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CAEP Self-Study Report

I. Standard 6: Fiscal and Administrative Capacity

EPP Overview

a. Context and Unique Characteristics

The University of Hartford (UH) was chartered on February 21, 1957, when it merged
with three existing schools, the Hartford Art School, the Hartt School of Music, and
Hillyer College. As a private institute, the UH is governed by a Board of Regents
classified by Carnegie as a Master's-Large University. The UH's footprint covers the
confluence of three local communities: Hartford, West Hartford, and Bloomfield.
Urban, suburban, and rural communities are located within a 10-mile radius of the
UH. This proximity allows its' faculty, staff, and student population to live out the
UH's mission statement "committed to community."

Today UH has surpassed the founders' original modest plans for a local university in
Hartford. In its sixth decade, the UH has grown to seven schools and colleges offering
undergraduate and graduate degrees: 9 Associate Degrees, 142 Bachelor's Degrees,
63 Master's Degrees, 23 Doctoral Degrees (See Evidence 6.1_Academic Degrees). In
Fall 2020, UH drew 5,381 undergraduate and graduate students from 49 states and
44 countries https://www.hartford.edu/about/why-uhart/glance.aspx. UH has been
continuously accredited since 1961 by the New England Commission of Higher
Education (NECHE, formerly the Commission for Institutions of Higher Education,
New England Association of Schools, and Colleges - See Evidence 6.0_NEASC Letter).

UH has two public schools and a transition academy on its campus. The UH Magnet
School (https://uhms.crecschools.org) operates under the supervision of the Capitol
Region Education Council (CREC- https://www.crec.org). The school is diverse with
50% of students from an urban setting (Hartford) and 50% coming from the
towns/cities in the area. The University High School of Science and Engineering
(UHSSE - https://uhsse.org) is under the supervision of the Hartford Public Schools
(HPS - https://www.hartfordschools.org/). The total minority enrollment is 75%, and
58% of students are economically disadvantaged. Farmington Valley Transition
Academy (FVTA - https://www.simsbury.k12.ct.us/district/special-services/fvta)
coaches students between the ages of 18-21. Students attending this academy work
on functional, academic, vocational, and adult living skills. Together, these three
schools are a visible demonstration of the university's commitment to improving the
education of the children in the community. These schools on campus enable our
teacher candidates to interact with students in these schools, network with
professionals, and build bridges.

b. Description of Organizational Structure

The EPP's organizational structure comprises three of the 7 colleges of UH. It includes
programs from the College of Education, Nursing, and Health Professions (ENHP) -
Department of Education, College of Arts and Sciences - School Psychology,
Secondary English, and Mathematics, and Hartt School of Music - Music Education.
The EPP is led by the Dean of the College of Education, Nursing, and Health
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Associate Birector of the Commission
PAULA A, HARBECKE
E-Mail: pharbecke@neasc.org

Associale Director of the Commission
CAROL L. ANDERSON
canderson@neasc.org

June 18, 2012

TO WHOM IT MAY CONCERN:

This is to certify that University of Hartford is accredited by the New
England Association of Schools and Colleges and has been

continuously since 1961.

Questions about the accreditation status of University of Hartford
should. be directed to the offices of the Commission on Institutions of

Higher Education.

POB/srh

B S50
“Patricia O’Brien, SND
Deputy Director of the Commission

209 BURLINGTON ROAD, SUITE 201, BEDFORD, MA 01730-1433 | 781-271-0022 | FAX 781-271-0950

http://cihe.neasc.org
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US & CTs

		Cooperating Teachers and University Supervisors

		Faculty Name		HighestDegree		Assignment		Rank		TenureTrack		Scholarship		P12Experience

		Bambrick, Georgia		BA, Middlebury College, Economics 

MAT, American University, Early Childhood Education		University Supervisor		Intermediate Administration and Supervision Certification; Assistant Principal - Achievement First Bridgeport Middle School		No		None		Taught PK-4th grade for 5 years 

Administrator for 6 years 

Expired Early Childhood Education in Washington DC and NY

		Biniasz, Sarah		Master s in human services and Counseling- Expected December 2023 from Post University.  

MEd in Special Education, University of Hartford- Graduated 2017 

BS in Elementary and Special Education, University of Hartford- Graduated 2013		University Supervisor		Teacher, university supervisor		No		None		Texas: 

2013-2014- 6th Grade Humanities Teacher 

2014-2016- Middle School Special Education Life Skills Teacher, Special Education Content Leader, Special Education Teacher Supervisor 

2016-2017- Middle School Special Education Teacher (Life Skills and Inclusion), Special Education Content Leader 

2017-2018- School Counselor, Supervised Special Education teacher 

2018-2020- Regional Special Education Manager  

 

CT: 

2020-2021- Dean of Special Services 

2021-Current- School Clinician  

CT Certified K-12 Special Education Teacher_ Provisional  

CT Certified School Counselor_Initial  

CT Certified Intermediate Administration & Supervision _EXPIRED_Interim Charter School Educator Permit  

TX Certified Generalist Teacher Grades 4-8_Standard 

TX Certified Special Education Teacher EC-12_Standard 

TX Certified School Counselor EC-12_Standard

		Blume, Kristin		Masters Degree in Elementary Education & Early Childhood Education from Wheelock College		University Supervisor		Other		No		None		"Currently Head Teacher at Poquonock Elementary School, Windsor, CT.
Certified N-K and K-8 in early childhood and elementary education"

		Chapdelaine, Janine		6th year -early childhood education from University of Hartford		Cooperating Teacher		Adjunct Professor		No		Workshop facilitator regarding early childhood topics such as conflict resolution, authentic assessment, small group math activities for early childhood programs and associations throughout the state of CT.		Early Childhood Educator in PK-5 school
Early Childhood Curriculum Facilitator area district magnet schools
Fund for Teachers Grant recipient 2018
Current CT TEAM Mentor of a kindergarten teacher
Cooperating teacher with student teachers in an early childhood classroom setting
"

		Cole, Rebecca		*CT State Teaching Certification, Early Childhood Education/Special Education (112) *M.Ed. Early Childhood Education, University of Hartford. *Montessori Primary (3-6) Certification, Northeast Montessori Institute.		Cooperating Teacher and University Supervisor		Adjunct; Part-Time Faculty Member		No		CEA		Pre-K special education teacher 112
Student teaching cooperating teacher 
University supervisor

		Donald Del Biondo		Masters Degree +60 in Elementary Education, School Counselor, Administration and Supervision at Central Connecticut State University.		Clinical Supervisor;		Other		No		My focus at the University of Hartford is as a part time supervisor of student teachers in both regular and special education programs.		"My focus at the University of Hartford is as a part time supervisor of student teachers in both regular and special education programs.  I also served as an Elementary School Principal for twelve years in the New Britain School District before retiring.

Certifications
Pre-K through Grade 8 (001)
School Counselor (068)
Intermediate Administration and Supervision (092)"

		Doyle, Elisabeth		Master s in School Psychology, SCSU		Cooperating Teacher		Special education teacher; Special Education Teacher, grades 9-12 at East Granby Public Schools		No		20/21 School year:East Granby District TOYClimate & Culture Advisor, EGHS presented 10 Prof Learning sessions to combined middle school & high school faculty Mentored undergraduate student teacher, Spring 2021 

21/22 Currently mentoring a graduate level student teacher

total teaching years: 29E
ast Granby schools: 15+		Comprehensive Special Education k-12
Secondary language arts (7-?)

		Dupont, Amber		M.Ed. Special Education		University Supervisor		Initial Educators Certification Teacher; Special Education Teacher at The University of Hartford & Tolland Public Schools		No		University of Hartford 2020 Weinswig Award for Student Teaching 

Interprofessional Education Forum Panel Member at the University of Hartford (10/20/2021) 

Participant of UHART s 2021 Alumni Focus Group (Department of Special Education)		Special Education Teacher Grades K-12 for 3 years 

Adjunct Professor at the University of Hartford for 1 semester 

Clinical Supervisor at the University of Hartford for 1 semester (current) 

Initial Educators Certificate113 and 165

		Evans, Melanie		MS Remedial Reading/Language Arts, CCSU		University Supervisor		Professional Teacher. K-2 reading specialist at Enfield Public Schools		No		Attended LLI Fountas and Pinnel PD training (have not had much formal PD this year or last- due to co-vid)		5 years in elementary education- grades 3 & 4, 21 years in elementary- reading specialist K-5 

Certifications in:
013 Elementary K-5 

006 grades 4-8 

102 Remedial Reading, Language Arts K-12

		Harding, Carol, A.		M.A. in English, Assumption College		University Supervisor		Adjunct Faculty		No		National Council of English Teachers; CT Council of English-program presenter at Boston, Nashua, Pittsburgh, and Orlando; Participant with the BEST program (State of Connecticut); Presenter of workshops for the CT Writing Project		Employed by the Town of South Windsor for 31 years

		Harris, Anna		MA in elementary Education from University of Hartford		Ccoperating Teacher		Adjunct		No		None		Elementary Education teacher for 5 years; Curriculum Coordinator - 1 year; Math Coach - 2 years

		Heneghan, Deborah		MS in Remedial Reading and Language Arts - Eastern Conn State University, Intermediate Administrator Certification - Sacred Heart University, Graduate Certification in Special Education - Central Connecticut State University, BS - Business - CCSU		Long-term Sub - Tolland Middle Schools as a Reading Teacher, University Supervisor - UHart		Substitute teacher		No		Volunteer - Hole in the Wall Gang Camps		Professional Educator - Special Education prek-12, Remedial Reading and Language Arts Specialist k-12, Initial - Intermediate Administrator Certification

		Hipp, Laura		M Ed, Multiple Intelligences, University of St. Joseph s; MScience in Sport & Recreation Management, Kent State University; BA in Music with Minor in Leisure Studies; Kent State University		Challenge & Enrichment Teacher (Gifted & Talented Program); Grades 6th through 8th; Student Teacher University Supervisor		University Supervisor; Professional Certificate; TEAM trained teacher		No		Article published with AMLE,  August 2021; three conference presentations in Spring 2021 at NELMS; professional development within school district 20-21		PreK-12 Music Education (15 years)   general music (grades PreK-8), chorus (grades K-12), beginning band (grades 5-6), high school marching & concert band, applied music (guitar & keyboard   grades 6-12), dance/movement (grades PreK-12), theater (grades 6-12) 

Middle School Gifted & Talented (5 years)   Future Problem Solvers Program International (winners at state & international level), Video Editing & Production, 3D Printing, Daily Morning Broadcast, School-wide Veterans Day Recognition, Stock Market Game (1st place winners in middle division),  

Professional Educator 

049  Music, PreK through Grade 12

		Hudkins, Lisa		MA in Elementary Ed/Special Ed from University of St. Joseph		Clinical Supervisor		Other		No		In the past 3 years, I have served as President of local teacher's union, Member of CEA retired, and Delta Kappa Gamma International where I am serving on the state and local chapter as president and 2nd vice president		Head Teacher K-6, Math Coach K-3, Best trained as Mentor teacher, Best Supervisor, and online scorer for Best. Workshop presenter K-6 for: 1.  pro-social skills, 2. math and reading workshop, 3. Daily 5 for organizational strategies, 4. literacy strategies for learning centers, 5. curriculum developer and design for social studies, math and language arts. Certification: PreK-8= 001. Special Ed PreK-12= 065

		Hyland-Aubin, Diane, E		6th yr, Assistive Technology for Students with Disabilities, UCONN		University Supervisor		Clinical Supervisor		No		Vice President The Arc New London County, Vice President The Arc Connecticut, Connecticut Education Association-Retired (CEA-R) Advisory Council		25 years, Special Education, inclusive settings K-8, IEP Direct Trainer Stonington Public Schools, .6 Special Education Teacher, Stonington High School, Independent Consultant (DHA Solutions) for Assistive Technology 
Supervision of student teachers

		Kamerbeek, Sally		Sixth Year in Educational Leadership in Administration from Southern CT State University		University Supervisor		Other		No		None		"092 Intermediate Administration and Supervision
003 PreK-Grade 3
006 Grades 4-8
Clinical Supervision- Betances Magnet Middle School
                                  Western CT Early Learning Center
                                  Kennelly School K-8
                                  Annie Fisher Magnet K-8
                                  Wish Museum School K-5"

		Killoran, MaryJane		MEd Elementary Education, University of Hartford		Coperating Teacher		Professional teacher , TEAM Trained Teacher, 6th grade science and social studies at Kennelly Elementary School		No		Smithsonian TII (Teacher Innovator Institution), Climate Change Generation Conference, Presented PD to Kennelly Staff on how to teach NGSS		1 yr building sub in k-8 magnet, 5 yrs 5th grade teacher, 2 yrs 6th grade science and writing, 3 yrs 6th grade science and social studies 
013 certification.

		Lawler, Susan		B.A., Boston College, Elementary and Special Education; 
M.A., Central Connecticut State College, Special Education		University Supervisor		Adjunct Faculty		No		University of Hartford Clinical Committee		35 years in East Hartford Public Schools 
Served as the Elementary Special Education Department Head, a teacher of Grades 1, 3 and Special Education Resource Room Teacher.  
State of Connecticut BEST trained, an Early Intervention Program core member and a Parent Advocate.
Special education department head, supervision of student teachers
Certification: 004,051,065,092

		Leve, Robert		Ph.D. in Clinical Psychology, University of Maryland		University Supervisor		Associate Professor		No		Has published articles in Complexity; Behavior and Social Issues; Behavior Therapy.		4 years as a psychologist in the Children s Clinic, Institute of Living, Hartford, CT.

		Lewis, Lori		Masters in Art of Teaching- Sacred Heart University		Cooperating Teacher		TEAM trained teacher		No		None		113 Integrated Early Childhood/Special Ed., N-K and Elementary 1-3

		Lynch, Brendan		Masters in Elementary Education		Cooperating Teacher		Elementary Certified Teacher; TEAM trained teacher/mentor; Technology Leader (district); Grade 5 Teacher - Thompson Brook School - Avon Public Schools (CT)		No		Educational Consultant; Education App Rater (for an unnamed major technology company); Smarter Balanced State representative, and author, 

Author - The Document and Did You Ever Wonder 

Co-Author - Just Don t Do It: 1,665Things You Should Never Do, Guess It, and The Bacon Fell on the Floor and Other Shocking Six Word Stories		Grade 5 Teacher (20 years); Team Leader, Grade Level Coordinator, TEAM Mentor, Technology Leader and Trainer 

Teacher license - Elementary K-6

		Marcinczyk, Christian		6th year- Educational Leadership/092, American International College, MA- Education, UCONN, BS Secondary Education Social Studies, UCONN		University Supervisor		Assistant Principal, Capt. Nathan Hale Middle School, Coventry		No		Grades 6-12 Social Studies, 15 years		Middle School social studies (grades 4-8) 

Secondary Education social studies (Grades 7-12) 

Educational Leadership 092

		Mish, Callie		Currently Obtaining: Sixth Year in Educational Leader,Central Connecticut State UniversityHighest Degree Obtained: Masters of Education in SpecialEducation, University of Sacred Heart		Cooperating Teacher		LEARN, Riverside Magnet SchoolTEAM Trained Teacher, Provisional Certification 113; 1st grade teacher		No		Equity Team Member for RIDES Clinic at HarvardEducational Technology Work Group (LEARN)Marketing and Recruiter Officer RSCO (Goodwin/LEARN)		Prek 3 and 4 (mixed age group) for 6 yearsGrade 1 teacher for 3 years

		Murtari, Michele		MS in Reading and Language Arts		Cooperating Teacher		Professional Teacher and TEAM trained teacher, Classroom Teacher (1st grade)		No		Delivered PD during CREC s Teachers  Academy (Building Strong Relationships with Families), Delivered PD during CREC s Teachers  Academy on Structured Literacy		Grade 4 Teacher for 5 years, Grade 5 Teacher for 1 year, Grade 1 Teacher for 6 years, Grade 3 Teacher for years 

013 (K-6) certification

		November, Jamie		MAT in Elementary/Special Ed in Elementary/Special Ed from Manhattanville College		University Supervisor		Part-Time		No		"Currently employed by the West Hartford Public Schools as a reading interventionist
Certified Reading Recovery Teacher
K-6 Professional certification in CT"		"Retired in 2013 after teaching elementary education for 22 years in Farmington teaching K, grade 1, 2. 4, & Reading Recovery
Currently a Reading Interventionist at Webster Hill Elementary School in West Hartford
Clinical Supervisor for Student Teachers at University of Hartford since 2013"

		Pascucci, Mikayla		Highest Degree: MEd in Special Education, University of Hartford; BS in Integrated Elementary and Special Education, University of Hartford		University Supervisor		Adjunct Professor; Provisional Certification; TEAM Trained Teacher; 1st Grade Special Education Teacher; 
CREC		No		Attended TEAM Mentor Training to become a TEAM Mentor; Attended VB-MAPP Training to become a certified evaluator for this assessment; Professional Member of KDP, CEC, NASET and NERA. During my UG and Graduate years (2014-2020) at University of Hartford, I was a student representative for the Department of Education, I completed traditional research studies with Department of Education faculty, presented our research at numerous conferences and published a research article.		P-12 Teaching/Administrative Experience: Grade 6 Special Education teacher for 1 year; Grade K, 1 and 2 Distance Learning Special Education Teacher for 1 year; Grade 1 Special Education Teacher for 3 years; Clinical Supervision for 2 years; Adjunct Professor for 2 years. 

Teaching Licensure: 305 (Elementary, Grades 1-6) and 165 (Special Education: Comprehensive; Grades K-12)

		Perreira, Peter		*M.S. General Education/Educational Technology, Central CT State University, *B.S. Elementary Education, Central CT State University		University Supervisor		Adjunct Faculty		No		None		"Pk-8 cert
eetired 2018
Adjunct UH 20+years
Technology teacher/coordinator Hartford Public Schools (retired)"

		Purcaro, Lori		UNIVERSITY OF CONNECTICUT, Storrs, CT  
Sixth-Year Diploma in Professional Education

University of Connecticut Administration Preparation Program  

UNIVERSITY OF CONNECTICUT, Storrs, CT  

Master of Arts in Education with a focus in Mathematics and		University Supervisor		Shared Leadership, TEAM Coordinating Committee, Safe Climate Committee;Ellington Public Schools, Ellington, CT  
4 K-6 District  SRBI Coordinator  
6 Mathematics Specialist; Administrative Designee 2016-2021		No		In conjunction with lead teachers, district data specialists and school and district administration, develop and ensure consistent entrance and exit practices for reading and  math intervention, including a shared calendar of intervention cycles, increased consistency of meeting format based on observed best practices, and a defined understanding of a three tiered approach to intervention 

Provide support to teachers and specialists with implementing, monitoring, and adjusting  interventions 

Collaborate with district data specialist, the director of technology, and elementary  technology integrationists to verify, organize, and create tools to monitor and communicate  intervention progress with Infinite Campus and our K-6 SRBI Academic Team Drive 

Support and collaborate with building SRBI teams in the analysis of intervention data and  the resulting action steps; Facilitated intervention processes and scheduling for specialists  and students participating in distance learning		092 State of Connecticut, Intermediate Administrator and Supervisor Certificate 013 State of Connecticut, Elementary Education Certification, K-6  

State of Massachusetts, Lifetime Elementary Certification

		Robin, Beth		Ed.D. in Educational Leadership from University of Hartford		University Supervisor		Adjunct Professor		No		I maintain membership in CEC, ASCD, NASP.		"Supervision of student teachers: Early Childhood, Elementary Education, Special Education Intermediate Administrator certification and Special Education Teacher (Professional) certification"

		Snow, Adrienne		Highest Degree	6th year, Central Connecticut State University		University Supervisor		Part-Time		No		President of the Connecticut Association for Reading Research Conference Committee Team for the Connecticut Reading Association Enfield Key Initiatives to Early Education (KITE) committee member, 3-to-3 Committee member, and Enfield Plays On Committee member		CT Certifications: 092 (school administrator), 015 (English, grades 7-12), 102/097 (literacy specialist, grades 1-12; reading consultant)
Current reading consultant, Enfield Public Schools

		Sochacki, Julie		JD in Law from Western New England University School of Law		University Supervisor		Associate Professor; Clinical/applied associate professor of English and program director for English Secondary Education		No		CT Council of Teachers of English, board member and chair of mentoring committee
Connecticut State Dept of Education, Educator Preparation Advisory Council
Member of NCTE and NEATE		CT Certifications: 092 (school administrator), 015 (English, grades 7-12), 102 (literacy specialist, grades 1-12)
2008-2016, Waterbury Public Schools, instructional coach, literacy specialist, ELA teacher

		Sood, Sheetal		Ph.D. Special Education, Lehigh University		University Supervisor		Associate Professor; Program Director, Special Education
Faculty, Special Education		Yes		"Sood. S. & Lien, A. (2018). The Development of a Legacy: Paying it Forward: 21st Century Pedagogies, Perspectives, and Experiences. In Hartlep, N.D., Kahlon, A., & Ball, D. (Ed.), Asian/American Scholars of Education (pp. 135-145). Peter Lang Publishing, Inc., New York, NY.
Sood, S., Zawilinski, L., Pascucci, M., & Annapragada, R. STEM to STEAM for All. Institute of Translational Research, University of Hartford, CT. Status: Funded
Sood, S., Zawilinski, L., Pascucci, M., & Annapragada, R. (2018, October). STEM to STEAM for All. Kappa Delta Pi, Annual Convention, Indianapolis, Indiana."		"Conducted workshops for teachers in Kolkata, India. The focus of the workshops was on Importance of Importance of Integrating Hands-On Activities in a Mathematics Classroom (2018, July).


"

		Taylor, Kelly		Masters in Special Education, Saint Joseph s college		Cooperating Teacher		Professional educator license; TEAM trained teacher; Kindergarten & first grade team leader at Breakthrough Magnet School North at Hartford Public Schools, Breakthrough Magnet school North		No		LETRS-training 2021 

Data Wise training 2020-2021 

Mentor Team training (updated) 4-12-2019		Grade Kindergarten & First grade at Breakthrough North (4 years-present)  

Grade First & Second grade at Breakthrough South (7 years) 

Elementary-Kindergarten through Grade 6 certification.

		Underwood, Miriam		6th yr UMASS/Amherst
Math/Science
M.Ed. Central Connecticut State University		Cooperating Teacher		Adjunct; Instructor   Math education Elementary Education		No		BEST Connecticut Portfolio Scorer and Mentor
Connecticut Academy for Math, Sci and Tech-
Academy Fellow 1993 - 2007		Connecticut Certification 
Elementary Education 
Highly Qualified: Math

		Webber, Teresa		6th year in Special education/ elementary education from Central CT STATE University		University Supervisor		other		No		None		"001 , 065 and 092 certified 
35 years in special and/ or elementary teaching and administration "

		Wilson-Ruff, Erin		Masters in Elementary Education From University of Bridgeport		University Supervisor		Adjunct Professor; Assistant Principal		No		Recipient of the University of Hartford Partnership Recognition Award Student teacher supervisor
SUPAB Member School based liaison in Hartford Public Schools for undergraduates and graduate students completing their fieldwork.
School 2015 Region One Teacher of the Year for Magnet Schools of America		"District Math Coach - Hartford Public Schools  (1 year)
STEM Instructional Coach - Annie Fisher STEM Magnet (6 years)
Elementary teacher (013)  - Hartford Public Schools ( 10 years)"

		Taylor Bacon				University Supervisor		Secondary Math

		Laura  Blanchard 				Cooperating Teacher		Special Education Teacher 5th Grade				Wallace Middle School

		Marissa Bouchard				Cooperating Teacher		Special Education Teacher K-4				Charles Wright School

		Lindsey Prusak				Cooperating Teacher		Special Education Teacher 2&3				Expeditionary Learning Academy at Moylan School

		Christine May				Cooperating Teacher		Special Education TeacherPK/K				UHMS

		Kelly Moody				Cooperating Teacher		Special Education Teacher - Secondary				FVTA

		Jill Polinsky				Cooperating Teacher		Special Education Teacher 3 & 4				Roaring Brook

		Jaclyn Rea				Cooperating Teacher		Special Education Teacher 6, 7, 8				Two Rivers Magnet School

		Sarah Seals				Cooperating Teacher		Special Education Teacher 6, 7, 8				SAND

		Kim Gazdzicki				Cooperating Teacher		PreK-K				Ruth Chaffee Elementary

		Mary Uricchio				Cooperating Teacher		PreK-K				SAND

		Jess White				Cooperating Teacher		PreK-K				EASTCONN Birth to Three

		Pam Daigle				Cooperating Teacher		Elementary 2				Annie Fisher

		Harry Hall				Cooperating Teacher		Elementary 5				Smith Elementary School

		Dustinne Swim				Cooperating Teacher		Elementary  3				Lincoln Elementary School

		Andrea Roden				Cooperating Teacher		Elementary  3				Duffy School

		Kim Jackson				Cooperating Teacher		Elementary  5				Skinner Road School

		Beth Morse				Cooperating Teacher		Elementary  1				Buckley School

		Mike Moynihan				Cooperating Teacher		Elementary 3				R.D. Seymour

		Trish McDonnell				Cooperating Teacher		Elementary 3				East Granby

		Anne Vernier		Masters		University Supervisor		Teacher				Ellington

		Rachel Donahue		Masters		University Supervisor		Teacher				Waterbuty

		Joshua Steffenson		Masters		University Supervisor		Teacher				Manchester

		Glenna Brooks		Masters		University Supervisor		Teacher				Winchester

		Sarah Murphy		Masters		University Supervisor		Teacher				Colchester

		Michael Michaud		Masters		Cooperating Teacher		Special Education (5th and 6th grade)				Bellizzi-Hartford

		Lauren Lieberman		Masters		Cooperating Teacher		Special Ed(Pre K - 8th)				Kennelley-Hartford

		Heather Pescetelli		Masters		Cooperating Teacher		1st grade				Global communications academy-Hartford

		Chelsie Guerrera		Masters		Cooperating Teacher		Special Ed(3rd &4th grade)				Watertown High School

		Eugenia Semyanko		Masters		Cooperating Teacher		Special Education 1st Grade				East Granby Middle School

		Patricia Douglas		Masters		Cooperating Teacher		Special Education 1-3				CPrep-Hartford

		Kathi Rafferty		Masters		Cooperating Teacher		Special Ed(3rd &4th grade)				Pinegrove School, Avon, CT

		Christine Marshall		Masters		Cooperating Teacher		1st grade				Crystal lake School, Ellington

		Kim Gzadicki		Masters		Cooperating Teacher		Special Ed(6,7&8)				Milner-Hartford





Adjunct Faculty

		Faculty Name		HighestDegree		Assignment		Rank		TenureTrack		Scholarship		P12Experience

		Auclair, Paulina		Masters in Education from The University of Bridgeport		Instructor		Adjunct Professor		No		Connecticut TEAM mentor (teacher induction program)
Regularly serves as cooperating teacher NEASC visiting team member		CT Certifications: 015 (English, grades 7-12), 102 (literacy specialist)

Veteran ELA teacher: 2002-present, Watertown High School

		Bohr, Karen		Masters of Science from Central Connecticut State University		Part-Time Faculty Member		Adjunct Professor		No		N/A		I currently teach full-time as a Special Education teacher to transition students, 18-21 program.

		Chapdelaine, Janine		6th year -early childhood education from University of Hartford		Cooperating Teacher		Adjunct Professor		No		Workshop facilitator regarding early childhood topics such as conflict resolution, authentic assessment, small group math activities for early childhood programs and associations throughout the state of CT.		Early Childhood Educator in PK-5 school
Early Childhood Curriculum Facilitator area district magnet schools
Fund for Teachers Grant recipient 2018
Current CT TEAM Mentor of a kindergarten teacher
Cooperating teacher with student teachers in an early childhood classroom setting
"

		Cole, Rebecca		*CT State Teaching Certification, Early Childhood Education/Special Education (112) *M.Ed. Early Childhood Education, University of Hartford. *Montessori Primary (3-6) Certification, Northeast Montessori Institute.		Cooperating Teacher and University Superviso		Adjunct; Part-Time Faculty Member		No		CEA		Pre-K special education teacher 112
Student teaching cooperating teacher 
University supervisor

		Devlin (Tamborini), Kirsten		Certificate of Advanced Graduate Studies		Educational Technology Courses		Adjunct		No		"CT State Science Assessment Committee
CT State Science Leadership Fellows"		I have been a teacher and instructional coach in a variety of settings for the past 20 years. In that time, I served many leadership roles including team leader, curriculum facilitator and grant management.

		Harris, Anna		MA in elementary Education from University of Hartford		Ccoperating Teacher		Adjunct		No		None		Elementary Education teacher for 5 years; Curriculum Coordinator - 1 year; Math Coach - 2 years

		Hawkins, Jennifer		Master of Science in Leadership for Higher Education		Adjunct for EDS 332 and EDS 333, EDS
 334		Adjunct		No		Founder and director of EHS Student-Facilitated Writing Center; NEASC Steering Chair (2018-2019); regularly writes curriculum for 11th and 12th grade English courses, as well as Enfield Adult Education; recipient of the Excellence in Education Grant for the Writing Center to purchase laptops.		CT Certifications: 015 (English, grades 7-12), 
TEAM trained (teacher induction program)
Veteran ELA teacher: 2004-present, Enfield High School including adult education courses

19 years as a high school English teacher and TEAM mentor and Cooperating Teacher

		Heyman, Sharon		4 Masters Degrees
Completed coursework for PhD but did not complete dissertation		Part-Time Faculty Member;		Adjunct Professor		No		None		25 years teaching - HS Mathematics at Hartford Public Schools
9 years administration -  Mathematics Supervisor (K-12) for Hartford Public Schools

		Johnson, Lynn		Ed.D. in Educational Leadership from the University of Hartford		University Supervisor		Adjunct Professor		No		2015 Research grant entitled: Early Childhood Workforce Needs Assessment
2015 NEERO presentation as Co PI on grant entitled: "Higher Education Needs Assessment in service to the EC Workforce"
2016 Dissertation Title: Self-Efficacy in Home Visitation: Self-Reporting of Final Year Early Childhood Special Education Undergraduate Program Candidates 
2019 Research grant entitled: Early Childhood Workforce Shared Core		Development and provision of PD to the Connecticut IDEA Part C statewide program as state Director. Additional presentations locally and nationally.
State of CT Superintendent of Schools Certificate (093)
State of CT Intermediate Supervisory Certificate (092)
State of CT Standard Teaching Certificate Special Education K-12 (065)
State and national trainings on IDEA Part C and B topics.

		LaPorte, Kristy		Doctor of Education (Ed.D) from the University of Hartford		Part-Time Faculty Member		Adjunct Professor		No		-Provided training to faculty on edTPA instruction		"092  Administration and Supervision Pre-K-12
013  Elementary Education K-6
065  Comprehensive Special Education Pre-K-12 (age 21)
Special Education Teacher elementary and middle school levels
Regular Education Teacher elementary
Assistant Principal Elementary
Director of Special Services preschool to age 21 all levels"

		Miller, Regina		Ph.D., Developmental and Child Psychology, University of Kansas		Faculty, Early Childhood Education courses		Full Professor
-Emeritus		No		*Workforce Taskforce Subcommittee of the Governor s Cabinet on Early Childhood
*CT Higher Ed Early Childhood Education Council 
*Chair, Graduate Affairs, College of ENHP
* President, CT AECTE, 2008   present.
* President, CT DEC, 2009- present.

*Gruenberg, A. & Miller, R. (2010). Practical Guide to Early Childhood Inclusion: Effective Reflection. Prentice Hall.
*Miller, R. (2008).  If I Knew   Leadership Development on the Job. The Department Chair. Jossey-Bass/Wiley.
*Kremenitzer, J. & Miller, R.  (2008). Are you a highly qualified, emotionally intelligent early childhood educator?" July 2008 issue 
of Young Children.
*Miller, R. and Pedro, J.  (2006). Creating respectful classroom environments. 	Early Childhood Education Journal. 
*Miller, R.  (2006). The next best thing to being there: Furthering teacher development through the use of a simulated case classroom.  The 
Journal of Early Education and Family Review.		2 years preschool and 1 year infant/toddler teacher, University of Kansas Child Development Lab School; 17 years as founder and director (and in the classroom daily) of the University of Hartford Early Childhood Center; 34 years delivering professional development in P-12 schools; student teacher supervision 20+ years; consultant to Hebrew Academy of Greater Hartford providing professional development for teachers and intervention for children and families.

		Pascucci, Mikayla		Highest Degree: MEd in Special Education, University of Hartford; BS in Integrated Elementary and Special Education, University of Hartford		University Supervisor		Adjunct Professor; Provisional Certification; TEAM Trained Teacher; 1st Grade Special Education Teacher; 
CREC		No		Attended TEAM Mentor Training to become a TEAM Mentor; Attended VB-MAPP Training to become a certified evaluator for this assessment; Professional Member of KDP, CEC, NASET and NERA. During my UG and Graduate years (2014-2020) at University of Hartford, I was a student representative for the Department of Education, I completed traditional research studies with Department of Education faculty, presented our research at numerous conferences and published a research article.		P-12 Teaching/Administrative Experience: Grade 6 Special Education teacher for 1 year; Grade K, 1 and 2 Distance Learning Special Education Teacher for 1 year; Grade 1 Special Education Teacher for 3 years; Clinical Supervision for 2 years; Adjunct Professor for 2 years. 

Teaching Licensure: 305 (Elementary, Grades 1-6) and 165 (Special Education: Comprehensive; Grades K-12)

		Robin, Beth		Ed.D. in Educational Leadership from University of Hartford		University Supervisor		Adjunct Professor		No		I maintain membership in CEC, ASCD, NASP.		"Supervision of student teachers: Early Childhood, Elementary Education, Special Education Intermediate Administrator certification and Special Education Teacher (Professional) certification"
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a. The capacity table of curricular, fiscal, facility, and administrative and support capacity for quality is used to satisfy
requirements of the U.S. Department of Education and is completed by providing data relevant for the EPP. This chart
is an example of a chart that the EPP can complete.

EPP description of metric(s) EPP data Title and description of supplemental
evidence/documentation of quality for each
dimension
Facilities

Allocated Office Spaces All faculty and staff have their own The offices are housed in buildings where the

dedicated office spaces departments are houses (e.g., Education — Hillyer, A&S

— Auerbach and East Hall; Music Education - Fuller

Allocated Equipment Access to general purposes classrooms Faculty and staff also have access to all university

and meeting spaces general purpose classrooms and meeting rooms as

available. These rooms can be reserved through 25 live
a web-based system that allows us to review what is
available and capacity. The office coordinator helps
faculty reserve rooms as required.

All faculty and staff are provided with Faculty have a choice of selecting a PC or MAC,

basic technology that they need to teach. | Laptop or desktop of their choice. All faculty have
This includes computers and software. access to Office 365 and all other basic software that is
needed for teaching and research (Office 365; SPSS;
Adobe Pro; Webex; Collaborate).

Printers Faculty have access to individual printers and also have
access to a common printer and copier housed in the
department office.

Technology Support Information Technology Support — Our IT department
is available to provide support as required
(https://www.hartford.edu/about/offices-
divisions/finance-administration/information-
technology-services/)
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Learning Management Systems

We use Blackboard for all courses that are part of our
face-to-face programs. Canvas is used for online
programs.

Faculty Center for Learning Development (FCLD)and
the Canvas helpdesk provide ongoing support and
professional development

Physical Spaces

Buildings and Classrooms

The University operates and maintains three distinct
campuses totaling 320 acres of maintainable property
and 2.13 million gross square feet of buildings.

The main campus consists of 34 buildings that present
a portfolio of teaching/academic, auxiliary/support, and
residential spaces.

The Handel Performing Arts Center campus includes
academic and performance spaces along with
administrative offices for the Office of Institutional
Advancement,

The Asylum Avenue campus contains buildings for
academic functions along with graduate residential
spaces.

https://www.hartford.edu/about/buildings-
locations/default.aspx

Security is monitored via a campus-wide, closed-circuit
system of more than 200 cameras, which includes
nearly comprehensive coverage of all walkways,
roadways, and parking lots, many outdoor green
spaces, and building entrances/exits. Internal coverage
includes dormitory hall-ways, common areas,
stairwells, entrances, and laundry facilities in addition




https://www.hartford.edu/about/buildings-locations/default.aspx
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to key areas of other buildings such as athletics
facilities, laboratories, and cafeterias.

The EPP courses are scheduled all across campus. In
addition, the Department of Education has two
dedicated spaces we schedule methods courses. These
dedicated spaces allow us to make resources such as
manipulatives and books that candidates can use to
plan lessons and prepare for their clinical experiences.
We also have smartboards, IPads, and laptops that
candidates can use.

Harrison Library

University Libraries have adapted to meet the evolving
information resource needs of the community. A
construction project in 2017 included renovated space
for the Allen Library, which houses the music, dance,
and related performing arts resources, to be co-located
with the Mortensen library, which holds the general
collections. The

Human Resources

Provosts Office

Faculty Policy Manual

See Evidence 0.7 Faculty Policy Manual

Manual of Academic Policies and
Procedures

See Evidence 0.8_MAPP

Part Time Faculty Manual

See Evidence 0.9_Part Time Faculty Manual

Student Supports

Division of Student Success

Center of Student Success

Centralized advising and support services model,
bringing together the previously existing CSS, Student
Administrative Services, and Health, Education, and
Wellness.

https://www.hartford.edu/about/offices-
divisions/student-affairs/

Office of Student Engagement and
Inclusion

This office includes Student Government, Greek Life,
the Office of Multicultural Programs, the Hartford
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Events and Activities Team, community service, and
commuter student support to align activities and
incorporate diversity, equity, and inclusive practices
throughout the office’s responsibilities. The newly
branded division helps circulate the institution’s
mission for supporting students: “By breaking down
silos between academic and student affairs, we have a
unique opportunity to maximize support services for
students, leading to greater student satisfaction and
success.” The Division of Student Success has
identified service excellence and commitment to the
community as major goals of the unit.

Onboarding and advising

Robust Orientation program tailored to each student
population. Students are introduced to The Source, the
University’s student handbook, which contains
information about programs, services, policies, and
regulations. For the second year and beyond, students
transition to a faculty academic advisor in their major
program with meetings at least once per semester when
students discuss classes and receive their course
registration PIN codes.

Health and Well-Being

Behavioral Intervention Team (BIT)

Multi-disciplinary team of faculty and staff is dedicated
to proactive coordinated and planned identification,
prevention, assessment, management, and reduction of
interpersonal and behavioral threats to the safety of
students and the campus community.

Academic Supports Compass University now uses the Starfish package, branded as
Compass on campus, as an easily customizable system
to enhance reporting and advising records.

Faculty All faculty hold and post office hours to be available to

support their students, but often students benefit from
more extended individual attention or require more
scheduling flexibility.






Centralized Tutoring Services

Provides both one-on-one and walk-in hours, especially
for courses such as chemistry, math, biology, and
physics. Undergraduate and graduate peer tutors help
with writing across the curriculum, time management,
and note-taking skills.

Access-Ability Services

Supports undergraduate and graduate students,
including part-time students, who self-identify as
having a disability, whether that is a learning, physical,
emotional, or psychological disability.

Office of Career and Professional
Development

Focuses on career preparation as a developmental path.

Administrative Support

Campus Leadership

Administrative Support

Office of the President

Board of Regents

Provosts Office

https://www.hartford.edu/about/campus-
leadership/default.aspx

https://www.hartford.edu/about/campus-
leadership/office-president/default.aspx

https://www.hartford.edu/about/campus-
leadership/office-president/regents/default.aspx

https://www.hartford.edu/about/campus-
leadership/office-provost/default.aspx

Fiscal Supports

College of Education, FT faculty 1,337,250.60
Nursing, and Health EDU Staff
Professions Adjunct
Deans Office staff (not including dean)
Department of Education EDU Operational Budget 187,025.00

Operational Budget

EDU Course Fees
EDU Graduate Assistants
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OFFICE OF THE EXECUTIVE DIRECTOR

NATIONAL ASSOCIATION OF SCHOOLS OF MUSIC
11250 ROGER BACON DRIVE, SUITE 21
RESTON, VIRGINIA 20190-5248

TELEPHONE: (703) 437-0700 FACSIMILE: (703) 437-6312
EMAILL: INFO@ARTS-ACCREDIT.ORG WEB SITE: NASM.ARTS-ACCREDIT.ORG

July §,2017

T. Clark Saunders

Dean of Graduate Studies, The Hartt School
University of Hartford

200 Bloomfield Avenue

West Hartford, CT 06117-1545

Dear Dean Saunders:

Thank you for submitting your application for review by the NASM Commission on Accreditation. The
Commission, at its June 2017 meetings, took action on the institution’s application.

Please find enclosed a Commission Action Report describing this action in detail. This Report contains
information of note and, if applicable, any requests for further information from the Commission. Please
note the Association’s policy regarding Disclosure und Confidentiality, a copy of which has been
enclosed.

This action is taken based upon a review of The Hartt School according to the NASM accreditation
standards in effect in June 2017,

As an accredited institutional member of NASM, the institution is reminded of its responsibility to
participate in reviews and revisions to the NASM Handbook, and to maintain its operations and programs
current with NASM standards as these are developed and approved.

The Commission on Accreditation and the Association appreciate the institution’s efforts with regard to
its application, and its careful consideration of and attention to NASM accreditation standards and
guidelines. Further, the Commission and Association appreciate the work accomplished by the
institution on behalf of music and higher education.

Please contact the NASM National Office staff if you have questions, or need assistance with regard to
this action or any other aspect of the work of the Association.

We offer congratulations on your achievements and best wishes for the continuing success of the
institution.

Thank you.
Sincerely yours,
Karen P. Moynahan
Executive Director

KPM:lk

Enclosure

cc: Gregory S. Woodward, President
University of Hartford





National Association of Schools of Music
11250 Roger Bacon Drive, Suite 21
Reston, Virginia 20190-5248

COMMISSION ACTION REPORT

This document provides the official action of the Commission as indicated in the
cover letter of the same date.

July 5, 2017

THE HARTT SCHOOL
The Hartt School
The Hartt School (Community Division)

Actions:
Action 1 of 3: Application for renewal of Membership — Response

The Commission voted to accept the Response and grant renewal of Membership with the degree and
program listing indicated below.

The Commission requests a Progress Report addressing the issue cited below.
NASM Degree and Program Listing:

The Hartt School

Diploma in Music (Composition, Performance) (Undergraduate).

Bachelor of Arts in Music.

Bachelor of Science in Acoustical Engineering and Music.

Bachelor of Music in Composition.

Bachelor of Music in Jazz Studies.

Bachelor of Music in Music Education (Instrumental, Vocal).

Bachelor of Music in Music History (Performance Practice, Scholarship and Research).

Bachelor of Music in Music Theory.

Bachelor of Music in Performance (Guitar, Orchestral Instruments, Piano, Voice).

Bachelor of Music with an Emphasis in Music Production and Technology.

Artist Diploma in Composition (Graduate).

Artist Diploma in Performance (Instrumental, Voice) (Graduate).

Professional Diploma in Composition (Graduate).

Professional Diploma in Conducting (Graduate).

Professional Diploma in Performance (Guitar, Instrumental, Voice) (Graduate).

Master of Music Education (Choral Conducting, General, Kodaly, Technology, Research, Wind Band
Conducting).

Master of Music in Collaborative Piano.





THE HARTT SCHOOL

The Hartt School

The Hartt School (Community Division)
NASM Commission Action Report

July 5,2017

Page 2

Master of Music in Composition.

Master of Music in Conducting (Choral, Instrumental).

Master of Music in Music History (Performance Practice, Scholarship and Research).

Master of Music in Music Theory.

Master of Music in Pedagogy (Piano).

Master of Music in Performance (Guitar, Orchestral Instruments, Piano, Piano Pedagogy, Suzuki
Pedagogy).

Doctor of Musical Arts in Composition.

Doctor of Musical Arts in Conducting (Choral, Instrumental).

Doctor of Musical Arts in Performance (Instrumental).

Doctor of Philosophy in Music Education.

Bachelor of Music in Music Management.

The Hartt School (Community Division)

Adult Programs.

Chamber Music.

Concert Ensemble.

Connecticut Children’s Chorus.
Connecticut Youth Symphony.
First Steps in Music.

Greater Hartford Youth Wind Ensemble.
General Private Lessons Program.
Large Instrumental Ensembles.
Opus 89.

Performer’s Certificate Program.
Suzuki Orchestras.

Suzuki Programs.

Vivace.

Next Full Review:
2025-2026 Academic Year
Item for Progress Report:

The institution’s Response dated April 2017 (p. 11) addresses the issue of “supporting courses in music”
(see NASM Handbook 2016-17, Standards for Accreditation XIV.C.2.b.) for the Master of Music in
Music Theory degree by listing two music history courses (six credits total) and HLM 660 History of
Music Theory as a third, three-credit course. The institution is asked to provide a course syllabus or other
evidence that the principal emphasis of this history of music theory course lies, indeed, outside the music
theory focus of this degree.
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The Hartt School

The Hartt School (Community Division)
NASM Commission Action Report
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The Hartt School

Action 2 of 3: Application for Plan Approval — Original

The Commission voted to grant Plan Approval for the following degree:
Bachelor of Music in Music Management.

When three transcripts are available for this degree, the institution should submit an application for Final
Approval for Listing. Instructions for submitting Final Approval for Listing applications may be found in
the NASM documents Policies and Procedures for Reviews of New Curricula and Instructions for
Preparing Curricular Tables in the NASM Format which may be downloaded from the NASM website at
https://nasm.arts-accredit.org (see “New Curricula”).

Action 3 of 3: Progress Report after Final Approval for Listing

The Commission voted to accept the Progress Report regarding the Diploma in Music (Composition,
Performance) (Undergraduate).

Due Date:

October 1 for consideration at the Commission meetings of November 2017.

The Procedures for Submitting Responses and Progress Reports may be downloaded from the NASM
website at https://nasm.arts-accredit.org/accreditation/accreditation-materials/ (see “Procedures” and
beneath that, “Responses and Progress Reports”).

Note:

The Commission notes that the institution has discontinued offering the degree Bachelor of Music with
Elective Studies in Business (see Response dated April 2017, p. 2). NASM will update its records and the
institution’s degree and program information found in the NASM Directory List. If the institution wishes
to reactivate the degree/program, an application for Plan Approval will be required. Plan Approval
applications are found in the NASM documents Policies and Procedures for Reviews of New Curricula
and Instructions for Preparing Curricular Tables in the NASM Format. These documents may be
downloaded from the NASM website at https://nasm.arts-accredit.org (see “New Curricula”).
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Commendation:

The Commission commends The Hartt School on its conscientious and careful collaboration during this
accreditation and review process.

1 dond Il

Karen P. Moynahan d
Executive Director

KPM:jk





NASM Handbook
RULES OF PRACTICE AND PROCEDURE

PART II: ARTICLE XIII
DISCLOSURE AND CONFIDENTIALITY

Section 1. NASM provides numerous services that include the publication of policy statements,
reports, and surveys. These are available to the public, some for a fee. Upon request, NASM will
provide the academic and professional qualifications of the members of its policy and decision-
making bodies and its administrative personnel.

Section 2. Upon request, NASM will make publicly available all information about an institution
that is published in NASM literaturc (scc Rules of Practice and Procedure, Part IL., Article XI.,
Section 3.). NASM will also indicate whether or not an institution holds or has held accredited
Membership.

Section 3. NASM will not make publicly available any information supplied by the institution or
by representatives of NASM in the course of the accreditation process. This includes Self-Study
Reports, Visitors’ Reports, and correspondence. While NASM encourages institutions to make
publicly available information about their accredited status and to share accreditation materials
with individuals and agencies having legitimate claim to information beyond that available to the
general public, the Association regards all accreditation materials as the property of the
institution. Therefore, release of these materials is either through the institution or by its
permission.

Section 4. NASM will not make publicly available any information provided in third-party
comment or an institution’s response to third-party comment or any correspondence related to
third-party comment. See Rules of Practice and Procedure, Part IL., Article ['V., Section 1.

Section 5. If an institution releases information that misrepresents or distorts any action by
NASM with respect to any aspect of the accreditation process, or the status of affiliation with
NASM, the chief executive officer of the institution and the program director, where applicable,
will be notified by the NASM Executive Director and informed that corrective action must be
taken. If the misrepresentation or distortion is not promptly corrected, NASM, at its discretion,
may release a public statement in such a form and content as it deems necessary to provide the
correct information.

The same rule and sequence are applied to individuals and organizations misrepresenting or
distorting accreditation actions of NASM.

NASM reserves the right to correct false or misleading information at any time.

Section 6. Certain relationships yield information which legally cannot be disclosed without the
consent of the person who provides it—for example, the relationship between physician and
patient, between attorney and client, between clergy and penitent, etc. Should such information,
or other information that is protected under law by a comparable privilege or safeguard, come
into the hands of NASM or an NASM evaluation team, its disclosure to persons other than the
immediate recipients is forbidden.
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NATIONAL RECOGNITION REPORT
National Association of School Psychologists (NASP)

Name of institution: The University of Hartford
City/state: West Hartford, CT
Date of review: February 1, 2020

Note: CAEP recognition of this program is dependent on the review of the program by representatives of the
National Association of School Psychologists (NASP) and review of the unit by CAEP. The NASP approval decision
was made independent of CAEP unit review.

This report is in response to a(n):

X Initial Review [0 Revised Report [0 Response to Condition
Title of Program Covered by This  Program Type Program Level
Review:
School Psychology Other School Personnel Specialist

[ Doctorate

Specific title of degree/award that appears in official institutional documentation: M.S. and Sixth Year
Certificate in School Psychology

PART A—RECOGNITION DECISION (see Part G for specifics on decision)

A.1—Decision on NASP approval/CAEP recognition of the program—TO BE COMPLETED BY PROGRAM
APPROVAL BOARD ONLY:

[X] NASP Approved/CAEP Nationally recognized (if in unit accredited by CAEP)
[0 NASP Conditionally Approved/CAEP Nationally recognized with conditions (if in unit accredited by CAEP)
[J Not approved or nationally recognized






A.2—Test Results (from information supplied in Assessment #1, if applicable) *
The program meets or exceeds an 80% pass rate on state licensure exams:

Yes O No [0 Not applicable [0 Not able to determine

Comment: The program meets the 80% pass rate over two applications.

A.3—Summary of Strengths:

The strengths of the program are many. The faculty are highly qualified with diverse expertise. There is a
strong mental health intervention component with candidates taking a minimum of 5 courses in
counseling and psychotherapy. Strong national test scores reflect the excellent preparation candidates
receive in assessment and consultation.

PART B—STATUS OF MEETING SPA STANDARDS

M = Met. Program documentation/evidence clearly establishes that the standard is met.
NM = Not Met. Program documentation/evidence is incomplete, unclear, or inconsistent, indicating that the
standard is not met.

NASP Standard Rating Comment
CONDITION STANDARD I: SCHOOL MET Please see comments below.
PSYCHOLOGY PROGRAM

CONTEXT/STRUCTURE. Graduate
education in school psychology is
delivered within the context of a
comprehensive program framework
based on clear goals and objectives
and a sequential, integrated course of
study in which human diversity is
emphasized. Graduate education
develops candidates’ strong affiliation
with school psychology, is delivered by
qualified faculty, and includes
substantial coursework and supervised
field experiences necessary for the
preparation of competent school
psychologists whose services positively
impact children, families, schools, and

1 The 80% pass rate requirement is an CAEP requirement, not an SPA-specific requirement. SPA decisions and
comments on licensure data should be applied to what the institution has provided for Assessment #1.

The CAEP pass rate requirement is that 80% of program completers, in the most recent annual set of data, must
pass the state-required licensure test that includes or is specific to content knowledge. Programs that have fewer
than 10 completers in the most recent annual data set must base the pass rate on the average of three years of
annual data. Programs that have fewer than 10 completers over the total of a three-year period are exempt from this
requirement. Reviewers should be able to determine whether the pass rate is met by looking at the
Candidate/Completers chart for information on the number of candidates and the licensure data that is supplied as
Assessment #1. If a determination cannot be made from these two pieces of information, then reviewers should
check the “unable to determine” box, and CAEP staff will seek clarification from the institution.

2 NASP National Recognition Report





NASP Standard Rating Comment
other consumers. In addition to
specialist- and/or doctoral-level
programs of study, a school psychology
program that offers opportunities for
respecialization, retraining, and other
alternative approaches to credentialing
as a school psychologist ensures that
program requirements are consistent
with NASP graduate preparation
standards.
C.1 - The school psychology programis | Acceptable | Policy: The Program Handbook, and other supplied
composed of integrated and documents clearly identify the program as
comprehensive philosophy/mission, "School Psychology.” Program goals and objectives are
goals, objectives, program of study, clearly articulated in program handbook and align to the
and supervised practice, as reflected in profession. Program sequence is comprehensive and
the following: Clear identification as a integrated as described in program handbook, which
“school psychology program” and corresponds to consistent practice as shown in
communication of a program transcripts. The program requires full-time study over
framework or model, in which its three years with some option for needs-based leave of
philosophy/mission is represented in absence. Systematic performance-based evaluation is
explicit goals and objectives for school used at all levels in the program for accountability to
psychology competencies that program goals, student feedback, and program feedback
candidates are expected to attain and for
in which human diversity is improvement
emphasized. An integrated, sequential
program of study and supervised field Supervised practice is evident at all levels of the program
experiences that are based on the with first year skills development courses, second year
program’s philosophy/mission, goals, practical field-based experience, and third year fulltime
and objectives and consistent across field-based internship described in handbook and
candidates Full-time, part-time, and/or documented in site agreements, student logs, and
alternative types of enrollment that formative and summative field evaluations.
provide multiple and systematic
opportunities through coursework,
supervised practice, and other Practice: Practice is consistent with policy as seen in
comprehensive program activities for student transcripts, Chart of Candidacy (Attachment A)
candidates to establish professional and faculty data (Attachment B).
identity as school psychologists and
develop an affiliation with colleagues
and faculty. Use of systematic,
performance-based evaluation and
accountability procedures to improve
the quality of the program.
C.2 — Graduate preparation in the Acceptable | Policy: The Program Handbook provides information on

school psychology program is
designed, delivered, and assessed by
highly qualified faculty members who
primarily are school psychologists, as
demonstrated by the following:

the school psychology faculty members and lists members
of the School Psychology Program Advisory Board. Each
faculty member has extensive experience in the
profession including national program leadership and
scholarship.






NASP Standard

Rating

Comment

Faculty who are designated specifically
as school psychology program faculty
members and total at least three full-
time equivalents (FTEs). At least two
school psychology program faculty
members (including the program
administrator) who hold doctoral
degrees with specialization in school
psychology and are actively engaged in
school psychology (e.g., possess state
and/or national credentials as school
psychologists; have experience as
school psychologists; participate in
professional associations of school
psychologists; contribute to research,
scholarly publications, and
presentations in school psychology).
Other school psychology program
faculty members, as relevant for the
program, who hold doctoral degrees in
psychology, education, or a closely
related disciplines with specializations
supportive of their graduate
preparation responsibilities in the
program.

Practice: Practice is provided in Attachment B indicating
that program faculty total at least three full-time
equivalents and are in sufficient numbers to support
candidate learning.

Requirements for Specialist-level programs only

C.3 - SCHOOL PSYCHOLOGY
SPECIALIST-LEVEL PROGRAMS ONLY:
The specialist-level program of study in
school psychology consists of the
following: A minimum of 3 years of
full-time study at the graduate level, or
the equivalent if part-time; at least 60
graduate semester hours or the
equivalent, with at least 54 hours
exclusive of credit for the supervised
specialist-level internship experience;
Institutional documentation of school
psychology specialist-level program
completion provided to graduates

Acceptable

Policy: Policy is seen in the Program Handbook where
candidates complete a 3-year program that is a 69-credit
hour program.

Practice: Student transcripts are consistent with policy in
that the 3 examples show candidates completed the
program in 3 years of full-time education.

Requirements for Doctoral-level programs only

C.4 - SCHOOL PSYCHOLOGY
DOCTORAL-LEVEL PROGRAMS ONLY:
The doctoral level program of study in
school psychology consists of the
following: Greater depth in one or
more school psychology competencies
identified by the program in its

NA
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NASP Standard Rating Comment

philosophy/mission of doctoral-level
preparation and reflected in program
goals, objectives, and sequential
program of study and supervised
practice.

REQUIREMENTS FOR ALL PROGRAMS (C.5)

C.5 - If the school psychology program | NA
provides opportunities for
respecialization, retraining, or other
alternative approaches to prepare
candidates for credentialing as school
psychologists (e.g., for candidates who
hold graduate degrees in related fields
and are seeking graduate preparation
and credentialing as school
psychologists), the program ensures
that its requirements for
respecialization, retraining, or
alternative credentialing approaches
are consistent with these NASP
graduate preparation Standards. The
program applies systematic evaluation
procedures and Standards to grant
recognition of candidates’ prior
courses/field experiences and to
identify additional graduate courses
and experiences necessary for
candidates to meet school psychology
program requirements.

Standards Il Through VIii: School Psychology Graduate Education and Practice
General comments:

Assessment 1 (praxis or state exam): The program requires the Praxis exam and the program faculty provided
aggregated and disaggregated data for two applications (cohorts). Results revealed 100% pass rate for all
candidates.

Assessment 2 (course-embedded assessment — grades, comprehensive exam, portfolio, an oral or qualifying
exam, an exam embedded in one or more courses that all candidates complete — or a combination of these)

The program provides a data chart that shows aggregated and disaggregated grades across two applications
(cohorts) for all courses and how each course aligns with all NASP standards. A chart showing aggregated GPA
across NASP standards is also provided. Attachment E provides comprehensive information on course-embedded
assessments across all NASP standards. The courses and evaluations seem to align with all standards. A question
was raised regarding the use of PSY 755-756 (Internship) as a measure of Element 8.2 (Legal, Ethical, and
Professional Practice). The program faculty report a year-long seminar is part of the internship courses, but the
course-embedded assessment seems to relate to the Case Studies that are evaluated in Assessments 5 and 6. The
program faculty may think about content knowledge in Element 8.2 using a different instrument. Overall, this is a
strong assessment.






NASP Standard Rating Comment

Assessment 3 (practica evaluation): The program faculty provided aggregated and disaggregated data across two
applications of practicum students using their field-based evaluation instrument. The field-based instrument is
comprehensive, aligns with all NASP Standards, and asks for feedback on several interpersonal dispositions. The
narrative indicates faculty meet with each practicum student to review the evaluation, and faculty meet to review
the data across cohorts. The results showed that all candidates were performing very well. Based on the faculty
discussion, the program will include evaluation items on working with parents because this does not seem to be
an area addressed in the Practicum evaluation process.

Assessment 4 (intern evaluations): As in Assessment 3, the program faculty provided aggregated and
disaggregated data across two applications of interns/candidates using their field-based evaluation instrument.
The field-based instrument is comprehensive, aligns with all NASP Standards, and asks for feedback on several
interpersonal dispositions. The instrument provides more in-depth questions appropriate to the internship
experience. The narrative indicates faculty meet with each intern to review the evaluation, and faculty meet to
review the data across cohorts. The results showed that all interns were performing very well with little variation
across candidates and cohorts.

Assessment 5 (Comprehensive, performance-based assessment of candidate abilities evaluated by faculty during
internship): Assessment 5 is comprised of intern evaluations by faculty as well as evaluations of five case studies,
including one behavior and one academic. In addition, candidates are evaluated each semester they are enrolled
(including internship) by faculty on both academic skills and dispositions. Faculty evaluate case studies on a 5-
point likert scale ranging from “much below average” (1) to “outstanding” (5). Data are provided in aggregated
and disaggregated formats and for two applications.

The results revealed all candidates were rated as being very successful in performance-based assessment for the 5
case studies, which included a behavior and academic intervention.

Assessment 6 (impact on student learning):

The program chose the academic and behavior case studies from Assessment 5 to address impact on student
learning. The information showed that interns calculated an effect size (e.g., PND) for each case and data were
analyzed in an aggregated and disaggregated format. There was no direct information that showed how
Assessment 6 aligned with the NASP standards. The results revealed interns were successful at creating
interventions that positively impact students.

Assessments 7(optional assessment):

Candidates complete a Comprehensive Examination linked to some of the NASP Standards at the end of the Spring
semester of their first year in the program. Candidates must pass the Comprehensive Examination in order to
move ahead to Practicum the following year. Data were provided for two most recent applications of the
comprehensive examination.

The questions were general practice questions aimed to determine if candidates have prerequisite knowledge in
the essential NASP practices and, as stated in the narrative, “...in no way are the questions comprehensive!”
Candidate responses are evaluated by all three faculty members on a 3-point likert scale and candidates who do
not obtain a minimum of 2 (average) on a question must retake the comprehensive examination prior to the end
of the summer, and before beginning practicum. The results show solid scores across all question sets for both
cohorts.
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NASP Standard

Rating

Comment

SUMMARY OF ASSESSMENTS: Overall, the 6 required assessments are comprehensive and align with the NASP
standards. Further, the data are aggregated and disaggregated for at least 2 applications, which were cohorts in

this instance. The data are positive.

STANDARD Il - PRACTICES THAT
PERMEATE ALL ASPECTS OF SERVICE
DELIVERY: Data-Based Decision
Making and Accountability: School
psychologists have knowledge of
varied methods of assessment and
data collection methods for identifying
strengths and needs, developing
effective services and programs, and
measuring progress and outcomes. As
part of a systematic and
comprehensive process of effective
decision making and problem solving
that permeates all aspects of service
delivery, school psychologists
demonstrate skills to use psychological
and educational assessment, data
collection strategies, and technology
resources and apply results to design,
implement, and evaluate response to
services and programs.

MET

Assessed:

PSY 561, 566, 655

Attained:

See information on assessments above.

STANDARD IIl = PRACTICES THAT
PERMEATE ALL ASPECTS OF SERVICE
DELIVERY: Consultation and
Collaboration: School psychologists
have knowledge of varied methods of
consultation, collaboration, and
communication applicable to
individuals, families, groups, and
systems and used to promote effective
implementation of services. As part of
a systematic and comprehensive
process of effective decision making
and problem solving that permeates all
aspects of service delivery, school
psychologists demonstrate skills to
consult, collaborate, and communicate
with others during design,
implementation, and evaluation of
services and programs.

MET

Assessed:

PSY 650, 656, 737

Attained:

See information on assessments above.

STANDARD IV — DIRECT AND INDIRECT
SERVICES: STUDENT LEVEL SERVICES
School psychologists have knowledge
of direct interventions that focus on
academic and social/emotional

MET

Please see comments below under each element and
general comments regarding assessments above.
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Rating

Comment

interventions for children and families.
School psychologists engage multi-
disciplinary teams (including children,
teachers, parents, other school
professionals) to develop and
implement academic and mental
health interventions.

Element 4.1 Interventions and
Instructional Support to Develop
Academic Skills: School psychologists
have knowledge of biological, cultural,
and social influences on academic
skills; human learning, cognitive, and
developmental processes; and
evidence-based curriculum and
instructional strategies. School
psychologists, in collaboration with
others, demonstrate skills to use
assessment and data-collection
methods and to implement and
evaluate services that support
cognitive and academic skills.

Acceptable

Assessed:

PSY 565, 520, EDH 510

Attained:

See information on assessments above.

Element 4.2 Interventions and Mental
Health Services to Develop Social and
Life Skills: School psychologists have
knowledge of biological, cultural,
developmental, and social influences
on behavior and mental health;
behavioral and emotional impacts on
learning and life skills; and evidence-
based strategies to promote social—
emotional functioning and mental
health. School psychologists, in
collaboration with others, demonstrate
skills to use assessment and data-
collection methods and to implement
and evaluate services that support
socialization, learning, and mental
health.

Acceptable

Assessed:

PSY 584, 585, 542

Attained:

See information on assessments above.

STANDARD V - DIRECT AND INDIRECT
SERVICES: SYSTEMS LEVEL SERVICES —
SCHOOLS

School psychologists have knowledge
of direct and indirect services that
focus on knowledge of schools and
system structures, and preventive and
responsive services. School
psychologists implement school-wide
practices to promote learning and

MET

Please see comments below under each element and
general comments regarding assessments above.

NASP National Recognition Report






NASP Standard

Rating

Comment

knowledge of principles and research
related to resilience and risk factors.

Element 5.1 School-Wide Practices to
Promote Learning: School
psychologists have knowledge of
school and systems structure,
organization, and theory; general and
special education; technology
resources; and evidence-based school
practices that promote academic
outcomes, learning, social
development, and mental health.
School psychologists, in collaboration
with others, demonstrate skills to
develop and implement practices and
strategies to create and maintain
effective and supportive learning
environments for children and others.

Acceptable

Assessed:

PSY 583, 656, EDH 510

Attained:

See information on assessments above.

Element 5.2 Preventive and
Responsive Services: School
psychologists have knowledge of
principles and research related to
resilience and risk factors in learning
and mental health, services in schools
and communities to support
multitiered prevention, and evidence-
based strategies for effective crisis
response. School psychologists, in
collaboration with others, demonstrate
skills to promote services that enhance
learning, mental health, safety, and
physical well-being through protective
and adaptive factors and to implement
effective crisis preparation, response,
and recovery.

Acceptable

Assessed:

PSY 585, 655, 649

Attained:

See information on assessments above.

STANDARD VI - DIRECT AND INDIRECT
SERVICES: SYSTEMS LEVEL SERVICES:
Family—=School Collaboration Services:
School psychologists have knowledge
of principles and research related to
family systems, strengths, needs, and
culture; evidence-based strategies to
support family influences on children’s
learning, socialization, and mental
health; and methods to develop
collaboration between families and
schools. School psychologists, in
collaboration with others, demonstrate

MET

Assessed:

PSY 554, 629

Attained:

See information on assessments above.






NASP Standard

Rating

Comment

skills to design, implement, and
evaluate services that respond to
culture and context and facilitate
family and school partnership/
interactions with community agencies
for enhancement of academic and
social-behavioral outcomes for
children.

STANDARD VIl - FOUNDATIONS OF
SCHOOL PSYCHOLOGISTS’ SERVICE
DELIVERY: Diversity in Development
and Learning: School psychologists
have knowledge of individual
differences, abilities, disabilities, and
other diverse characteristics; principles
and research related to diversity
factors for children, families, and
schools, including factors related to
culture, context, and individual and
role differences; and evidence-based
strategies to enhance services and
address potential influences related to
diversity. School psychologists
demonstrate skills to provide
professional services that promote
effective functioning for individuals,
families, and schools with diverse
characteristics, cultures, and
backgrounds and across multiple
contexts, with recognition that an
understanding and respect for diversity
in development and learning and
advocacy for social justice are
foundations of all aspects of service
delivery.

MET

Assessed:

PSY 560, EDH 510, PSY 610

Attained:

See information on assessments above.

STANDARD VIIl - FOUNDATIONS OF
SCHOOL PSYCHOLOGISTS’ SERVICE
DELIVERY: RESEARCH, PROGRAM
EVALUATION, LEGAL, EHTICAL AND
PROFESSIONAL PRACTICE

School psychologists have core
foundational knowledge and
experiences and implement practices
and strategies in research, program
evaluation, and legal, ethical and
professional practice.

MET

Please see comments below under each element and
general comments regarding assessments above.

Element 8.1 Research and Program
Evaluation: School psychologists have

Acceptable

Assessed:

10
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knowledge of research design,
statistics, measurement, varied data
collection and analysis techniques, and
program evaluation methods sufficient
for understanding research and
interpreting data in applied settings.
School psychologists demonstrate skills
to evaluate and apply research as a
foundation for service delivery and, in
collaboration with others, use various
techniques and technology resources
for data collection, measurement,
analysis, and program evaluation to
support effective practices at the
individual, group, and/or systems
levels.

PSY 582, 583

Attained:

See information on assessments above.

Element 8.2 Legal, Ethical, and
Professional Practice: School
psychologists have knowledge of the
history and foundations of school
psychology; multiple service models
and methods; ethical, legal, and
professional standards; and other
factors related to professional identity
and effective practice as school
psychologists. School psychologists
demonstrate skills to provide services
consistent with ethical, legal, and
professional standards; engage in
responsive ethical and professional
decision-making; collaborate with
other professionals; and apply
professional work characteristics
needed for effective practice as school
psychologists, including respect for
human diversity and social justice,
communication skills, effective
interpersonal skills, responsibility,
adaptability, initiative, dependability,
and technology skills.

Acceptable

Assessed:

PSY 583, 775-776

Attained:

See information on assessments above.

STANDARD IX - PRACTICA AND
INTERNSHIP IN SCHOOL PSYCHOLOGY
During systematic, comprehensive
practica and internship experiences
consistent with its goals and
objectives, the school psychology
program ensures that all candidates
demonstrate application of knowledge
and professional skills in relevant

MET

Please see comments below.
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Rating

Comment

settings and under conditions of
appropriate supervision, evaluation,
and support. The school psychology
program’s practica and internship
develop and enhance candidates’ skills
and professional characteristics
needed for effective school psychology
service delivery; integration of
competencies across the Standards of
professional preparation and practice
outlined in Standards and elements II-
VIII; and direct, measurable, positive
impact on children, families, schools,
and other consumers

Element 9.1 — Practica: The school
psychology program requires
supervised practica experiences that
are completed for academic credit or
otherwise documented by the
institution. Practica are distinct from,
precede, and prepare candidates for
the school psychology internship and
include specific, required activities and
systematic development and
evaluation of skills that are consistent
with goals of the program, emphasize
human diversity, and are completed in
settings relevant to program objectives
for development of candidate skills.

Acceptable

Policy: Policy is found in the Practicum and Internship
Handbook where it reveals candidates complete
practicum in the second year of training through PSY
655-656, Seminar & Practicum | and Il for 3 credits per
semester.

Practicum requirements are described in the Program
Handbook on pages 17 and 29-33, as well as in the
Practicum and Internship Handbook. Site visits occur at
minimum once per semester.

Practice: The requirements for Practicum are outlined in
the Program Handbook (pg. 17 & 29-33) and Practica
Field-Based Evaluation forms are located on page 33 and

Practica require direct oversight by the
program to ensure appropriateness of
the placement, activities, supervision,

clearly delineate the types of experiences that candidates
must have exposure to. Practica candidates are evaluated
by field supervisors twice per year with the second (spring
and collaboration with the placement semester) evaluation being summative. Data from the
sites and practicum supervisors, as well most recent practica evaluations is found in Assessment
as close supervision of candidates by 3.

program faculty and qualified
practicum supervisors, including
appropriate performance-based
evaluation, to ensure that candidates
are developing professional work
characteristics and designated
competencies.

Element 9.2 - Internship: The school
psychology program requires a
comprehensive, supervised, and
carefully evaluated internship in school
psychology that represents a
culminating experience in the
program’s course of study and is

Acceptable | Policy: The Program Handbook (Attachment C) describes
the program’s mission as well as program goals reflecting
specific areas of content knowledge, skills, and
competencies that candidates should acquire as a

function of the training and preparation they receive.
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completed for academic credit or
otherwise documented by the
institution. The internship has a
primary emphasis on providing
breadth and quality of experiences,
attainment of comprehensive school
psychology competencies, and
integration and application of the full
range of school psychology. The
internship requires completion of
activities and attainment of school
psychology competencies that are
consistent with the goals and
objectives of the program and
emphasize human diversity, and
provision of professional school
psychology services that result in
direct, measurable, and positive
impact on children, families, schools,
and/or other consumers. The
internship includes inclusion of both
formative and summative
performance-based evaluations of
interns that are completed by both
program faculty and field-based
supervisors, are systematic and
comprehensive, and ensure that
interns demonstrate professional work
characteristics and attain
competencies needed for effective
practice as school psychologists.

These program goals address the ten NASP training
standards and the program’s Internship & Practicum
Handbook articulates the program’s broad vision as well
as specific goals and objectives for the internship
experience.

A sample internship Agreement Form appears in the
Program Handbook, and it outlines the respective
responsibilities, duties, and expectations for each party
involved.

Practice: Practice is found in student transcripts, as well
as in Attachment K which is a redacted internship “Letter
of Agreement” that has been signed by all parties.

Element 9.3 — Internship Hours: The
school psychology program requires
that the internship be completed for a
sufficient time period and in
appropriate settings to achieve
program objectives. The internship
requires a minimum of 1200 clock
hours for specialist-level interns and
1500 clock hours for doctoral-level
interns, including a minimum of 600
hours of the internship completed in a
school setting. The internship requires
a minimum of one academic year for
internship, completed on a full-time
basis over one year or at least a half-
time basis over two consecutive years;
and completion in settings relevant to
program objectives for candidate

Acceptable

Policy: According to the Internship Handbook, the
internship experience occurs on a full-time basis over one
academic year or on a halftime basis over a period of two
consecutive academic years. All candidates complete a
1200-hour internship and most candidates complete this
internship during one academic year.

Practice:

The Internship Summary Form (see Attachment G)
documents that the most recent interns completed at
least 1200 hours in a public-school system; all in the state
of Connecticut.






Agreements: The school psychology
internship represents a collaboration
between the school psychology
program and internship placement
agency that is consistent with program
goals and assures attainment of
competencies by interns. The
internship requires a written plan
specifying collaborative responsibilities
of the school psychology program and
internship site in providing supervision
and support and ensuring that
internship objectives are achieved. The
internship includes formative and
summative performance-based
evaluation of intern performance by
program faculty and field-based

NASP Standard Rating Comment
competencies. The internship requires
direct oversight by the program to
ensure appropriateness of the
placement, activities, supervision, and
collaboration with the placement sites
and intern supervisors.
Element 9.4 — Intern Supervision: The | Acceptable | Policy: The Program Handbook and the Practicum and
school psychology program requires Internship Handbook describe relevant internship
that each intern receive appropriate requirements, including specific provisions the field-based
and regularly scheduled field-based supervisor is required to provide an average of two-hours
supervision. Field supervision is of face-to-face supervision to the intern over the duration
provided from a school psychologist of the internship experience. Further, documentation is
holding the appropriate state school required that field-based supervisors must hold the
psychologist credential for practice in a necessary credentials to serve in a supervisory role for the
school setting (If a portion of the intern.
internship is conducted in another
setting, as noted in Element 8.3, Practice: Attachment G (Internship Summary Form)
provision of field supervision from a documents the amount of field-based supervision
psychologist holding the appropriate received along with the credentials of the field-based
state psychology credential for practice supervisors for each intern representing the 2017- 2018
in the internship setting). The and 2018-2019 completer cohorts. Attachment G
internship requires an average of at (Internship Summary) contains data demonstrating
least two hours of field-based interns’ participation in supervision.
supervision per full-time week or the
equivalent for part-time placements,
and preponderance of field-based
supervision provided on at least a
weekly, individual, face-to-face basis,
with structured mentoring and
evaluation that focus on the intern’s
attainment of competencies.
Element 9.5 — Internship Site Acceptable | Policy: Information related to internship site agreements

is found in Attachment C, Program Handbook, and
Practicum & Internship Handbook. Internship sites are
secured by the program and usually are located within
one hour of the campus as interns must return to campus
for university-based supervision each week.

Once agreement has been reached between the program
and the site, an Internship Agreement is signed in order
to ensure that the placement site will provide the
candidate with an appropriate learning experience (depth
and breadth), complete with adequate supervision and
support.

Practice: Attachment K is a redacted internship “Letter of
Agreement” that has been signed by all parties associated
with the internship.
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supervisors and systematic, clearly
articulated methods by which concerns
about intern performance and
attainment of competencies may be
addressed. Appropriate support for the
internship by the placement agency is
provided, including (a) commitment to
the internship as a diversified learning
experience for a candidate in a
graduate school psychology program
and opportunities for the intern to
attain professional competencies
through carefully supervised activities;
(b) a written agreement that specifies
the period of appointment and any
terms of compensation for the intern
and released time for the field based
supervisor; (c) expense
reimbursement, a safe and secure
work environment, adequate office
space, and support services for the
intern consistent with that afforded
agency school psychologists; and (d)
provision for the intern’s participation
in continuing professional
development activities.

Element 9.6 — Integration of Skills: The
school psychology program employs a
systematic, valid process in which
program faculty ensure that interns,
during their culminating internship
experience, demonstrate
competencies to begin effective
practice as school psychologists. The
program includes the integration of
elements of knowledge and application
of professional skills in school
psychology for delivering a
comprehensive range of services; and
effective school psychology service
delivery evidenced by direct,
measurable, positive impact on
children, families, schools, and other
consumers.

Acceptable

Policy: The Internship Handbook notes that interns are
required to complete case studies that are intended to
demonstrate that their development of content
knowledge and professional skills have been assessed and
attained. These include at least 1 academic and 1
behavior case study.

Practice: See feedback on Assessment 6 for additional
information. Overall, the assessment reveals interns’
disaggregated and aggregated case study data showing
most candidates achieved at least a moderate positive
impact on school populations served.






PART C—EVALUATION OF PROGRAM REPORT EVIDENCE

C.1—Candidates’ knowledge of content. NASP performance-based standards covered in this entry could include
(but are not limited to) Standards Il - VIII. Comments on the program’s assessment/documentation of candidate
content knowledge consistent with NASP standards (Assessments 1 and 2):

Assessment 1 (praxis or state exam): The program requires the Praxis exam and the program faculty provided
aggregated and disaggregated data for two applications (cohorts). Results revealed 100% pass rate for all
candidates.

Assessment 2 (course-embedded assessment — grades, comprehensive exam, portfolio, an oral or qualifying exam,
an exam embedded in one or more courses that all candidates complete — or a combination of these)

The program provides a data chart that show aggregated and disaggregated grades across two applications
(cohorts) for all courses and how each course aligns with all NASP standards. A chart showing aggregated GPA
across NASP standards is also provided. Attachment E provides comprehensive information on course-embedded
assessments across all NASP standards. The courses and evaluations seem to align with all standards. A question
was raised regarding the use of PSY 755-756 (Internship) as a measure of Element 8.2 (Legal, Ethical, and
Professional Practice). The program faculty report a year-long seminar is part of the internship courses, but the
course-embedded assessment seems to relate to the Case Studies that are evaluated in Assessments 5 and 6. The
program faculty may think about content knowledge in Element 8.2 using a different instrument. Overall, this is a
strong assessment.

C.2—Candidates’ ability to understand and apply pedagogical and professional content knowledge, skills, and
dispositions. Comments on the program’s assessment/documentation of candidate skills and professional work
characteristics consistent with NASP standards (Assessments 3, 4, and 5):

Assessment 3 (practica evaluation): The program faculty provided aggregated and disaggregated data across two
applications of practicum students using their field-based evaluation instrument. The field-based instrument is
comprehensive, aligns with all NASP Standards, and asks for feedback on several interpersonal dispositions. The
narrative indicates faculty meet with each practicum student to review the evaluation, and faculty meet to review
the data across cohorts. The results showed that all interns were performing very well with little Based on the
faculty discussion, the program will include evaluation items on working with parents because this does not seem
to be an area addressed in the Practicum evaluation process.

Assessment 4 (intern evaluations): Like Assessment 3, the program faculty provided aggregated and disaggregated
data across two applications of interns/candidates using their field-based evaluation instrument. The field-based
instrument is comprehensive, aligns with all NASP Standards, and asks for feedback on several interpersonal
dispositions. The narrative indicates faculty meet with each practicum student to review the evaluation, and
faculty meet to review the data across cohorts. The results showed that all interns were performing very well with
little variation across candidates and cohorts.

Assessment 5 (Comprehensive, performance-based assessment of candidate abilities evaluated by faculty during
internship— portfolio is one example): Assessment 5 is comprised of intern evaluations by faculty as well as
evaluations of five case studies, including one behavior and one academic. In addition, candidates are evaluated
each semester they are enrolled (including internship) by faculty on both academic skills and dispositions. Faculty
evaluate case studies on a 5-point likert scale ranging from “much below average” (1) to “outstanding” (5). Data
are provided in aggregated and disaggregated formats and for two applications (cohorts in this instance). There
was no direct information that showed how Assessment 5 aligned with the NASP standards.

The results revealed all candidates were rated as being very successful in performance-based assessment for the 5
case studies, which included a behavior and academic intervention.
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C.3—Candidate effects on P-12 student learning. Comments on the program’s assessment/documentation of
candidate impact on P-12 students and other clients consistent with NASP standards (Assessment 6):

Assessment 6 (impact on student learning):

The program chose the academic and behavior case studies from Assessment 5 to address impact on student
learning. The information showed that interns calculated an effect size (e.g., PND) for each case and data were
analyzed in an aggregated and disaggregated format. There was no direct information that showed how
Assessment 6 aligned with the NASP standards. The results revealed interns were successful at creating
interventions that positively impact students.

PART D—EVALUATION OF THE USE OF ASSESSMENT RESULTS

Evidence that assessment results are evaluated and applied to the improvement of candidates and/or
strengthening of the program (as outlined and discussed in Section V of the program report): The program does a
nice job outlining how assessment data are evaluated at the program level and detailing the process for making
changes within the program. Program faculty appear to have a very collaborative approach in making curricular
decisions and meet regularly to discuss students in the program as well as other program-related issues.

PART E—AREAS FOR IMPROVEMENT

LEAVE BLANK

PART F—ADDITIONAL COMMENTS (Optional)

F.1—Comments on topics not covered in previous sections:

F.2—Concerns for possible follow-up by the CAEP Board of Examiners:

PART G—TERMS AND SUBSEQUENT ACTIONS FOR DECISIONS?
(TO BE COMPLETED BY PROGRAM APPROVAL BOARD ONLY)

&l Program is NASP approved and (if in a unit that is CAEP accredited) CAEP nationally recognized for the period
through February 1, 2027.

The program will be listed as NASP approved in NASP websites and/or publications. During the period of NASP
approval, graduates of the program will automatically qualify for national certification contingent on a passing
score on the Praxis Il examination in school psychology and documentation of the completion of an internship
consistent with NASP standards. If in a unit accredited by CAEP, the program will also be designated as CAEP
nationally recognized on websites and/or other publications of CAEP. Subsequent action by the institution: None.
Nationally approved or recognized programs may not file revised reports addressing any unmet standards or areas
for improvement.

0 Program is NASP conditionally approved and (if in a unit that is CAEP accredited) CAEP nationally recognized
with conditions for the period through

The program will be listed as NASP conditionally approved in NASP websites and/or publications. During the period
of NASP conditional approval, graduates of the program will automatically qualify for national certification
contingent on a passing score on the Praxis |l examination in school psychology and documentation of the
completion of an internship consistent with NASP standards. If in a unit accredited by CAEP, the program will also
be designated as CAEP nationally recognized with conditions on websites and/or other publications of CAEP.

1 If the decision is “recognized with conditions,” the box at the bottom of Section G must specify the conditions or
issues to be addressed in the follow-up report from the institution.






Subsequent action by the institution: To retain approval/recognition, a report addressing the conditions must be
submitted within 18 months of the date of this report, no later than . The report must address the
conditions specified in the box below. Failure to submit a report by the date specified above will result in loss of
national approval/recognition.

[ Program is not nationally approved/recognized. Programs granted approval/recognition from a prior review
will lose approval/recognition at the end of the previous approval/recognition period, unless a revised program
report is successfully submitted by the deadline in or before that semester.

Subsequent action by the institution: A revised report, addressing unmet standards, may be submitted by

The institution may submit a new program report at any time. In states that require CAEP program review, another
program report must be submitted before the next CAEP accreditation visit.

For further information on due dates or requirements, contact the chair of the NASP Program Approval Board or
program review staff at CAEP (202-466-7496).

CINational approval/recognition with conditions: The following conditions must be addressed within 18 months
(see above for specific date):

- The program must meet the NASP standards rated as Not Met. The program's response to conditions report must
document the program's compliance with each NASP standard rated above as Not Met and must address
comments noted for each standard rated as Not Met, as well as other concerns noted in the current national
recognition report.

- The program’s conditional report must be submitted online and contain ALL required materials to document
compliance with each NASP standard rated as Not Met. Thus, to document that the program is in compliance with
standards rated as Not Met the program’s conditional report must include required sections and attachments as
outlined in the standard NASP/CAEP online program report form and in instructions for NASP online program
submissions at the time of the program’s submission of the conditional report, located at
http://nasponline.org/standards/approvedtraining/training program.aspx.

- The program must ASSESS, and ATTAIN domains listed in NASP Standards Il to VIII. In addition to providing all
other sections of the required NASP/CAEP online report form to provide evidence of the program’s compliance
with NASP standards currently rated as Not Met, the program’s conditional report must include specific required
documentation that domains are ASSESSED in program required coursework and other experience (Attachment E).
Further, the program must provide specific required documentation for Section IV-Assessments 1-6 in order to
provide evidence of program ASSESSMENT methods and candidate ATTAINMENT relative to the standards.
Important information about required Assessments 1-6 and documentation that must be submitted by programs is
located in the NASP/CAEP online report form. The required program assessment and candidate attainment
documentation is as follows (except for Assessment 1-National or State Exam, which has additional requirements)
and should be submitted online as part of the conditional report:

1. A brief description of the assessment and its use in the program;

2. A description of how this assessment specifically aligns with each domain it is cited for in Section I,

3. A brief analysis of the data findings,

4. An interpretation of how that data provides evidence for meeting each domain it is cited for in Section Ill, and

5. Documentation for each assessment, including:

(a) The assessment TOOL or description of the assignment;

(b) The SCORING GUIDE for the assessment; and

(c) Aggregated candidate DATA derived from the assessment, with aggregated data specific to each NASP domain
that it assesses.

18 NASP National Recognition Report




http://nasponline.org/standards/approvedtraining/training_program.aspx
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Professions who works in collaboration with Deans from other colleges as well as
involved faculty and staff. The Department Chair of Education also serves as the
Director of the EPP. The EPP is also licensed by the State of Connecticut Office of
Higher Education and all Educator Preparation Programs are approved nationally by
NCATE and by the Connecticut State Department of Education (CSDE) (See Evidence
6.2_EPP Organizational Structure).

c. Vision, Mission, and Goals

As an EPP we have adopted the mission that focuses on providing rigorous academic
programs and believe that the support of dedicated faculty and staff leads to student
success. Students at the UH are prepared, not only for successful careers, but also
for successful lives as contributing citizens in the real world. UH subscribes to a
teacher-scholar model and is proud of its teaching excellence, scholarly and creative
achievements of its faculty. Close student-faculty relationships are a hallmark of UH,
which has a student to faculty ratio of 8:1. Faculty choose to come to UH because
teaching is their priority, and students know they can turn to their professors for a
deeper understanding of their areas of interest and of life in general. This is a value
that is deep rooted in our EPP, and we invest time in building lifelong, meaningful
relationships with our candidates.

The EPP has also adopted the core tenets of the UH's mission and vision and believe
in providing opportunities for active and deep experiential learning, connecting the
classroom to the community and the community to the classroom, ongoing and
expanding utilization of evolving technological and pedagogical tools and techniques.
Providing an immersive, diverse, and inclusive campus, the EPP fosters an
environment that models respect and ethical behavior for all. We make every effort
to ensure that our candidates are provided with tools to become skilled and
multifaceted professionals to meet the demands of the educational world.

d. EPP's Shared Values and Beliefs for Educator Preparation

The EPP prepares professional educators to develop solid pedagogical, content
knowledge, and an understanding of a broad variety of active methodologies. The
focus is on providing opportunities to teacher candidates to become educators who
are highly competent, deeply knowledgeable in a range of disciplines related to the
unique needs of children (e.g., children with disabilities, typically achieving students,
students at various grade-levels). They are also trained to provide highly skilled
instruction and to collaborate with families, communities, and other educational
specialists in learning systems. With the knowledge they have acquired, teacher
candidates design, modify, and deliver instruction that meets curricular goals for all
students. In terms of self-concept, the EPP prepares confident, versatile, and creative
teacher educators to work in a variety of settings. Opportunities are given to
educators to practice reflective, creative, critical thinking and make these processes
visible to their students. Additionally, educators are trained to foster effective
professional relationships with colleagues, parents, and educational stakeholders in
surrounding communities to support learning that further encourages their students
to be successful. Sensitivity to diversity is a key component for teacher candidates to
recognize, understand, and value. They must be able to cater to different learning
preferences as well as the diversity of social, economic, and cultural experiences. Our
diversity statement emphasizes multicultural and intercultural awareness and



(Confidential) Page 3

competencies to be demonstrated to program candidates by creating safe learning
environments where diversity is respected and celebrated, assumptions are
challenged, and new perspectives are generated (See Evidence 6.3 - Diversity
Statement).

The EPPs are also based on an overarching framework that defines expectations that
teacher candidates must meet to be effective teachers. It is expected that candidates
explore, engage, and excel in their learning and clinical experiences and advance on
the continuum of professional standards that reflect their growth and development of
the knowledge, skills, and dispositions. Candidates must be a reflective practitioner
engaged in evidence-based practices, embrace, and demonstrate the three essential
dispositions - professionalism, engagement, and global mindedness throughout the
teacher-preparation program, inclusive of clinical experiences. These dispositions are
enacted and further measured in the teacher-candidate outcomes (See Evidence 6.4
- Conceptual Framework).

EPP Accreditation Status

Standard 6: Fiscal and Administrative Capacity

e. Is the EPP nationally or regionally accredited (e.g., SACSCOC, HLC, MSCHE) at the institutional level?
© Yes

© No

National/Regional Accreditation Documentation

Standard 6: Fiscal and Administrative Capacity

a. If your institution/EPP is nationally or regionally accredited, please upload a PDF copy of the award of
accreditation here.

6.0_NEASC Letter.pdf

See Attachment panel below.

Table 2. Program Characteristics

a. Complete this table of program characteristics by entering the information requested for every program or
program option offered by the EPP. Cross check the list with the programs listed in the EPP's academic catalog,
if any, as well as the list of state-approved registered programs, if applicable. The Evaluation Team will
reference this list in AIMS during the accreditation review process.

Note: EPP is responsible for ensuring the accuracy of the data imported into this table.

Name of . . . State(s) in which
. Enrollment in Enrollment in last Certificate or . . Date of state Selected Program
Qledlal Ehee: 1Y current fall cycle fall cycle Dizglree (=) licensure level fiiited) Gl Dfveny program Is approval(s) Review Option
area approved
Secondary English | 0 2 Baccalaureate Initial In-Person Connecticut (CT) May 2016 NCTE
Early Childhood 1 2 Master's Initial In-Person Connecticut (CT) May 2016 NAEYC
Education Birth - K
Graduate
Secondary Math 7 4 Baccalaureate Initial In-Person Connecticut (CT) May 2016 NCTM
School Psychology | 37 31 Specialist or C.A.S. | Advanced In-Person Connecticut (CT) May 2016 NASP
Elementary 0 2 Master's Initial In-Person Connecticut (CT) May 2016 ACEI
Education -
Graduate
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Elementary 13 16
Education -
Undergraduate

Baccalaureate Initial In-Person Connecticut (CT) May 2016 ACEI

Early Childhood 17 14
Education PK-3
Undergraduate

Baccalaureate Initial In-Person Connecticut (CT) May 2016 NAEYC

Early Childhood Ed | 2 2
Birth - K
Undergraduate

Baccalaureate Initial In-Person Connecticut (CT) May 2016 NAEYC

Early Childhood 9 4
Education PK -3
Graduate

Master's Initial In-Person Connecticut (CT) May 2016 NAEYC

Masters in Special 15 21
Education Initial
Certification

Master's Initial Distance Learning; | Connecticut (CT) May 2016

Integrated 67 80
Elementary and
Special Education

Baccalaureate Initial In-Person Connecticut (CT)

NOTE FOR IMPORTING SPECIALTY AREA PROGRAM INFORMATION
Appending: Will add the selected program(s) to the table
Replacing: Will clear out all information currently entered in the table and will repopulate the table with the selected
program(s)

Table 3. EPP Characteristics

Complete this table of EPP characteristics in AIMS to provide an expanded profile by which the accreditation
process is managed by CAEP staff. This AIMS version of this table, in which the data are actually entered, has
drop-down menus by which characteristics are selected and the table is completed.

Control of Institution Private/Independent

Student Body Coed

Carnegie Class Doctoral/Research Universities
Location Suburban

Currently offering initial teacher preparation programs
Currently offering advanced educator preparation programs

Institution of Higher Education: State/Regional
Not applicable

English

New England Association of Schools and Colleges

Teacher Preparation Levels

EPP Type

Religious Affiliations

Language of Instruction

Institutional Accreditation (Affiliations)

Table 4. Qualification Table for EPP-based Clinical Educators

a. The clinical educator (EPP-based clinical faculty & supervisors) qualifications table is completed by providing
information for each of the EPP-based clinical educators.

P-12 experiences

Name

Highest degree earned

Field or specialty area of
highest degree

Program Assignment(s)

Teaching assignment or
role within the
program(s)

P-12 certificates or
licensures held

including teaching or
administration dates of

engagement in these

roles, last five years

If EPP is not using Table 4a, upload the clinical educator qualifications table being used below.

Clinical Educators.xls

See Attachment panel below.

Table 5. Capacity Table

a. The capacity table of curricular, fiscal, facility, and administrative and support capacity for quality is used to
satisfy requirements of the U.S. Department of Education and is completed by providing data relevant for the




EPP. This chart is an example of a chart that the EPP can complete.
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Capacity Dimension

EPP description of metric(s)

EPP data

Title and description of supplemental evidence/documentation of quality for each dimension

Facilities

Fiscal Support

Administrative support

pload your self-developed capacity table below

Capacity Table.pdf

See Attachment panel below.

Table 6. Off Campus, Satellite, Branch

a. The Accreditation Plan is an educator preparation provider's (EPP's) identification of the sites outside of the
main campus or administrative headquarters and the programs offered at each site that will be included in the
EPP's accreditation review. This information, in combination with the table of program characteristics, is used
by CAEP staff and evaluation team lead to plan the site review, including the sites that will be visited by the

evaluation team.

Geographic Site(s) administered by

Program offered at each site

Is the program to be included in

Is the program approved by state in
which program is offered?

Notes/Comments

the EPP accreditation review? (Y or N) (Y or N or approval not required)
Asylum Avenue Campus None N N N/A
Mort and Irma Handel Performing None N N N/A
Arts Center
University Main Campus All EPP Programs Y Y N/A

Standard 7: Record of Compliance with Title IV of the Higher Education Act

Are you using CAEP accreditation to access Title IV funds?

O vYes
© No

Title IV Funds

Standard 7: Record of Compliance with Title IV of the Higher Education Act

Please upload documentation.
Please provide a narrative.

We are not using CAEP for Title IV Funding.

II. CAEP Standards and Evidence

This page is intended to be blank

Standard R.1: Content and Pedagogical Knowledge (Initial Programs)

i. Evidence/data/tables. Upload each item of evidence under the appropriate component(s) of the standard.

1 # 1.1.1 Title II Data Summary.pdf

R1.1 The Learner and Learning
R1.2 Content
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1.1.2 _Key Assessments by Program.xlsx
The Learner and Learning

Content

Instructional Practice

Professional Responsibility

1.1.3_Proprietary Assessment Data.xlsx

The Learner and Learning
Content

Instructional Practice
Professional Responsibility

1.1.4_EPP Designed Assessment Data.xlsx

The Learner and Learning
Content

Instructional Practice
Professional Responsibility

1.1.5_CCT Rubric.pdf

The Learner and Learning
Content

Instructional Practice
Professional Responsibility

1.1.6_Transition Plan.pdf

The Learner and Learning
Content

Instructional Practice
Professional Responsibility

2.1.1_DRG List.pdf
Professional Responsibility
2.1.6_List of Guest Speakers.pdf

The Learner and Learning
Content

Instructional Practice
Professional Responsibility

2.1.8_SUPAB Meeting Minutes.pdf

The Learner and Learning
Content

Instructional Practice
Professional Responsibility

2.2.2_Placement Process and Co-construction.pdf
Content

2.2.4_CT Interview Form.pdf
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Fl{1.4 Professional Responsibility
> ¥ 2.2.5_ Growth Plan.pdf

R1.1 The Learner and Learning
R1.2 Content

R1.3 Instructional Practice
R1.4 Professional Responsibility

1
3

R1.4 Professional Responsibility

1
4

R1.4 Professional Responsibility

1
5

R1.1 The Learner and Learning
R1.2 Content

R1.3 Instructional Practice
R1.4 Professional Responsibility

1
6

R1.1 The Learner and Learning
R1.2 Content

R1.3 Instructional Practice
R1.4 Professional Responsibility

1
7

R1.1 The Learner and Learning
R1.2 Content

R1.3 Instructional Practice
R1.4 Professional Responsibility

1
8

R1.1 The Learner and Learning
R1.2 Content
R1.3 Instructional Practice

1
9

R1.1 The Learner and Learning
R1.2 Content
R1.3 Instructional Practice

2
0

# 2.2.6_Candidates on DSAP.pdf

# 2.2.8_ST Orietnation PPT.pdf

W 2.2.10_Data Review.pdf

@ 2.3.1_Curriculum Diversity.pdf

# 2.3.3_Scope and Sequence for Initial Programs.xlsx

W 2.3.4_Technology Syllabi.pdf

# 2.3.5_Curriculum Technology.pdf

W 2.3.7_Assignment Samples.pdf
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R1.1 The Learner and Learning
R1.2 Content
R1.3 Instructional Practice

2
1

R1.1 The Learner and Learning
R1.2 Content

R1.3 Instructional Practice
R1.4 Professional Responsibility

2
2

R1.1 The Learner and Learning
R1.2 Content

R1.3 Instructional Practice
R1.4 Professional Responsibility

# 3.1.6_Completers Hired.xlIsx

] 3.2.2_Transition Points and Triangulation.pdf

g # 3.3.1_Candidate Dispositions Rubric.pdf
R1.4 Professional Responsibility
2§ 3.3.2_CCT(SEED) Rubric.pdf

R1.1 The Learner and Learning
R1.2 Content

R1.3 Instructional Practice
R1.4 Professional Responsibility
2 g
5
R1.1 The Learner and Learning

R1.2 Content
R1.3 Instructional Practice

2
6

R1.1 The Learner and Learning
R1.2 Content

R1.3 Instructional Practice
R1.4 Professional Responsibility

2
7

R1.1 The Learner and Learning
R1.2 Content

R1.3 Instructional Practice
R1.4 Professional Responsibility

4.1.4_Action Research Project_Introduction and Data.pdf

W 4.1.6_ TEAM Data.pdf

# 4.1.10 Course Syllabi.pdf

2
W

8 4.1.13_Candidate End of Program Survey Summary .pdf
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2 Content
4 Professional Responsibility
# 5.1.1a_Professional Program Application.pdf

R1.1 The Learner and Learning
R1.2 Content
R1.4 Professional Responsibility

3
0

R1.1 The Learner and Learning
R1.2 Content

R1.3 Instructional Practice
R1.4 Professional Responsibility

3
1

R1.1 The Learner and Learning
R1.2 Content

R1.3 Instructional Practice
R1.4 Professional Responsibility

3
2

R1.1 The Learner and Learning
R1.2 Content
R1.4 Professional Responsibility

3
3

R1.1 The Learner and Learning
R1.2 Content

3
4

R1.1 The Learner and Learning
R1.2 Content

R1.3 Instructional Practice
R1.4 Professional Responsibility

3
5

R1.1 The Learner and Learning
R1.2 Content

R1.3 Instructional Practice
R1.4 Professional Responsibility

il. Analysis report. Write a narrative that delineates the connection between the evidence and the Standard.

R.1 Content and Pedagogical Knowledge

# 5.1.1c_Student Teaching Evaluations.pdf

W 5.1.4_Program Effectiveness Measures.pdf

# 5.1.5_One-page Report.xlsx

# 5.1.10_EDR 444 Updates.pdf

¥ 5.4.2_EDF 120 Syllabus.pdf

¥ 5.4.3_Professional Development Sample.pdf

To keep abreast with national and state standards, workforce changes, and feedback
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from key stakeholders (candidate, clinical partners, faculty), the EPP decided to
closely review its existing curricula across programs. The review revealed that we
need to better align our assessment and rubrics to reflect reliable and valid alignment
to standards and workforce needs. We have therefore decided to put together a
transition plan that will help us engage in continuous improvement and strengthen
our programs (See Evidence_1.1.6_Transition Plan).

R.1.1 - Learner and Learning R 1.2, 1.3, and 1.4 Content, Instructional Practice, and
Professional Responsibility

The EPP uses both proprietary (Certification Tests, edTPA, Title II) and EPP designed
assessments (lesson plan assessment, student teaching evaluation, portfolio, and the
Candidate Effect on Student Learning/Teacher inquiry project (CESL/TIP) to assess
learner and learning. The data provide information to identify if candidates can apply
their knowledge of learner and learning at various progression levels. To keep
abreast with national and state standards, workforce changes, and feedback from key
stakeholders (candidate, clinical partners, faculty), the EPP closely reviewed its
existing curricula across programs. The review revealed that we need to better align
our assessment and rubrics to reflect reliable and valid alignment to standards and
workforce needs.

The EPP uses the Title II data to reports on the assessments used for teacher
certification or licensure by the state. The data include the number of test takers, the
number of candidates who passed, the pass rate, the average scaled score, and the
minimum passing score for each assessment (See Evidence 1.1.1_Title II data
Summary).

Proprietary Assessments

Proprietary measures are used to determine how candidates apply content
knowledge, instructional practice, and professional responsibility at appropriate
progression levels Following are proprietary assessment data that the EPP collects to
ensure candidates meet requirements for program completion and certification (See
Evidence 1.1.1_Key Assessment Data by Program).

Certification Tests

Candidates across all programs must successfully complete Connecticut Foundations
of Reading and edTPA to be recommended for certification. In addition, candidates in
the special education, elementary, and secondary programs must pass Praxis 2
subject specific test while the candidates in the early childhood 113 certification must
pass the Early Childhood Test.

Following are the requirements by program -

Early Childhood Test

Data for this proprietary test is available from 2018 - 2021. The pass rate for the
three years for a total of 26 candidates was 88%. In the first cycle (2018-2019), 12
candidates took the test, and the overall pass rate was 83%. Data for the first and
the third sub-areas indicate that the candidates were slightly below the state mean,
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while the second and fourth subareas indicate the candidates were above or at the
mean. In the second (2019-2020) and third cycle (2021-2020) there were fewer than
10 candidates that took the test, but data cannot be presented due to a small sample
size (See Evidence 1.1.3_Data for Proprietary Tests).

Praxis II Tests (Elementary Education Multiple Subject Area Test (5001); Special
Education Core Knowledge and Mild to Moderate Applications (5543)

The Elementary Praxis test is divided into four subject areas. The institutional pass
rate for the following subject area, Reading and Language Arts, in 2018-2019 is
100%; in 2019-2020 is 97%, and in 2021-2022 is 100%. The pass rate indicates
that the candidates' performance in this subject area is at and above the State pass
rate. For Mathematics, in 2018-2019 is 97%; in 2019-2020 is 87%, and in 2021-
2022 is 96%. The pass rate is comparable to the State pass rate. In Science the pass
rate in 2018-2019 is 100%; in 2019-2020 is 93%, and in 2021-2022 is 91%. The
pass rate indicates that the candidates' performed at and above the State pass rate.
The pass rate for Social Studies in 2018-2019 is 92%; in 2019-2020 is 93%, and in
2021-2022 is 95%. The pass rate is comparable to the State's pass rate. Overall, the
candidates performed around the state and national average in responding to
questions in respective categories for all the four subject areas.

The Special Education Praxis II results show a pass rate of 100%, 100%, 97%
respectively for 2018-2019, 2019-2020, and 2020-2022. The state pass rate is
100%, 98%, 97% for the same years. The candidates' passing rate is at and above
the state's pass rate.

The Secondary English and Mathematics Praxis II data could not be aggregated
because of low enrollment (See Evidence 1.1.3_Data for Proprietary Tests).

Connecticut Foundations of Reading

The data include all candidates taking tests at any given time in the program. It is
not a reflection of where they are at the end of the program. The three cycles of data
for Connecticut Foundations of Reading show that the candidates' pass rate is 75%.
The pass rate data by programs are as follows: Special Education - 77%; Elementary
- 83%; Early Childhood - 60%.

Pass rate data for of completers in 2018-2019 is 95% which is higher than the
statewide pass rate of 92. In 2019-2020, there was 15% decline in the pass rate,
and it is also 7% lower than the statewide pass rate (87%). In 2020, the pass rate
went up to 86%, but the pass rate was still below 1% compared to the statewide
pass rate (See Evidence 1.1.3_Data for Proprietary Tests).

edTPA
The edTPA is a performance-based assessment completed by preservice candidates

during their student teaching experience. It is designed to measure teacher candidate
effectiveness in the classroom by focusing on student learning. Connecticut adopted
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this assessment in 2016. Initially, the candidates were required to submit edTPA for
scoring, but the cut score was waived. All that is required is for the candidates to
obtain a score. In Fall 2022 we will replace the CESL/TIP with edTPA. We are not able
to report data for Early Childhood, Secondary English, and Math due to fewer number
of candidates doing the edTPA.

Candidates in the Integrated Elementary and Special Education program were
approved to complete the Elementary edTPA with mathematics component in
preparation for both the elementary and special education certificates.

Overall, the edTPA data show a slight improvement in scores from 2018-2019 to
2019-2020 at the institutional level. Although we did not go above and beyond the
state and the national mean, the data show growth in that direction (See Evidence
1.1.3_Data for Proprietary Tests).

The EPP is confident that it is preparing the candidates in the right direction to be
effective teachers, and the pass rates for the proprietary tests attest to it.

EPP Created Assessments

Our EPP created assessments measure content knowledge including student teaching
evaluation Lesson Plan, CESL/TIP, Portfolio, Dispositions. We will revise the lesson
plan and student teaching evaluation to better align the rubrics to state and national
standards. The CESL/TIP will be replaced by edTPA.

The assessments also measure candidate engagement in professional learning and
their ability to collaborate with other professionals to work effectively with diverse P-
12 students and families. These skills are measured in the student teaching
evaluation and the evidence is included in the candidate portfolios.

Student Teaching Evaluation: To evaluate our candidates during their culminating
clinical experiences, we have used EPP designed rubric using the Connecticut
Common Core of Teaching. While the elements of the rubric are similar, they lack
reliability and validity. In addition, the rubric did not align with the new CAEP
workbook standards. Moving forward we will use the Connecticut State Department
of Education (CSDE) adopted CCT rubric to ensure our candidates know the
expectations and to be successful first year teachers. The rationale for using the CCT
rubric is to ensure that candidates show mastery in essential and critical aspects of a
teacher's practice as required by the State even before they start their teaching
career.

Student teaching evaluations are completed at midterm and final assessments by the
university supervisor, cooperating teacher, and the teacher candidate. Candidates
who score below benchmark are provided with additional support and if required a
professional growth plan. To meet the end of program requirement, candidates must
be at benchmark or above for the final evaluation. We also counsel students who are
unable to meet the requirements. Data for Spring and Fall 2021 show that all
candidates have met the end of program requirements at benchmark and mastery
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levels (See Evidence 1.1.4_EPP Designhed Assessment Data).

Lesson Plan: To evaluate candidates' ability to develop a well-organized lesson plan,
the EPP uses the EPP designed rubric aligned to national and state standards.
However, these rubrics do not have pre-established reliability and validity based on
nationally designed performance-based assessments. As such, the EPP proposes to
adapt the edTPA rubrics that have pre-established reliability and validity. The lesson
plan data are available from Fall 2020 up to Summer 2021; however, we describe
here the last data cycle with a plan to transition to new rubric moving forward (See
Transition Plan). In this data cycle (Fall 2021), we only had female candidates across
all teacher preparation programs at the undergraduate level. Candidates scored at
either benchmark or mastery level. We have mentioned that the EPP designed rubric
lack in reliability and validity, and this could mean each instructor may be
interpreting the rubrics differently and the scores for candidates across program
cannot be generalized in the same way. Moreover, other than the special education
program, the sample size for other programs is small, and comparison cannot be
made across the program by looking at raw data. For example, 11 candidates in the
special education program are at benchmark while only 2 candidates in the Early
Childhood program are at benchmark. The data also reveal that 48% of the
candidates in the Special education program needed explicit instruction on providing
accommodation to P-12 students. An important piece of information gathered from
the data is that 100% of the candidates across programs were able to plan for a
positive and engaging classroom environment and 79% of the candidates scored a
mastery on planning the procedures section of the lesson plan

At the graduate level, most of the candidates are in the initial special education
certification program. The graduate students are trained to develop lesson plans in
the EDH 602, 603 and 605. Generally, these candidates are paraprofessionals or
teacher aides who are familiar with lesson procedures in the classrooms, and these
factors in addition to well scaffolded scope and sequence of the curriculum contribute
to candidates' ability to develop effective lesson plans.

Review of data indicated that we needed to re-examine how lesson planning skills
were being measured. We noticed that we needed to capture complexities of what is
measured. We also saw the importance of using more than three progression levels
to monitor candidate performance. The edTPA rubrics appear to capture these
complexities using discrete criteria on the levels candidates are at in developing
lessons. Moving forward, we will be adapting the edTPA rubrics to assess lesson plans
across programs. The next step will be to share the rubric with clinical partners to get
their feedback and make required changes. While the rubric elements are aligned to
CAEP and InTASC standards, we plan to confirm validity using LAWSHE method. To
obtain a reliability score, we plan to train faculty from all programs (See Evidence
1.1.4_EPP Designed Assessment Data; See Evidence 1.1.5_CCT Rubric).

Candidate Effect on Student Learning (CESL)/Teacher Inquiry Project (TIP): This
assignment will be replaced by edTPA, a performance-based assessment with
established reliability and validity. CESL and TIP were designed to measure
candidates' impact on P-12 student learning. Since edTPA measures the same skills
and is completed by all candidates across programs, moving forward we will be using
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edTPA data to measure candidate impact on P-12 learners. The State has also
adopted edTPA as a requirement for graduation and certification. The CESL data
indicate that both the undergraduate and graduate candidates are at benchmark and
mastery. All female candidates were at mastery in all the criteria they were evaluated
on while 75% (N=3) male candidates were at mastery in analyzing pre- and post-
assessments and evaluating instructions. The overall data indicate that candidates
are proficient in carrying out action research projects (See Evidence 1.1.4_EPP
Desighed Assessment Data).

Portfolio

Candidates across our teacher preparation programs are required to complete an e-
portfolio. The purpose of the e-portfolio is to provide candidates with the opportunity
to organize a goal driven exhibit to showcase their strengths and abilities while
providing evidence of growth over time. The e-portfolio promotes self-reflection and
critical analysis and serves as a summative assessment that allows candidates to
document their accomplishments in the teacher preparation program. It also allows
them to integrate knowledge and skills that they have learned across diverse courses
and experiences.

Portfolio data are collected twice, once at the end of Y2 day student teaching and also
at the end of the program. At the formative level candidates are provided with
explicit feedback which they are required to incorporate when they submit their
portfolio at the end of the program.

The last cycle of formative data was collected in Fall 2020. The data indicate that
candidates needed more experience in collaborating with diverse families and
community because only 18% were at mastery. At least 23% of the candidates who
are at benchmark needed more experience to make instant data-based decisions to
modify instruction to meet P-12 students' needs. Another 14% of the candidates
needed support to master strategies to maximize instructional time. Overall, 90% of
the candidates were at mastery on creating a positive learning environment, planning
instruction to cognitively engage P-12 students, engaged in professional learning and
collaboration. In addition, 100% of the candidates successfully incorporated
technology into their teaching. Candidates were required to make changes to their
portfolio and provide evidence of meeting mastery on all elements in Spring 2021. All
candidates successfully achieved mastery in all the competencies required of them.
The feedback and explicit guidance, and experiences provided to them may have
attributed to this outcome by the end of the program when summative data were
collected. One candidate struggled to meet the program requirements and was
counseled out of the program (See Evidence 1.1.4_EPP Designed Assessment Data).

Context of Learning

Clinical Experiences are an integral part of our teacher preparation programs.
Considering the importance of clinical experiences to prepare our candidates, we
would like to implement an assessment that will allow our candidates to better
understand the context of the diverse classrooms in which they are placed. This
assessment is based on the context of the learning section of the summative edTPA
assessment. This assessment will be piloted in Summer 2023 with full
implementation in Fall 2023 (See Evidence 1.1.6_Transition Plan).
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Implicit Bias Training

Moving forward, we will require our candidates to complete the implicit bias training
as part of the program curriculum. There will be discussion posts related to this
training attached to coursework where data on student understanding will be
measured. This assessment will be piloted in Summer 2023 with full implementation
in Fall 2023 (See Evidence 1.1.6_Transition Plan).

Dispositions

We have been collecting dispositions data on our candidates for a few years.
However, we need to work on streamlining the process so that we can analyze and
reflect on the data to make program related decisions. We have put together a
revised plan that we will share with clinical partners in Spring 2023, pilot it in
Summer 2023, with full implementation in Fall 2023 (See Evidence 1.1.6_Transition
Plan).

Program Level Assessments

At the program level, Secondary English, Math, Music Education, and School
Psychology programs are recognized by their professional organizations. For all other
programs (Early Childhood, Elementary, and Special Education), we have identified
key assessments that assess candidate content knowledge, skills, and dispositions.
To be admitted to and progress in the professional program candidates must have
and maintain a 3.0 GPA and receive a grade of B or better in all professional level
courses. Candidates must also be at mastery and/or benchmark on all key
assessment rubric elements to complete the course successfully. Candidates who do
not meet these requirements are counselled out of the program. In addition, to the
above identified assessments, each program has identified key assessments. For
example, Assessment Report, ECE Case Study, Secondary Multicultural English
Content Unit Plan (See Evidence 1.1.4_EPP Designed Assessment Data).

Data for these assessments indicate that all candidates score at benchmark or above.
Candidates who score below benchmark are provided with additional supports and if
required a professional growth plan (See Evidence 2.2.5_Growth Plan). We counsel
students who are unable to meet the requirements

To further strengthen our programs and meet the changing demands of the
workforce we have put together a transition plan that lists and proposes changes and
plans we will be making to our Quality Assurance System (See Evidence
1.1.6_Transition Plan).

Standard R.A.1. Content and Pedagogical Knowledge (Advanced Programs)

i. Evidence/data/tables (Upload each item of evidence under the appropriate components of the Standard and
answer the following questions for each item.)

1 # 2.1.8 SUPAB Meeting Minutes.pdf

RA1l.1 Candidate Knowledge, Skills, and Professional Dispositions
RA1.2 Provider Responsibilities

2 0 2.2.5_Growth Plan.pdf
RA1l.1 Candidate Knowledge, Skills, and Professional Dispositions
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RA1.2 Provider Responsibilities
3 @ 3.2.2_Transition Points and Triangulation.pdf

RA1l.1 Candidate Knowledge, Skills, and Professional Dispositions
RA1.2 Provider Responsibilities

4 W 5.1.4 Program Effectiveness Measures.pdf

RA1l.1 Candidate Knowledge, Skills, and Professional Dispositions
RA1.2 Provider Responsibilities

5 @ A.E.1_Key Assessment Components School Psychology.pdf

RA1l.1 Candidate Knowledge, Skills, and Professional Dispositions
RA1.2 Provider Responsibilities

& A.E.3_Practicum & Internship Supervisor Evaluation Surveys and Results School
Psychology.pdf

RA1l.1 Candidate Knowledge, Skills, and Professional Dispositions
RA1.2 Provider Responsibilities

& A.E.4_Standard A.4 Employer and Completer Survey Results School
Psychology.pdf

RA1l.1 Candidate Knowledge, Skills, and Professional Dispositions
RA1.2 Provider Responsibilities

8 @ A.E.8_Praxis II School Psychology.pdf

RA1l.1 Candidate Knowledge, Skills, and Professional Dispositions
RA1.2 Provider Responsibilities
9 @ A.E.9_Psychological Assessment Rubric and Validation School Psychology.pdf

RA1l.1 Candidate Knowledge, Skills, and Professional Dispositions
RA1.2 Provider Responsibilities

1
0

RA1l.1 Candidate Knowledge, Skills, and Professional Dispositions
RA1.2 Provider Responsibilities

1 # A.E.11_The University of Hartford Program Recogniton Report FA19 School
1 Psychology.pdf

@ A.E.10 Consultation Case Study School Psychology.pdf

RA1l.1 Candidate Knowledge, Skills, and Professional Dispositions
RA1.2 Provider Responsibilities

il. Analysis Report. Write a narrative that delineates the connection between the evidence and the Standard.

School Psychology M.S. & Sixth Year Certificate

A.1.1 Candidates Knowledge, Skills, and Professional Dispositions

The knowledge, skills, and professional dispositions of candidates within the school
psychology program at the University of Hartford are addressed and assessed in
various ways. All six components have been addressed and key assessments have
been developed for at least three of the components as indicated in charts provided
in Evidence A.E.1_ Key Assessment Components School Psychology.
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Data to inform Standard Al.1 are gathered from multiple sources throughout the
program. Formative, yearly data are gathered in the form of fieldwork evaluations
(completed by site supervisors). Summative evaluations include the Praxis II
Examination, Psychological Assessments, and Consultation Case Studies. All
evaluations directly correlate to the training standards identified by the National
Association of School Psychologists (NASP). Among those standards are data-based
decision making, consultation and collaboration, research and program evaluation,
use of technology, and legal, ethical, and professional practice. Data gathered from
these evaluations allow us to monitor our candidates' progress in skills central to the
field of school psychology.

(Evidence A.E.8 - Key Assessment #1 Praxis II)
(Evidence A.E.3 - Assessment #2 Practicum & Internship Evaluations)
(Evidence A.E.4 - Completer & Employer Satisfaction Survey)

Component #1: Application of Data Literacy

In the School Psychology program, knowledge and skills within component #1 are
developed across numerous courses involving the application of data related to
psychological assessments (PSY 561, PSY 565, PSY 566, & PSY 567) and numerous
courses involving the application of data in academic interventions, counseling, and
consultation (PSY 584, PSY 585, PSY 650). The knowledge and skill developed is then
applied during practicum experiences and internship. Various course assignments are
used to assess the development of knowledge and skills and rubrics are used to
assess the application of these during practicum and internship. No key assessment
is applied to this component.

Component #2: Use of Research and understanding of qualitative, quantitative,
and/or mixed methods research methodologies

In the School Psychology program component #2 is assessed through three different
measures which are all key assessments for this program. The knowledge and skills
within this component are taught in PSY 582 (Research Methods) and PSY 583
(Introduction to School Psychology) and then applied during the Practicum and
Internship. One assessment of these skills is completed within the Field-Based
Practicum and Internship Supervisor Evaluations (A.E.3_ Key Assessment #2
Practicum & Internship Evaluations) which include items related to the Professional
Standard of Research and Program Evaluation. This component is also assessed using
the Praxis II Exam (A.E.8_ Key Assessment #1 Praxis II) which includes a section on
Foundations of Service Delivery which includes items related to the Professional
Standard of Research and Program Evaluation.

Component #3: Employment of data analysis and evidence to develop supportive
school environments

In the School Psychology program, component #3 is assessed through five different
measures which are all key assessments for this program. The knowledge and skills
within this component are taught across numerous courses in the program related to
psychological assessments (PSY 561, PSY 565, PSY 566, & PSY 567) and consultation
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(PSY 650). During practicum and internship, the acquired knowledge and skills are
applied to various activities including the completion of psychological assessment
reports and consultation case study reports. The first key assessment that assesses
this component is the Field-Based Practicum and Internship Supervisor Evaluations
(A.E.3_ Key Assessment #2 Practicum & Internship Evaluations) which include items
related to the Professional Standards of Consultation and Collaboration; Data-Based
Decision Making and Accountability; Interventions and Instructional Support to
Develop Academic Skills; and Mental Health Services to Develop Social and Life
Skills. This component is also assessed within two sections of the Praxis II Exam
(A.E.8_ Key Assessment #1 Praxis II). One section involves Professional Practices
which includes items related to the Professional Standards of Data-Based Decision
Making and Accountability and Consultation and Collaboration. Another section
involves Direct & Indirect Services which includes items related to the Professional
Standards of Interventions and Instructional Support to Develop Academic Skills and
Mental Health Services to Develop Social and Life Skills. Finally, this component is
assessed using two rubrics applied to practicum and internship requirements
including the Psychological Assessment Rubric (A.E.9 Psychological Assessment
Rubric and Validation School Psychology) and the Consultation Case Study Rubric
(A.E.10_ Consultation Case Study School Psychology).

Component #4: Leading and/or participating in collaborative activities with others
such as peers, colleagues, teachers, administrators, community organizations, and
parents

In the School Psychology program, component #4 is assessed through three different
measures which are all key assessments for this program. The knowledge and skills
within this component are taught in PSY 583, PSY 650, and PSY 585 where the
candidate's complete readings and case studies related to the active engagement of
school psychologists in leading school decision making. During practicum and
internship, the acquired knowledge and skills are applied to various activities
including the completion of a Systems Level Intervention project during internship
which involves the completion of a needs assessment, development of a systems
level intervention, and data collection and analysis of the impact of that intervention.
The first key assessment applied to this concept is the Practicum and Internship
Supervisor Evaluation (A.E.3_ Key Assessment #2 Practicum & Internship
Evaluations) which includes items related to the Professional Standards of
Consultation & Collaboration, Family-School Collaborative Services, and School-wide
Practices to Promote Learning. This component is also assessed using the Praxis II
Exam (A.E.8_ Key Assessment #1 Praxis II) which includes a section on Systems-
Level Services which includes items related to the Professional Standards of School-
Wide Practices to Promote Learning, Preventive and Responsive Services, and Family-
School Collaboration Services.

Component #5: Supporting appropriate application of appropriate technology for
their field of specialization

In the School Psychology program, for component #5 the application of technology in
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school psychology work is incorporated throughout the program. One application of
technology unique to school psychology is the use of technology in the
administration, scoring, and interpretation of psychological assessments. Ratings on
candidates at the end of their first year in the program include an assessment of their
ability to use technology appropriately and this is informally monitored during their
second year in the program. Finally, candidates in this program are expected to use
appropriate technology throughout all Practicum and Internship experiences. No key
assessment is applied to this component (see cross cutting themes).

Component #6: Application of professional dispositions, laws and policies, codes of
ethics and professional standards appropriate to their field of specialization

In the School Psychology program, component #6 is assessed through four different
measures which are all key assessments for this program. The knowledge and skills
within this component are introduced in PSY 582 Introduction to School Psychology
and then applied more specifically in courses throughout the program and candidates
are expected to demonstrate appropriate ethical and professional behaviors during all
Practicum and Internship experiences. The first assessment applied to this
component is the Practicum and Internship Supervisor Evaluation (A.E.3_ Key
Assessment #2 Practicum & Internship Evaluations) which includes fifteen
Professional Characteristics and 8 Professional Responsibilities items drawn from the
school psychology training literature. Second, the Practicum Supervisor Evaluation
and the Internship Supervisor Evaluation (A.E.3_ Key Assessment #2 Practicum &
Internship Evaluations) both include one section with items related to specific
Professional Standards of Legal, Ethical, and Professional Practices. This component
is also assessed using the Praxis II Exam (A.E.8_ Key Assessment #1 Praxis II)
which includes a section on Foundations which includes items related to the
Professional Standard of Legal, Ethical, and Professional Practices.

A.1.2 Provider Responsibilities

The School Psychology program (A.E.11_The University of Hartford Program
Recognition Report FA19 School Psychology) is an approved SPA based on standards
from the National Association of School Psychologists (NASP). There are ten domains
within these standards including:

Data-Based Decision Making and Accountability

Consultation and Collaboration

Intervention and Instructional Support to Develop Academic Skills
Mental Health Services to Develop Social and Life Skills

Diversity in Development and Learning

School-wide Practices to Promote Learning

Preventive and Responsive Services

Family-School Collaborative Services

Research and Program Development

Legal, Ethical, and Professional Practice

The program was initially approved by NASP in 1999 and was last reviewed in 2019
and received approval for another 7 years. This approval supports the fact that this
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program is completely aligned with the NASP 2010 Training Standards.

Specialty Licensure Area Data

Program Review Option (per state partnership agreement)

CAEP Program Review with National Recognition (SPA)
CAEP Evidence Review of Standard R.1/R.A.1

[ State Program Review (State-selected Standards)

Upload State Program Reports below
Upload other National Accreditation Agency Documentation below (e.g. NASM, CACREP, NASAD)

6.6_NASM Letter.pdf
A.E.11_The University of Hartford Program Recogniton Report FA19 School Psychology.pdf

See Attachment panel below.

Standard R.2: Clinical Partnership and Practice (Initial Programs)

i. Evidence/data/tables (Upload each item of evidence under the appropriate component(s) of the Standard.)

1 # 1.1.1 Title II Data Summary.pdf

R2.3 Clinical Experiences

2 W 1.1.4_EPP Designed Assessment Data.xlsx
R2.3 Clinical Experiences

3 # 2.1.1_DRG List.pdf

R2.1 Partnerships for Clinical Preparation
R2.3 Clinical Experiences

4 ' 2.1.2_Clinical Office Sturcture & Placement Process.pdf

R2.1 Partnerships for Clinical Preparation
R2.2 Clinical Educators

5 & 2.1.3_MOU Template.pdf

R2.1 Partnerships for Clinical Preparation
6 @ 2.1.5 Board of Visitors.pdf

R2.1 Partnerships for Clinical Preparation
7 W 2.1.6_List of Guest Speakers.pdf

R2.1 Partnerships for Clinical Preparation
R2.2 Clinical Educators

8 @ 2.1.7_Weaver Event.pdf

R2.1 Partnerships for Clinical Preparation
9 @ 2.1.8 SUPAB Meeting Minutes.pdf
R2.1 Partnerships for Clinical Preparation
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1 & 2.2.1_Clinical Experiences and Placement Type.pdf

0
R2.1 Partnerships for Clinical Preparation
R2.3 Clinical Experiences

1
1

R2.1 Partnerships for Clinical Preparation
R2.2 Clinical Educators
R2.3 Clinical Experiences

1
2

R2.1 Partnerships for Clinical Preparation
R2.3 Clinical Experiences

1
3

R2.1 Partnerships for Clinical Preparation
R2.2 Clinical Educators
R2.3 Clinical Experiences

1
4

R2.2 Clinical Educators
R2.3 Clinical Experiences

1
5

R2.3 Clinical Experiences

1
6

R2.1 Partnerships for Clinical Preparation
R2.2 Clinical Educators
R2.3 Clinical Experiences

1
7

R2.1 Partnerships for Clinical Preparation
R2.2 Clinical Educators

1
8

R2.1 Partnerships for Clinical Preparation
R2.2 Clinical Educators

1
9

R2.1 Partnerships for Clinical Preparation
R2.3 Clinical Experiences

2

] 2.2.2_Placement Process and Co-construction.pdf

# 2.2.3_UG and Grad Student Teaching Applications.pdf

@ 2.2.4_CT Interview Form.pdf

W 2.2.5_ Growth Plan.pdf

W 2.2.6_Candidates on DSAP.pdf

# 2.2.7_ Clinical Handbook.pdf

W 2.2.8_ST Orietnation PPT.pdf

@ 2.2.9_Clinical Resources.pdf

W 2.2.10_Data Review.pdf
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0 @ 2.2.11 DEIJ Report.pdf
R2.1 Partnerships for Clinical Preparation
R2.3 Clinical Experiences

2
1

R2.1 Partnerships for Clinical Preparation
R2.2 Clinical Educators
R2.3 Clinical Experiences

# 2.3.2_Diversity Data in Partner Schools.xlsx

3 # 2.3.3_Scope and Sequence for Initial Programs.xlsx
R2.3 Clinical Experiences

% # 2.3.4_Technology Syllabi.pdf

R2.3 Clinical Experiences

i # 2.3.5_Curriculum Technology.pdf

R2.3 Clinical Experiences

; # 2.3.6_Scaffolded Support.pdf

R2.3 Clinical Experiences

g W 2.3.7_Assignment Samples.pdf

R2.1 Partnerships for Clinical Preparation
R2.3 Clinical Experiences

3 # 3.1.4_DSAP Policy.pdf
R2.3 Clinical Experiences
2

3 # 3.2.2_Transition Points and Triangulation.pdf

R2.3 Clinical Experiences

2
9

R2.3 Clinical Experiences

3
0

R2.3 Clinical Experiences

3
1

R2.2 Clinical Educators
R2.3 Clinical Experiences

W 4.1.13_Candidate End of Program Survey Summary .pdf

# 5.1.1b_Observation Timeline.pdf

# 5.1.1c_Student Teaching Evaluations.pdf
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3 5.1.4_Program Effectiveness Measures.pdf
ﬁ2.3 Clinical Experiences

3
3

R2.2 Clinical Educators

il. Analysis Report. Write a narrative that delineates the connection between the evidence and the Standard.

# 5.4.3_Professional Development Sample.pdf

Clinical Partnerships and Practice
R 2.1 - Clinical Partnerships

Clinical partnerships are an integral part of our teacher preparation programs (TPP).
At UH, we have a rich history of placing students from pre-school to high school and
transition academies. The partnership enables our candidates to work in a variety of
schools in different District Reference Groups (DRGSs) identified by CSDE (See
Evidence 2.1.1_DRG). UH also has long-lasting agreements with several school
districts across Connecticut.

EPP Partnership Documentation

Considering the increasing importance of clinical partnerships, and the need to
maintain detailed documentation, the Department of Education (Department) went
through an organizational restructuring. Under the current organizational structure,
the Clinical Office is under the direct leadership of the Department, supported by
three graduate students (See Evidence 2.1.2_Stucture). In 2021, ENHP created a
new position titled the Collegiate Director of Clinical Partnerships to facilitate the
partnership development process. The Collegiate Director serves as a liaison between
clinical partners and the UH's legal department to facilitate the formal contract/MOU
process (See Evidence 2.1.3_MOU). All documents are easily accessible on UH's
secure electronic storage drive.

Mutually Beneficial Partnerships

To ensure that our partnerships are mutually beneficial, the School University
Partnership Advisory Board (SUPAB) was established in 2014. The SUPAB allows us
to engage in collaborative discussions, and to work on designing, reviewing,
evaluating, revising and aligning our conceptual framework, curriculum, assessments,
and rubrics to national and state standards (CAEP, InTASC, CCT). It serves as a
platform to share partners' needs (e.g., new program development; program
changes to existing programs) or to provide professional development for their
teachers and staff. Our partners are also represented in the College Board of Visitors
and share program development ideas with us (See Evidence 2.1.8_SUPAB;
2.1.5_BOV).

The EPP benefits from these partnerships because it can recruit teachers and
administrators as adjunct faculty and clinical educators to share real life experiences
with candidates. Our partners are frequently invited to be guest speakers to share
knowledge and experiences with the teacher candidates (See Evidence 2.1.6_Guest
Speakers). We organize professional development opportunities (principal panel;
mock interviews etc.) and job recruitment events with the support of our partners to
ensure that our candidates are career ready.
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We also organize admission recruitment events in collaboration with school districts
to promote our programs. For example, (1) we provide college admission process
information to high school students and their parents (See Evidence 2.1.7_Weaver
Event), (2) we invite elementary, middle, and high school students to spend the day
with candidates on campus, (3) we are piloting a dual enrollment program with high
school students interested in education to take two introductory level education
courses as part of their high school curriculum.

School partners also benefit from these partnerships. This is because (1) we provide
them with candidates to serve as additional support within the classroom during
clinical placements, (2) we also placed our teacher candidates in schools looking for
substitute teachers and tutors during the pandemic, (3) we conduct professional
development for their faculty.

Co-construction and Collaborative Partnership Process

The EPP hosts quarterly meetings to work in collaboration with partners to facilitate
partnerships and make decisions regarding policies, procedures, and clinical
placements. During SUPAB meetings, we discuss program curriculum, and co-
construct assignments, and assessments that help us better prepare our candidates.
Information collected during these meetings is further discussed at program meetings
and relevant changes are made to the program curriculum. Every year, the EPP hosts
student teaching orientations to support our clinical educators and provide
information on clinical placements. We collect formal and informal feedback from
partners to engage in continuous program improvement (See Evidence
2.1.8_SUPAB).

R 2.2 - Clinical Educators
Partnership Selection Process and Benefits

All clinical experiences build on each other and are aligned to coursework. The
coursework provides candidates with theoretical knowledge of instructional practices
to support them in their clinical placements. In their first and second year, candidates
complete a total of 48 hours of fieldwork. In junior year candidates are required to
complete a minimum of 100 hours of fieldwork and in their culminating student
teaching placement (senior year) candidates are required to do a full two-week
takeover, which includes all cooperating teacher responsibilities from planning to
implementation. Candidates begin their placements by observing the classroom, and
then transition to assisting the teacher once they feel comfortable taking over small
group activities and implementing individual lesson plans. Culminating student
teaching requirements for graduate candidates follows a similar process. However,
instead of completing fieldwork hours, graduate candidates complete project-based
assignments attached to coursework (See Evidence 2.2.1_Clinical Experience and
Placement Type).

Over the years, the EPP has established strong partnerships with local school districts
in Connecticut. These partnerships allow us to adopt a selection and placement
process for clinical experiences, which is co-constructed between the EPP and P-12
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partners. The co-construction process allows us to place candidates in settings that
are carefully selected based on certification level and previous experiences. Criteria
for selection of mentor teachers is also co-created with partners; one of the most
important criteria for selection is their willingness and ability to be a consistently
supportive and effective mentors for the teacher candidates. To ensure the selection
is co-constructed by the EPP and the districts, the department leadership is in
constant communication with district facilitators who facilitate the placement process.
The team ensures that the placements meet all program and State requirements, and
that the placement is a good match for both the cooperating teacher, and the teacher
candidate (See Evidence 2.2.2_Placement Process and Co-construction). The EPP also
meets with school principals, team leaders, and cooperating teachers to review the
clinical placement requirements and answer any questions prior to confirming
placements. We also host orientation events where information is shared with a
larger group of clinical educators (cooperating teacher and university supervisors),
allowing them to network and support each other.

To be placed in their culminating clinical placements, candidates must apply for the
placement (See Evidence 2.2.3_ST Application). The requirements for the
applications were co-constructed to ensure that the identified placements meet all
program requirements and that our candidates are a good fit for the placement. This
is critical because it allows us to ensure that the placement is relevant and
meaningful, and our candidates would, under the mentorship of clinical faculty, have
a positive impact on P-12 learners. The applications must be reviewed and approved
by academic advisors and district facilitators prior to finalizing placements. The
determination of where to place candidates is based on their program, previous
experiences, preferences, and placement locations.

In addition, the district facilitators must ensure that cooperating teachers have
completed the Teacher Education and Mentorship (TEAM) Program to host a teacher
candidate (www.ctteam.org). Cooperating teachers must also agree to use the
gradual release strategy to support the candidate, work with the Supervisor, and
communicate with the EPP as required. If the teacher candidate is unable to
successfully take over class responsibilities, then a professional growth plan is put
together, and if required, a candidate is removed from the placement and counselled
out of the program (See Evidence 2.2.5_Growth Plan).

We collaborate with school districts to approve Durational Shortage Area Permits
(DSAP) requests. Should a school district have an open position in a shortage area
that cannot be filled by an appropriately certified candidate, they may submit a DSAP
request to the certification officer on behalf of a teacher candidate. We then
collaborate with the district to approve the request. Providing DSAP opportunities to
our graduate teacher candidates can provide a more expansive classroom
experience. Also, teacher candidates can progress in their career without quitting
their job and meeting student teaching program requirements (See Evidence
2.2.6_DSAP Candidates).

The process of co-selection of clinical partners benefits both the EPP and the Clinical
Partners. At the district and building level, the EPP verifies that teachers are trained
and evaluated as mentors, they are exceptional in their own teaching practice, and
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they are part of our larger community. Although the teacher candidates are placed in
a mentorship model, they take on a leadership role in the classroom and schools, and
effectively support P-12 instruction. Most teacher candidates take on more
responsibility in their classrooms (and sometimes schools). Our candidates take on
the role of a teacher assistant, increasing the teacher to student ratio in a classroom.
Mentor teachers enjoy the opportunity to collaborate and guide teacher candidates,
and they consistently report feeling a sense of pride to be able to "give back to the
profession. Mentor teachers are minimally compensated and often come back in later
semesters to host another student; these two facts indicate that the mentor teachers
are not incentivized through monetary compensation but are satisfied with the
arrangement.

Role and Responsibilities of Clinical Educators

The EPP strives to ensure that all clinical educators (University Supervisors and
Cooperating Teachers) are prepared for their roles and responsibilities to mentor
teacher candidates. We have a Handbook for Clinical Experiences that details all
policies, procedures, and evaluation criteria regarding clinical experiences. The
information included in the handbook aligns with all teacher preparation programs
and State requirements. The handbook is reviewed regularly to reflect changes to
clinical experiences processes as well as revisions recommended by stakeholders to
ensure effective support occurs between clinical educators and teacher candidates
(See Evidence 2.2.7). We also provide both in-person and online resources and
workshops to support all stakeholders. Training sessions are held at the start of each
semester and when required (See Evidence 2.2.8_ST Orientation PPT). We have also
created How-to Training Videos to support clinical educators. All resources are made
available on a one drive folder to ensure that all stakeholders have continuous access
to all materials. The training we conduct includes general information, as well as
specific topics as requested (See Evidence 2.2.9 - Clinical Resources).

Partnership Engagement in data informed decision-making

The EPP ensures that we involve our stakeholders in the data informed decision-
making process. Every semester, we have two data review meetings: one at
midterm, and another at the end of the semester. Our clinical partners are invited to
these meetings where we present data from assessments and discuss outcomes. We
collect feedback and ideas for the next steps from the team and determine a plan to
ensure implementation (See Evidence 2.2.10_Data Review). Due to the pandemic, a
small group of faculty members met to review the data. The clinical faculty were
involved for all students who were flagged, and they were a part of the decision-
making process to support the student in the clinical placement (See Evidence
2.2.5_Growth Plan).

Professional Responsibility and Diversity, Equity, Inclusion, and Social Justice (DEIJ)

UH defines diversity as race, ethnicity, ability, gender identity, gender expression,
sexual orientation, age, abilities, religion, or politics. It has created opportunities and
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space for meaningful dialogue using a series of town hall meetings, webinars,
meetings about race, antiracism, social justice, and equality on campus (See
Evidence 2.2.11_DEIJ Report). This awareness campaign is expected to enhance
students' understanding of DEIJ and apply them in their professional setting.

Congruent with UH's definition of DEIJ efforts, the EPP provides teacher candidates
with varied clinical placement experiences to ensure they are ready to interact with
P-12 students from various socioeconomic backgrounds and abilities. These varied
clinical placements both in and around Hartford provide our candidate experience
working with students with exceptionalities and those from diverse ethnic/racial,
linguistic, gender, and socioeconomic groups. These experiences also expose our
candidates to DEIJ concepts throughout the program to reduce implicit bias in their
clinical placements and in their future schools. We also review these concepts in
coursework by introducing scenarios on how to support students with different
abilities and learning preferences and ensure that they use evidence-based practices
to create an inclusive environment in their P-12 classrooms.

R 2.3 - Clinical Experiences
Candidate Preparation and Inclusive Practices

Clinical placements are an integral part of our undergraduate and graduate
curriculum. Both course content and clinical experiences ensure that our candidates
are prepared to work in diverse settings and with students with different needs (See
Evidence 2.3.1_Diversity in Curriculum). We ensure that clinical experiences
associated with coursework include placements that expose our candidates to varied
locations and P-12 students from different socioeconomic backgrounds and abilities.
Certification requirements require that our candidates have clinical experiences in
two distinct District Reference Group (DRG). As an EPP, we ensure that our
candidates meet the certification requirements (See Evidence 2.3.2_Diversity Partner
Schools). Our candidates observe, interact with, and learn from in-service teachers to
plan and implement lessons for students from diverse backgrounds and diverse
needs. This experience provides a platform for teacher candidates to build their
professional capacity and engage in higher levels of interactions with diverse students
and their families. All clinical placements require teacher candidates to engage in
professional discourse on a regular basis about their practice which includes
discussion on diversity and exceptional children. Required course-assignments also
encourage candidates to connect coursework to clinical experiences and pay close
attention to the needs of diverse students. In addition, The University, College, and
Department have provided several training events to students on DEIJ. It is hoped
that the teacher candidates will transfer the knowledge acquired from the training to
their clinical placement (See Evidence 2.2.11 DEIJ Report).

Candidate outcomes Across Programs

Clinical experiences and their depth, breadth, coherence, and duration across
preparation programs are explicitly explained in Standard 2.2. (See Evidence
2.2.1_Clinical Experience and Placement Type). These measures are a combination of
proprietary and EPP designed assessments that include edTPA, portfolio, CESL/TIP,
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and Student Teaching Evaluations. Data collected for clinical experiences show that
the EPP is confident in preparing the candidates in the right direction to be effective
teachers. The following are a few improvements that we have made to investigate
candidate outcomes

Application of Technology

Our curriculum has a strong focus on technology to ensure that completers can
differentiate instruction to meet the unique learning needs of all P-12 students. The
scope and sequence of our curriculum allows us to introduce different technologies
for our candidate in key courses across the program (See Evidence 2.3.3_Scope and
Sequence for Initial Programs). In the early part of the programs, candidates are
introduced to concepts of hi-tech, mid-tech, and low-tech technology to ensure they
incorporate technology when designing and implementing lessons. We also require
our candidates to take one more course that solely focuses on integrating technology
in the classroom (CT 243, EDT 663, EDH 605). Candidates become familiar with
Microsoft Office 365, Word, PowerPoint, Excel, Google Docs, Smartboard, iPad,
coding, apps, including Book Creator, Educreation, Explain Everything, learning
management systems (Blackboard, Canvas), assessment systems (Student Learning
and Licensure, Goreact), cloud services (one drive, Dropbox, Google Docs) in courses
in the program. In these courses, candidates learn about technology that they can
use in the classroom and how to integrate technology within their teaching,
assessment, data collection, and progress monitoring activities. As part of their
coursework, candidates are also required to complete the Apple Teacher and Google
Certificate that teaches them the foundational skills on iPad, Mac, and Apple apps,
and about Google Edtech tools that candidates can use in their future classrooms
(See Evidence 2.3.4 Technology Syllabi). Candidates' knowledge of applications of
technology is showcased in an e-portfolio that includes examples of technology use in
formal lesson plans, reflections, and in their edTPA portfolio. As technology is quickly
changing in most school districts, we continue to communicate with our partners to
see how we can best support our candidates, so they are prepared and ready to
teach in-person and in remote/hybrid formats.

Impact of Clinical Experiences on Initial Employment

Our programs are a combination of well-planned and sequenced curricula with
aligned clinical experiences to effectively prepare candidates for initial employment.
The programs provide scaffolded clinical experiences for both undergraduate and
graduate students. The undergraduate candidates have several opportunities to learn
from their cooperating teachers with an increasing number of hours and
responsibilities. Clinical experiences also provide our candidates with multiple
opportunities to network with in-service teachers and other professionals providing
them with the opportunity to engage in ongoing professional development. Our
candidates have additional networking opportunities at events organized by the EPP.
We invite guest speakers and host several professional development events including
resume and cover letter writing workshops, job application support, mock interviews,
principal panel, and alumni night. Some of the events are led by our clinical partners,
and the candidates get first-hand information to become successful future educators
(See Evidence 2.1.5_Guest Speakers).
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Compelling Evidence, Conclusions and Interpretations
Partnerships for Clinical Preparation

We have made significant changes (See Evidence 2.3.5_Program Changes) to our
programs based on feedback received from our partners. Some of these changes
occurred because of our partners who work with us in different capacities (adjunct
faculty, clinical faculty, SUPAB members, members of board of visitors).

We use multiple measures to evaluate the effectiveness of our school partnerships on
clinical preparation of our candidates. Through the years, we have developed both
formal and informal partnerships with schools and districts located in Connecticut. In
academic year 20-21, our candidates were placed in approximately 30 different
school districts. This consistency in partnership allows us to implement program
requirements with fidelity. Our partners, too, engage actively in mentoring pre-
service teachers to apply expected levels of knowledge and skills in the classroom.
More importantly, we make continuous program improvements based on feedback
received from our partners (See Evidence 2.1.4_SUPAB).

Additionally, we request our partners to work with us as adjuncts and university
supervisors to prepare our candidates for the workforce. Fifty percent of our adjuncts
teaching professional level courses and 93% of our university supervisors are current
teachers and/or administrators. This benefits the partnership because candidates get
the opportunity to work directly with individuals from the field and their feedback
allows us to keep our program content current and meaningful.

The clinical partners have provided us with information on the needs in the field. One
outcome is the masters' degree in Special Education. More programs recommended
by our partners are in the pipeline. Our recent collaborative effort with workgroups
within CSDE allowed us to offer a dual enrollment program to recruit high school
students to take two introductory education classes for college credit. Currently, we
have 10 students, and we hope to expand this program to more school districts in
Fall 2022. We are also working on developing innovative pathways to certify non-
certified staff to meet the needs of identified shortage areas.

Evidence collected during SUPAB meetings and feedback from stakeholders through
surveys and focus groups indicate that we make meaningful program changes that
benefit our candidates to be successful teachers. Review and analysis of the data
indicate that while clinical partnerships are a strength, we need to focus on
establishing a robust and systematic system of documenting feedback.

Clinical Educators

The role of clinical educators is critical because candidates often base their decision
about continuing a particular track on their first few clinical experiences where they
get first-hand authentic experience of working in a classroom as a teacher assistant.
The high-level of scaffolded mentorship, and immediate and continuous feedback by
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clinical educators help teacher candidates grow into professional educators (See
Evidence 2.3.6_Scaffolded Support). A well-knit and collaborative partnership with
local schools allows us to work closely to better inform our clinical educators of our
requirements and to ensure that our candidates are successful in their endeavor.
These partnerships allow us to work directly with mentor teachers and school
administrators and ensure that our candidates can successfully complete project-
based assignments. Some examples include the Candidate Effect of Student
Learning/Student Inquiry Project and designing and implementing Lesson Plans in
junior year. Our clinical educators use the gradual release process to support
candidates during student teaching which starts with observations, small group
instruction to finally taking over the classroom for two full weeks. In addition to these
assessments that are common across programs, we have program-based
assessments that require candidates to work directly with P-12 students to
implement assessments, attend PPT meetings, attending professional development,
review and write a sample IEP etc. All of this is possible only because of the
involvement and commitment of our clinical educators (See Evidence_2.3.7_Sample
Assignments).

Over the years, we have developed comprehensive training sessions for our clinical
educators. Based on evidence collected at SUPAB meetings and clinical educator
surveys, we are planning to launch a web-based orientation to further ensure that all
clinical faculty receive a consistent message of expectations and resources across all
programs. The online orientation will be co-constructed by the Program Faculty and
Experienced Clinical Educators. Feedback also indicates that we need to review the
decision-making process with our partners. Based on this feedback, our next step
would be to revive the clinical committee that included program faculty, as well as
clinical partners. As a next step, we will also revive the mentor model, where new
clinical educators will be assighed a mentor who has experience in the role of a
clinical educator and will be able to serve as an additional resource.

The EPP is making every effort to diversify the teacher candidate, faculty, and clinical
educator pool. We will continue to work with districts and administrators to achieve
this goal. It is anticipated that the department-level training for the teacher
candidates will focus on DEIJ. We will ensure that we work with clinical educators to
assess transfer of knowledge from coursework to their clinical placement. Currently,
we collect formal data only for candidates in their culminating student teaching
placement. We are working on designing an evaluation for our fieldwork clinical
educators to complete. We plan to implement this during AY 2023- 2024 as a pilot
with our juniors and will extend it to pre-professional program coursework.

Clinical Experiences

The EPP partners with P-12 schools to provide candidates with multiple field
experiences, including the opportunity to work in diverse settings and students with
different learning preferences. Each program offers specific alignment of clinical
experiences embedded in courses with progressive outcomes used for partner
collaboration or candidate learning opportunities (See Evidence 2.3.3_Scope and
Sequence).
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Identified clinical experiences highlight the depth, breadth, diversity, coherence, and
duration of clinical experiences. Alignment to InTASC and CAEP standards further
detail EPP's commitment to ensure that candidates are prepared to support all P-12
students they teach. Through intentional planning and feedback during meetings with
stakeholders, the EPP has moved to a more collaborative approach to constructing
clinical experiences and will continue to use this model to further enhance the
teacher preparation programs.

While assignments found in early clinical experiences are not program key
assessments, formative and summative feedback is used to monitor candidate
progress across multiple skills, including technology, assessment, and learner
differentiation. Impact of teacher candidates on student learning across programs is
assessed through several assessments, both proprietary and EPP designed
assessment (See Evidence 1.1.2_Key Assessment by Program; 1.1.3_Proprietary
Assessment Data; 1.1.4_EPP Designed Rubric Data). Based on these data, the EPP
can determine that candidates are able to effectively pre-assess students' prior
knowledge, analyze data, and make data-based decisions to design interventions,
analyze results to determine their impact of teaching, and reflect on their teaching
practice.

The Education Programs were designed to shape the students to get engaged into an
efficient learning environment where they meet diverse needs of learners' strengths
and interests as a professional educator. The analysis of the end of program survey
indicates that, around 97% of the candidates (n=35) had strong opinions that the
program has effectively prepared them to assess P-12 student. In addition, 97% (n=
32) of our candidates strongly agree that they have strong content knowledge to
meet the needs P-12 students including diverse learners (See Evidence
4.1.13_Candidate End of Program Survey).

Standard R.A.2. Clinical Partnership and Practice (Advanced Programs)

i. Evidence/data/tables. Upload each item of evidence under the appropriate component(s) of the Standard.

1 # 2.2.5_ Growth Plan.pdf
RA2.2 Clinical Experiences
2 0 2.2.7_ Clinical Handbook.pdf

RA2.1 Partnerships for Clinical Preparation
RA2.2 Clinical Experiences

3 @ 2.3.2_Diversity Data in Partner Schools.xlsx

RA2.1 Partnerships for Clinical Preparation
RA2.2 Clinical Experiences

& A.E.3_Practicum & Internship Supervisor Evaluation Surveys and Results School
Psychology.pdf

RA2.2 Clinical Experiences
5 @ A.E.6_School Psychology Advisory Board School Psychology.pdf
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RA2.1 Partnerships for Clinical Preparation
RA2.2 Clinical Experiences

6 @ A.E.7_Clinical Partnerships List School Psychology.pdf

RA2.1 Partnerships for Clinical Preparation
RA2.2 Clinical Experiences

il. Analysis report. Write a narrative that delineates the connection between the evidence and the Standard.
A.2.1 Partnerships for Clinical Preparation

The School Psychology program (A.E.6_ School Psychology Advisory Board School
Psychology) advisory board includes: 2 practicing school psychologists working within
the region, 1 director of pupil services working within the region, 1 interim principal,
and 1 school psychology adjunct faculty. These advisory board members represent 5
school systems in the region. Three of these members are also alumni from the
program. The School Psychology advisory board meets annually during the spring
semester. In addition, requests are made to the advisory board for feedback at other
times during the year when special needs come up or when program update reports
are provided. The advisory board primarily is asked to assist the program in
identifying how the program can meet national accreditation standards while at the
same time preparing candidates for work as a school psychologist as established by
school systems in this region and across the state. The program relies on this board
to help identify specific areas of training needs that candidate need as they prepare
to enter the local work force.

A.2.2 Clinical Experiences

The School Psychology program includes two practicum experiences that are each
one semester long. This is a year-long experience during which candidates complete
a minimum of 700 hours in a local school system under the supervision of a school
psychologist. Placements for the field-based practicum are within the State of
Connecticut and with supervisors that are closely aligned with the program's
philosophy regarding training practitioners with comprehensive skill development
(A.E.7_Clinical Partnerships List School Psychology). In addition, the program
requires one full-year internship in which the SSP candidate is working full-time in a
school system under the supervision of a school psychologist within that system.
Placement in a school system for internship is within the state and with supervisors
that are closely aligned with the program's philosophy regarding training practitioners
with comprehensive skill development (A.E.7_Clinical Partnerships List School
Psychology) Individual contracts are established between each of the practicum and
internship school systems and the university. These contracts outline the specific
requirements of the candidates and expectations for the field-supervisors. During
field-based practicum, all candidates are expected to complete a minimum of three
individual counseling cases, co-lead a group counseling activity, ten assessment
cases, five consultation cases (academic and behavioral). During internship, all
candidates are expected to complete approximately 20 assessment cases, five to ten
counseling cases, 5-10 consultation cases (academic and behavioral), and co-lead at
least 2 groups. The university has identified minimal requirements for these activities
and then works with the school system in adjusting as needed to meet those
requirements.
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Standard R.3: Candidate Recruitment, Progression, and Support (Initial Programs)

i. Evidence/data/tables. Upload each item of evidence under the appropriate component(s) of the Standard.

1 @ 1.1.2 _Key Assessments by Program.xIsx
R3.3 Competency at Completion
2 W 1.1.3_Proprietary Assessment Data.xlsx

R3.2 Monitoring and Supporting Candidate Progression
R3.3 Competency at Completion

3 W 1.1.4_EPP Designed Assessment Data.xlsx

R3.2 Monitoring and Supporting Candidate Progression
R3.3 Competency at Completion

4 @ 1.1.6_Transition Plan.pdf

R3.1 Recruitment
R3.2 Monitoring and Supporting Candidate Progression
R3.3 Competency at Completion

5 @ 2.1.1_DRG List.pdf

R3.2 Monitoring and Supporting Candidate Progression
6 @ 2.1.3_MOU Template.pdf

R3.1 Recruitment

7 W 2.1.7_Weaver Event.pdf

R3.1 Recruitment

8 @ 2.1.8 SUPAB Meeting Minutes.pdf

R3.1 Recruitment
R3.2 Monitoring and Supporting Candidate Progression

9 # 2.2.5_ Growth Plan.pdf
R3.2 Monitoring and Supporting Candidate Progression

1
0

R3.1 Recruitment

1
1

R3.2 Monitoring and Supporting Candidate Progression
R3.3 Competency at Completion

1
2

R3.1 Recruitment
R3.2 Monitoring and Supporting Candidate Progression

W 2.2.6_Candidates on DSAP.pdf

# 2.2.10_Data Review.pdf

@ 2.2.11_DEIJ Report.pdf

1 # 2.3.3_Scope and Sequence for Initial Programs.xIsx
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3
R3.3 Competency at Completion

1
4

R3.2 Monitoring and Supporting Candidate Progression

1
5

R3.3 Competency at Completion

1
6

R3.1 Recruitment

1
7

R3.1 Recruitment

1
8

R3.1 Recruitment

1
9

R3.1 Recruitment

2
0

R3.1 Recruitment

2
1

R3.3 Competency at Completion

2
2

R3.1 Recruitment

2
3

R3.1 Recruitment

2
4

R3.1 Recruitment

2
5

R3.1 Recruitment

2
6

W 2.3.6_Scaffolded Support.pdf

@ 2.3.7_Assignment Samples.pdf

# 3.1.1_Recruitment Events.pdf

] 3.1.2_Recruitment and Retention Plans.pdf

# 3.1.3_Recruitment Strategies.pdf

# 3.1.4_DSAP Policy.pdf

W 3.1.5_Feeder Schools.pdf

# 3.1.6_Completers Hired.xlIsx

# 3.1.7_Shared Employement Opportunities.pdf

# 3.1.8_Marketing Updates.pdf

W 3.1.9_CT Teach Collaboration.pdf

# 3.1.10_Graduate Admissions Outreach Schedule.pdf.pdf

# 3.1.11_Race & Ethnicity Data.xlsx
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3.1 Recruitment

- # 3.1.12_Retention Data.xlsx

R3.1 Recruitment
R3.2 Monitoring and Supporting Candidate Progression

2
8

R3.1 Recruitment

2
9

R3.2 Monitoring and Supporting Candidate Progression

3
0

R3.2 Monitoring and Supporting Candidate Progression
R3.3 Competency at Completion

# 3.1.13_Scholarships.pdf

# 3.2.1_Curriculum Plans UG and Grad.pdf

# 3.2.2_Transition Points and Triangulation.pdf

3
1

R3.2 Monitoring and Supporting Candidate Progression

3
2

R3.2 Monitoring and Supporting Candidate Progression
R3.3 Competency at Completion

3
3

R3.2 Monitoring and Supporting Candidate Progression
R3.3 Competency at Completion

3
4

R3.3 Competency at Completion

3
5

R3.3 Competency at Completion

3
6

R3.2 Monitoring and Supporting Candidate Progression

3
7

R3.2 Monitoring and Supporting Candidate Progression
R3.3 Competency at Completion

3
8

W 3.2.3_ Appeal Process.pdf

# 3.3.1_Candidate Dispositions Rubric.pdf

' 3.3.2_CCT(SEED) Rubric.pdf

# 3.3.3_ Alumni Relations Survey.pdf

W 3.3.4_Employment Status by Demographic Groups.xIsx

# 5.1.1b_Observation Timeline.pdf

# 5.1.1c_Student Teaching Evaluations.pdf

# 5.1.3c_0akhill Mou.pdf



(Confidential) Page 36
R3.1 Recruitment

9 # 5.1.4_Program Effectiveness Measures.pdf

R3.1 Recruitment
R3.2 Monitoring and Supporting Candidate Progression
R3.3 Competency at Completion

g # 5.1.5_One-page Report.xlIsx

R3.2 Monitoring and Supporting Candidate Progression
i’ # 5.2.1 Rubric Characteristics.pdf

R3.3 Competency at Completion

;' W 5.4.1_Graduate Enrollment Tracking.pdf

R3.1 Recruitment

il. Analysis report. Write a narrative that delineates the connection between the evidence and the Standard.

Needs Assessment and Planning for Recruitment

Alignment of recruitment strategies and EPP mission

Central to the UH's mission is the belief that the challenge and rigor of academic
programs, and the support of dedicated faculty and staff lead to student success.
Considering this mission, candidates are prepared for successful careers within local
and global communities. UH rigorously carries out recruitment and retention activities
and events at the University, College, and Department levels to target interested
candidates.

One mission for recruitment is to organize strategic recruitment events, such as
campus tours, opportunities to attend classes, open houses, shadow college students,
and meet with individual faculty and administration. The recruitment team (Marketing
Communications Manager, Manager of College Admission, and Director for
Recruitment and Retention) collaborates to promote the EPP via social (Instagram,
Spotify, Facebook) and print media (brochure, postcard, viewbooks). The website
includes explicit and updated information on issues of diversity, equity, inclusion, and
social justice as they relate to all programs. The website is also linked to Teach CT
website for greater visibility (See Evidence 3.1.1_Recruitment Events; See Evidence
3.1.2_Recruitment and Retention Plans). In line with UH's mission, existing academic
and non-academic buildings have been upgraded and constructed and equipped with
technology-rich facilities. It is projected that the current improvements will help to
recruit more candidates.

UH's mission is to provide affordable and equitable education. The university offers a
range of scholarship programs focusing on academics, talent, Hartford scholars,
Bloomfield scholars, graduate assistantships, etc. A 10% tuition discount is also
offered to partners (e.g., school districts and agencies). UH has multiple needs-based
scholarships for eligible students, and hosts scholarship competitions for accepted
students annually (See Evidence 3.1.3_Recruitment Strategies).
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To enhance the recruitment strategy related to the mission of providing meaningful
clinical experiences as early as first year, the EPP has adopted a unique model that
attracts potential candidates. To facilitate this MOU process, a collegiate director of
clinical experiences was hired to serve as a liaison between clinical partners and the
legal department (See Evidence 2.1.3_ MOU Template).

Meeting Employer Needs

The EPP undertakes numerous initiatives to meet the needs of the employers by
selecting and preparing high quality candidates. The EPP has taken several steps to
focus its' marketing and recruitment strategies to meet employer needs. The EPP
evaluates the employment needs and current shortage areas to continuously improve
its programs to stay current and relevant. To meet the needs of the employers, we
make every effort to provide our candidates with multiple clinical placements (varied
by location, classroom type, grade levels etc.) and vary their experiences to become
well-rounded educators. To meet employer needs, candidates are prepared to be
career ready. The EPP provides professional development opportunities on job
application processes, such as writing a resume, cover letter, teaching philosophy,
interviewing skills, participating in principal panels, and mock interviews, etc. We also
provide teacher candidates with the opportunity to engage with families, collaborate
and network with professionals to ensure they meet the needs of the employers.
These experiences ensure that our candidates are highly qualified to fill the current
need and become successful educators (See Evidence 2.1.7_Weaver Event).

To serve employer needs, we collaborate with Teach CT to recruit diverse candidates.
We now have 38% diverse candidates across all our programs. Also, enrolling non-
certified staff from Oak Hill School meets the needs of its employer. The EPP offers
the dual enrollment program to high school students to take college level courses and
enter the workforce sooner to meet employer needs. The graduate program offers
innovative and asynchronous online programs that afford working adults to complete
the certification. While some are already working in schools supporting the educators,
the EPP encourages interested candidates to get hired on Durational Shortage Area
Permit (DSAP) while still in the program (See Evidence 3.1.4_DSAP Policy; See
Evidence 2.2.6_Candidates on DSAP). The employers' benefit from the EPP's support
to fill the shortage area as the need arises.

The marketing team identifies the top feeder regional high schools (e.g., Berlin,
Bristol, East Harford, Newington, and the Academy of Science and Innovation in New
Britain) in Connecticut, and the Admissions counselors from the University
Admissions Team visit these schools to recruit eligible candidates to enroll in the
teacher preparation programs (See Evidence 3.1.5_ Feeder Schools and Evidence
3.1.6_ Completers Hired). Potential candidates are given a briefing on the college
and the programs. At these events, brochures with contact information are
distributed to potential candidates to allow them to consider the programs offered at
the EPP. In today's digital world, and during the pandemic, it is easier to reach out to
target audience through digital advertising such as social media pages and apps.
These efforts have currently been impacted by COVID, and we are looking for diverse
ways of recruiting high school students.

The EPP receives feedback during SUPAB meetings that are taken into consideration
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when faculty meet to make data-based program improvement decisions to meet
employer needs. Clinical Partners update the EPP regarding employment
opportunities which the EPP shares with current students and recent alumni
(Evidence 3.1.7_Shared Employment Opportunities).

We recruit highly qualified candidates to enroll in the professional program with a
minimum cutoff point of a 3.0 GPA to be eligible for program completion and
licensure. Next, we provide clinical experience starting from the first year all the way
to the senior year (for our undergraduate students), project-based assignments, and
14 weeks of student teaching experience (for our graduate students). This model
prepares our teacher candidates well to meet the needs of the employers.

Recruiting Diverse Candidates

Advertising: Several effective strategies for recruiting diverse students into the EPP
include: 1) advertising our programs on social media representing diverse candidates
(e.g., Facebook, Instagram, twitter, Spotify, radio etc.); 2) send program flyers that
have diverse candidate representation to school districts and teacher clubs (high
school students who are interested in becoming teachers); 3) communicating with
school counsellors to intentionally target diverse candidates interested in education
(See Evidence 3.1.8_Marketing Updates).

Events: The EPP, in collaboration with the admissions office, organizes online and in-
person events to recruit an increasingly diverse and strong pool of candidates (e.g.,
open houses, orientation, spring visit days, and accepted students' day). The EPP
involves student ambassadors and alumni in recruitment events. The marketing team
collaborates with top feeder high schools with diverse population. We also send out
flyers to partner schools, and to schools with teacher clubs, to encourage teachers,
and other non-certified school staff interested in enrolling in teacher preparation
programs. Due to COVID, we use virtual strategies to recruit interested candidates
(https://www.hartford.edu/admission/visit/virtual/default.aspx) (Evidence
3.1.9_Teach CT Collaborationl; 3.1.5_Feeder Schools; 2.1.7_Weaver Event)

Admissions: Since the transition to SLATE, the EPP can efficiently track recruitment
data for diverse candidates, including candidates' progress from inquiry to acceptance
and/or refusal (See Evidence 3.1.10_Graduate Admissions Outreach Schedule). This
effective communication allows us to make informed marketing plans. There is an
upward trend to recruit and retain diverse students for both the undergraduate and
graduate programs (See Evidence 3.1.11_Race and Ethnicity Data).

Recent recruitment efforts include working with local school districts to offer a dual
enrollment program for high school students and offer innovative pathways to allow
non-certified staff to become certified teachers. We work with community colleges to
streamline the transfer of credits process. Teach CT, our collaborator, helps to
market our programs to candidates ranging from high school students to non-
certified staff like paraprofessionals. Teach CT has reported that 38% of our applicant
pool were identified as people of color (See Evidence 3.1.12_Retention Data).

Scholarships: UH's new strategic plan is its commitment to mindfully recruit high
quality, diverse students, as reflected in the vision statement of ENHP. To empower
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candidates from varied backgrounds and interests, the EPP provides scholarships for
candidates with high academic success. Some scholarships and grant funding
opportunities we highlight to promote our programs to diverse students include: The
Hartford Scholars, Minority Teacher Incentive, Grant, BlackExcel.org, Hispanic
Scholarship Fund, Hispanic College Fund, United Negro College Fund, and Diversity
Jobs Scholarship (See Evidence 3.1.13_Scholarships).

Progress Monitoring Academic and Non-Academic Factors

Professional Program and Coursework

The EPP uses multiple measures to monitor and support candidate academic
progress, quality, and progression from admission to the professional program to
program completion and licensure. To be admitted into the professional program in
the junior year for the undergraduates, candidates must demonstrate high academic
ability and must have and maintain a cumulative 3.0 GPA. Candidates must receive a
grade of B or better in all identified education classes. Those who fail must repeat a
teacher education course to meet this requirement. Candidates' GPA and course
grades are monitored by academic advisors throughout the program. Academic
advisors discuss alternatives to teacher education and potential consequences (i.e.,
being ineligible for licensure) with candidates if the GPA drops below a 3.0. Individual
course grade and overall GPA requirements are one method used to ensure
candidates are developing and appropriately mastering content and pedagogical
content knowledge. In addition, the culminating student teaching evaluation is
administered at multiple points. Candidates who are rated as falling below the
"proficient" level on any of the elements of the evaluation receive individualized
feedback and may be required to complete additional activities or the entire clinical
experience.

Dispositions

Candidate dispositions inventory is used to measure candidate dispositions in all
education courses. The rubric is completed by the instructor as well as the
candidates. When candidates fail to meet the requirements, the EPP and stakeholders
collaborate to provide required support and a growth plan. Unfortunately, we have
not been able to collect data on dispositions with fidelity and will be revising the
process. Currently, clinical educators do not complete the rubric, but in Spring 2023,
they will be required to complete either the same rubric, or a condensed version of
the rubric (See Evidence Standard 1.1.6_Transition Plan). The change will allow us to
collect reliable and valid data that can be triangulated (instructors, clinical mentors,
and candidates).

Data Review

Data review meetings are an integral part of our programs because they allow us to
collaborate with our partners to make data-based decisions for continuous
improvement. At these meetings, the group review candidates' progress using
academic and non-academic data and determines program continuation (See
Evidence 2.2.5_Growth plan).

Graduation and Certification
In addition to course instructors and academic advisors, the collegiate manager of
student services and data monitors candidates' academic progress towards program
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completion and ensures that candidates have met all program requirements.
Candidates must graduate from the program and complete all testing requirements
before applying for certification. The EPP's certification officer is responsible for
ensuring that candidates have all required documentation before recommending
them for certification to CSDE.

Monitoring Progression from Admission through Completion

Candidates' progress in each transition point is monitored regularly to ensure
academic success and to maintain the integrity of the academic programs. The EPP
has a systematic advisement structure in place to support and track candidate's
progress. In the first year, candidates are advised by staff in the Center for Student
Success (CSS). A primary faculty advisor is assignhed to candidates in the sophomore
years through completion. Graduate students are assigned faculty advisors as soon
as they are admitted into the program. Advisors work in collaboration with candidates
to develop a plan of study through graduation and monitor candidates' progress at
each advisement session to ensure they stay on track. The Collegiate Manager of
Student Services and Data also monitors student progress by maintaining updated
program evaluations which are now located in degree works. To streamline the
advising and mentorship process the university has adopted Compass and Degree
Works to monitor student progress, mentor, and stay connected with their support
networks as and when required (See Evidence 3.2.1_Curriculum Plans UG and Grad).

As evidenced in the Quality Assurance system, there are six main progress
monitoring points that candidates are expected to meet. Candidates must complete
these transition points in a sequence and successfully meet the requirements to
complete the program (See Evidence 3.2.2_Transition Points).

Complaints and Appeals Process

The EPP has adopted a multi-tiered scaffolded approach to support all candidates.
Candidates can complain or appeal an instructor's decision in a course, a grade on a
course assessment (quiz, test, paper, project) or the overall final course grade.
Appeals may only be made on the grounds of alleged unjust action on the part of the
instructor.

The EPP collects both verbal and email complaints from candidates. The typical
process to make a complaint is to first contact the instructor, followed by the
academic advisor, and the department chair. If the problem cannot be resolved at
the department level, candidates can reach out to the associate dean and the dean.
If candidates are not satisfied with the resolution for academic issues, they may
appeal to the academic standing committee (Evidence 3.2.3_ Academic Appeal
Process).

Culturally Responsive Support Mechanisms

Candidates' academic achievements and overall professional dispositions are
monitored at various points in the program using multiple measures to ensure
intervention can take place as needed at any time during a candidate's program
progression. Throughout the program, candidates are regularly mentored by their
instructors and academic advisors. Mentors (instructors and academic advisors)
ensure that the efforts are culturally responsive and meet the needs of all candidates.
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For example, we are required to place students in different District Reference Groups
which requires candidates to be in urban and suburban placements (See Evidence
2.1.1_DRG). All clinical experiences are attached to coursework so that candidates
can seek advice from their clinical teachers, course instructors, and peers. This
clinical placement setup provides candidates with a cultural experience that is vastly
different from their own. Mentors model and share evidence-based strategies for
effective communication with P-12 students. If candidates struggle with engaging P-
12 students, the EPP will provide support and suggestions to differentiate the lessons.
Candidates are encouraged to share information about fieldwork classroom culture
they observe and engage a discussion with the course instructor on what they would
adopt and what they would differently. We monitor candidates closely to quickly
provide support when they struggle in their clinical placements. Connections are
made in the coursework between the curriculum and the social communities so that
candidates can relate and feel confident to draw from their experiences.

Instructors also provide differentiated support for all candidates. These supports
include working with candidates in whole group, small group, and individualized
settings. The content covered in the curriculum is built on or connected to candidates'
prior knowledge from their personal experience being in the classroom or
experiences gained from their fieldwork placements. Moreover, our faculty members
are from diverse linguistic and cultural backgrounds, and they bring in their
experiences into the classroom. Candidates have the support of their clinical
educators who provide immediate feedback based on observations. We put in place
professional growth plans for candidates who need additional support. These plans
are designed with input from candidates and other stakeholders. This collaboration
allows us to provide individualized and culturally responsive support to our
candidates.

Candidate Readiness to Move into the Profession

The EPP licensure programs aim to prepare effective educators with a deep
understanding of critical concepts, content knowledge, principles, skills, and
dispositions. These skills are essential to advance the learning of all students toward
attainment of college- and career- ready standards. To that end, candidates are
provided with exposure to diversity and opportunities to develop proficiencies
associated with the design and implementation of college- and career ready
standards. All program coursework and clinical experiences enrich candidates'
exposure to specific content and pedagogical knowledge in the licensure areas. For
example, candidates in the elementary and special education programs are prompted
through assignments to develop an Individualized Education Plan (IEP) (EDH 420,
EDH 601, EDH 611) and candidates in the early childhood program learn about the
(Individualized Family Service Plan (IFSP) (EDY 334) to reflect on the role of early
childhood special education. Instructional strategies acquired from the courses in turn
support P-12 students' critical thinking, collaboration, and communication skills. The
EPP Candidate Disposition Inventory and InTASC alignment tables further detail
course and clinical assignments (Evidence 3.3.1_Disposition Rubric). Readings and
experiences are aligned to the EPP's commitment to ensure that candidates are
prepared to support access for all P-12 students for college and career readiness.

Our programs use the adapted version of Connecticut's System for Educator
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Evaluation and Development (SEED) CCT rubric to evaluate candidates' performance
and practice during their student teaching observations. The rationale for using the
adapted CCT rubric is to ensure that candidates show mastery in essential and critical
aspects of a teacher's practice as required by the state (See Evidence_3.3.2_Rubric).
However, moving forward, we will be using the CCT rubric to ensure our candidates
are better prepared to be successful first year teachers.

Multiple Sources of Evidence to Triangulate Preparation for Certification

The EPP prepares and monitors candidate progress for certification using multiple
sources of evidence. These sources include both proprietary and EPP designed
assessments. Systematic progress monitoring allows us to triangulate data to ensure
that our candidates are prepared to apply for certification. When applying for
certification, we ensure that candidates have met all program requirements, passed
all certification tests, and completed edTPA requirements. For example, if candidates
do not have a 3.0 GPA or have not received a B or better on required coursework
they cannot be recommended for certification.

Academic Areas: We measure candidate content knowledge across multiple courses
and assignments. In addition to program assessments that measure content
knowledge across programs we have program-based assessments that help us
ensure that our candidates are prepared to meet certification requirements. The data
for academic content is triangulated between 1) Proprietary Assessment 2) EPP
Assessments; and Program-Based Key Assessments.

For clinical experiences data on student teaching evaluations are triangulated first by
the number of times the assessment is completed (midterms and final) and second
by different evaluations (cooperating teacher, university supervisor, and candidates)
(See Evidence 3.3.2_Transition Point and Triangulation).

Another example of triangulation would be across assessments. This would include
data from candidate effect on student learning/inquiry project, student teaching
evaluations, and edTPA. We also triangulate data including the following assessments
- student teaching evaluations, edTPA, and certification tests.

Non-academic areas: we can triangulate data for dispositions across for data
collected across coursework - preprofessional program, professional program, and
end of program. We also triangulate data for disposition across individuals -
university supervisor, cooperating teacher, and teacher candidate. In addition to
triangulating academic and non-academic data, we also triangulate data at each of
the six progress monitoring points. This allows us to ensure that our candidates are
making progress towards getting certified to become successful educators (See
Evidence 3.2.2_Tranisition Points and Triangulation).

Candidate Impact on diverse P-12 Student Learning and Development

During culminating half-day and/or full day clinical experiences (candidates are
formally evaluated on how they impact diverse P-12 learners. These evaluations are
completed by cooperating teachers, university supervisors, as well as the candidates
to determine the impact that their day-to-day teaching has on their P-12 students.
Data for Spring and Fall 2021 show that all candidates have met the end of program
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requirements at benchmark and mastery levels. This shows that both cooperating
teachers and university supervisors believe that our candidates are having a positive
impact in P-12 Student Learning and Development (See Evidence 1.1.4_EPP
Designed Rubric Data).

Another way to measure candidate impact on P-12 candidates is edTPA, a
performance-based assessment, that directly measures the impact the candidates
have on their students. The edTPA assesses candidates on their ability to plan,
assess, and instruct P-12 students effectively. Overall, the edTPA data show a slight
improvement in scores from 2018-2019 to 2019-2020 at the institutional level.
Although we did not go above and beyond the state and the national mean, the data
show growth in that direction (See Evidence 1.1.3_Proprietary Assessment Data).

Candidate impact is also measured at the program level by EPP designed key
assessments. Some assessments that directly measure impact on student learning
are the candidate effect on student learning (CESL for candidates in Elementary,
Special Education, and Secondary Programs) and Teacher Inquiry Project (for
candidates in the early childhood program). The CESL data indicate that both the
undergraduate and graduate candidates are at benchmark and mastery. All female
candidates were at mastery in all the criteria they were evaluated on while 75%
(N=3) male candidates were at mastery in analyzing pre- and post- assessments and
evaluating instruction. The overall data indicate that candidates are proficient in
carrying out action research projects.

Overall data for assessments discussed indicate that our candidates are proficient in
effective teaching and have a positive impact on diverse P-12 student learning and
development.

Candidates' Critical Dispositions Commitment to Growth in Cultural Awareness and
Reflection on Bias and Equitable Practices

Important to the success of the candidates are positive dispositions in the following
areas: ethical behavior, professional behavior, commitment to collaboration,
appreciation of diversity, and commitment to professional growth. Although we have
not explicitly collected data on candidates' commitment to cultural awareness and
their reflection on bias and equitable practices, discussion on these elements have
always been part of classroom conversation in the courses candidates take.
Candidates are encouraged to share their cultural experiences during class
discussions to benefit everyone in the classroom. Moreover, faculty members are also
from diverse linguistic and cultural backgrounds, and they bring in their experiences
into the classroom. Evaluating these elements is a recent idea, and we have in the
pipeline to use the CCT and the edTPA rubrics to evaluate the candidates. Future
candidates will be required to participate in implicit bias training and obtain a
certification as proof of participation.

Admission and Completion

The EPP disaggregates the completion data for the Title II report each year as
required by federal law. EPP data is analyzed across demographic groups and is
available on CSDE Data Dashboard (https://secure-edsight.ct.gov/SASLogon/login).
The EPP has taken the charge of diversifying our candidate pool and included it in our
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marketing and recruitment plan, and we have increased our student teaching
placement diversification by placing students in different DRG groups (e.g., urban,
suburban) different grade levels (elementary, middle, high), and different classrooms
(included classrooms, self-contained classrooms, resource rooms, transition
academies) to ensure candidates are exposed to different demographic groups and
settings.

The EPP collaborates with the Office of Development and Alumni Relations (IA), to
send out a survey to program completers from the past five years. Candidates who
responded to the survey were invited to participate in the focus group. At this focus
group, the department leadership asked completers a series of related questions as
found in the survey: the completer's background, the completer's professional
aspirations, the completers views and opinions on the professional program, the
completer's options on what could be improved or changed in the professional
program, and lastly the completer's opinions on their ability to be effective teachers
based on going through our professional program. The data from this survey were
helpful in providing feedback on program improvement (See Evidence 3.3.3_Alumni
Relations Survey).

Connecticut State Department of Education has begun to collect and share completer
data with EPPs through a software interface called the Data dashboard. Within this
dashboard are two data sources, completers employed in their first year of teaching
and employed in their second year of teaching (See Evidence 3.3.4_ Employment
Status by Demographic Groups). In future, the EPP hopes to capture more
demographic information and refocus the department survey questions.

Lessons Learned and Data Based Decisions

Recruitment

The EPP adopts a variety of strategies to recruit and retain candidates. We work
closely with the admissions offices both at the undergraduate and graduate level.
Declining enrollment has been a. nationwide trend in teacher preparation programs
and our data indicates the same. However, in the last few years we have made
numerous changes to program offerings (online master's in special education; dual
enrollment program, 4+1 programs) as well strategies to market our programs
(Teach CT, Ed Rising, Oakhill). As a university, our focus has also been on retention
and as indicated above we have seen some increase in retention rates including
retention rates of diverse students.

Monitoring and Supporting Candidates

The EPP has a strong and well scaffolded system in place to monitor and support
candidates. Monitoring candidate progress begins by the candidates themselves as
we teach them how to be reflective practitioners. The next level of support is
provided by instructors, advisors, other program faculty, clinical educators, and the
department leadership. Outside of the department, our candidates are supported by
the dean's office and other university offices (access ability services, counselling, and
psychology services, reading and writing center, center for student success, etc.) and
committees (academic standing committee). Our candidates are made aware of these
supports from the very beginning and encouraged to reach out as and when required.
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Competency and Completion

The EPP prepares candidates for certification using multiple sources of evidence.
First, candidates need to earn a minimum B in all professional courses and have a 3.0
GPA. Second, candidates need to complete practicum and student teaching and meet
the professional dispositions requirement. To be eligible for a teaching certificate,
candidates for all teacher preparation programs must complete and pass the edTPA,
a subject-specific teacher performance assessment completed during student
teaching. Additionally, candidates must pass all applicable subject area tests (Praxis
II, Early Childhood Education Test, and the CT Foundations of Reading). Academic
performance, student teaching, edTPA, professional exams (Praxis 11 and
Foundations of Reading) are the ways in which the EPP triangulates candidates'
preparation for program completion and certification. Data from these assessments
also guides us on what we should continue doing and what needs to be revised to
best prepare our candidates.

Standard R.A.3 Candidate Quality and Selectivity (Advanced Programs)

i. Evidence/data/tables. Upload each item of evidence under the appropriate component(s) of the Standard.

1 # 2.1.3_MOU Template.pdf

RA3.1 Recruitment
2  2.1.8_SUPAB Meeting Minutes.pdf

RA3.1 Recruitment
RA3.3 Monitoring and Supporting Candidate Progression

3 ¥ 2.2.5_ Growth Plan.pdf
RA3.3 Monitoring and Supporting Candidate Progression
4 @ 2.2.11_DEIJ Report.pdf

RA3.1 Recruitment
RA3.3 Monitoring and Supporting Candidate Progression

5  2.3.6_Scaffolded Support.pdf

RA3.3 Monitoring and Supporting Candidate Progression
6 @ 3.1.1_Recruitment Events.pdf

RA3.1 Recruitment

7 W 3.1.2_Recruitment and Retention Plans.pdf

RA3.1 Recruitment

8  3.1.3_Recruitment Strategies.pdf

RA3.1 Recruitment

9 # 3.1.12_ Retention Data.xlsx

RA3.1 Recruitment
RA3.3 Monitoring and Supporting Candidate Progression

1 # 3.1.13_Scholarships.pdf
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0
RA3.1 Recruitment

1
1

RA3.2 Candidates Demonstrate Academic Achievement and Ability to Complete
Preparation Successfully

RA3.3 Monitoring and Supporting Candidate Progression

RA3.4 Competency at Completion

1
2

RA3.3 Monitoring and Supporting Candidate Progression

1
3

RA3.1 Recruitment

RA3.2 Candidates Demonstrate Academic Achievement and Ability to Complete
Preparation Successfully

RA3.3 Monitoring and Supporting Candidate Progression

RA3.4 Competency at Completion

# 3.2.2_Transition Points and Triangulation.pdf

W 3.2.3_ Appeal Process.pdf

# 5.1.4_Program Effectiveness Measures.pdf

1
4 ¥ 5.2.1_Rubric Characteristics.pdf

RA3.4 Competency at Completion

1
5

RA3.1 Recruitment

1 & A.E.3_Practicum & Internship Supervisor Evaluation Surveys and Results School
6 Psychology.pdf

RA3.4 Competency at Completion

1
7

RA3.4 Competency at Completion

1
8

RA3.1 Recruitment

RA3.2 Candidates Demonstrate Academic Achievement and Ability to Complete
Preparation Successfully

RA3.3 Monitoring and Supporting Candidate Progression

RA3.4 Competency at Completion

il. Analysis report. Write a narrative that delineates the connection between the evidence and the Standard.

W 5.4.1_Graduate Enrollment Tracking.pdf

W A.E.8_Praxis II School Psychology.pdf

& A.E.5_Admission and Recruitment Evidence School Psychology.pdf

A.3.1 Admission of Diverse Candidates to Meet Employment Needs

Candidates within the School Psychology program (A.E.5_Admission and Recruitment
Evidence School Psychology) are primarily white and female which is reflective of the
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current national data on school psychologists. Several candidates within the program
have identified as being a sexual minority and many of the candidates are often first-
generation college students. The program has approximately 40-50 applicants each
year. The diversity of those applicants has increased in the past 3 years, and this has
resulted in an increase of diversity in admitted candidates. The majority of admitted
candidates from underrepresented groups have been local undergraduates from the
University of Hartford and surrounding universities within the state. It is important to
note that the University of Hartford has a robust diverse community of
undergraduate students. As a result of ongoing program level discussion regarding
recruitment needs, the School Psychology program promotes the field of school
psychology within the University of Hartford undergraduate community, advertises at
area state universities and sends out letters to colleagues that teach and advise
undergraduate students in the region. In discussing recruitment needs the School
Psychology program has taken into consideration the national data regarding school
psychology practices:

Significant lack of diversity within the field which is completely out of proportion with
the students being served in public schools

Significant shortage in school psychologists nationally

Incorporation of much more school based mental health into school psychology
practices

A.3.2 Candidates Demonstrate Academic Achievement and Ability to Complete
Preparation Successfully

Applicants to the School Psychology program must have completed an undergraduate
degree in psychology or a related field. Admission requirements include a university
transcript, three letters of recommendation, and a letter of intent. The GRE
requirement was waived due to COVID but will be reinstated for Fall 2023 admission
(More information can be found in A.E.5_Admission and Recruitment Evidence School
Psychology).

A.3.3 Selectivity During Preparation

The School Psychology program has a structured process in place to ensure that
candidates are provided the support needed to be successful. The program is guided
by graduate school requirements which includes maintenance of a 3.0 GPA and
program requirement of no more than 2 grades of below a B during the course of the
program. The program provides individual candidate advising each semester where
candidates are given guidance regarding their movement through the program. The
School Psychology program has established performance criteria for entrance into
practicum and internship.

A.3.4 Selection at Completion

The School Psychology program's graduation criteria include GPA, passing of the
Comprehensive Examination, satisfactory completion of all internship requirements,
and passing of Praxis II exam at national level. The program director is responsible
for monitoring candidate progress through the program with support from practicum
and internship supervisors.
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Standard R.4: Program Impact (Initial Programs)

i. Evidence/data/tables. Upload each item of evidence under the appropriate component(s) of the Standard.

1 # 2.2.5_ Growth Plan.pdf
R4.3 Satisfaction of Completers
2 ¥ 2.2.10_Data Review.pdf

R4.1 Completer Effectiveness
R4.2 Satisfaction of Employers
R4.3 Satisfaction of Completers

3 @ 3.1.6_Completers Hired.xlIsx

R4.1 Completer Effectiveness
R4.2 Satisfaction of Employers

4 @ 3.3.3_ Alumni Relations Survey.pdf

R4.1 Completer Effectiveness
R4.3 Satisfaction of Completers

5 @ 4.1.1 Ten Measure Strategy.pdf

R4.1 Completer Effectiveness
R4.2 Satisfaction of Employers
R4.3 Satisfaction of Completers

6 @ 4.1.3_Completer Focus Group Survey Data.pdf

R4.1 Completer Effectiveness
R4.3 Satisfaction of Completers

7  4.1.4 Action Research Project_Introduction and Data.pdf
R4.1 Completer Effectiveness

8 @ 4.1.5 P-12 Student Survey.pdf

R4.1 Completer Effectiveness

9 @ 4.1.6_TEAM Data.pdf

R4.1 Completer Effectiveness

(1) W 4.1.7_Employer Satisfaction Survey.pdf

R4.1 Completer Effectiveness
R4.2 Satisfaction of Employers

1
1

R4.1 Completer Effectiveness
R4.2 Satisfaction of Employers

1
2

R4.1 Completer Effectiveness

@ 4.1.8_Employer Focus Group Questions.pdf

& 4.1.10_Course Syllabi.pdf
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é W 4.1.11 _Completer Focus Group Survey.pdf

R4.1 Completer Effectiveness
R4.3 Satisfaction of Completers

i W 4.1.12_Department Meeting Minutes and Agendas.pdf
R4.1 Completer Effectiveness

é @ 4.1.13_Candidate End of Program Survey Summary .pdf

R4.1 Completer Effectiveness

il. Analysis report. Write a narrative that delineates the connection between the evidence and the Standard.

The EPP uses a variety of tools to measure completer effectiveness including
candidate and completer impact on P-12 learning and employer satisfaction and
satisfaction. The EPP has adopted a Ten Measure Strategy to demonstrate the impact
of candidates and completers on P-12 students (See Evidence 4.1.1_Ten Measure
Strategy). Data on all measures included in the strategy are collected regularly and
reviewed to make continuous program improvement decision (See Evidence
4.1.2_Data Collection Timeline, Process, Dissemination).

Completer and Impact/Effectiveness on P-12 Student Learning and Development
Candidate/Alumni/Completer Survey

The EPP works in collaboration with the university's Office of Development and
Alumni Affairs to send out an EPP designed survey to candidates who have graduated
from our programs within the last five years. The purpose of the survey is to collect
data on completer satisfaction with knowledge, skills, dispositions obtained as
candidates and how those skills directly impact their ability to instruct P-12 students.
The alumni survey was piloted in Fall 2020 and implemented again in Spring 2021. In
Fall 2020, the survey was sent to 294 alumni, with a response rate of 10% (N=30)
while in Spring 2021, the survey was sent to 290 completers, with a response rate of
3.7% (N = 11). The survey was sent out again in Spring 2022 and we are awaiting
results.

The qualitative feedback received from the alumni was mixed depending on whether
the alumni were in the online or the in-person program. Candidates in the in-person
program expressed high levels of satisfaction, while candidates in the online
programs felt they needed more support to help them better prepare for the State
certification assessments (e.g., Praxis II). They also expressed the need for more
experience with tools and strategies to assess P-12 students for special education
eligibility. Feedback from candidates from in-person programs suggest that they were
noticeably confident and ready to implement the skills and assessment tools they had
learned about while in the program. Most alumni felt they were well-versed in
designing and implementing lesson plans, modifying lessons as required and
differentiating instruction to meet the needs of all students. More importantly, the
alumni attributed their success to the preparation that they received as part of the
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programs offered by the EPP. They felt they had been prepared to successfully meet
the needs of their first teaching position. Some of their descriptions about the EPP
focused on the quality of instruction, real-life experiences related to teaching,
fieldwork experiences from the very first semester to student teaching experiences
that prepared them well to be first-time teachers. Candidates who did not feel
adequately prepared to work independently said that they learned new skills from
their colleagues and mentors that allowed them to be successful in their positions as
first year teachers. Data from the survey are shared with program faculty and
partners and are used to make continuous program improvement decisions (See
Evidence 3.3.3_Alumni Survey; 4.1.13_Candidate End of Program Survey).

Completer Focus Group Sessions

To further validate completer impact on P-12 student learning and development, the
EPP invited 35 completers to participate in focus group discussions. The last focus
group was attended by 18 completers (51%) attended a focus group session. Results
from this session demonstrated that our completers are confident that the EPP had
prepared them to be effective classroom teachers. Completers indicated they felt
prepared and received positive feedback from their P-12 mentors. Focus Group data
indicated that most of our candidates were satisfied with our programs. For example,
949% of the completers agreed that they obtained knowledge and skills on how to
successfully connect to concepts being introduced and to differentiate instruction to
meet the needs of all learners. Approximately, 83% of the completers felt prepared
to use multiple methods of assessment to monitor and evaluate student progress,
and 95% of the completers indicated that the program prepared them to create
inclusive learning environments (See Evidence 4.1.3_Completer Focus Group Data).

Action Research Project (Completer impact on P-12 Students)

Completers from all programs were invited to participate in an Action Research
Project that was designed to measure the direct impact of our completers on their P-
12 students. Completers were asked to select a content area, conduct a pre-
assessment, design and implement a series of lessons, and conduct post-assessment
to evaluate the impact of their instruction on student performance. Five completers
(N=5) representing the elementary and integrated elementary and special education
participated in this project. Data for the action research project indicated that our
completers were having a positive impact on their students (See Evidence. from (See
Evidence 4.1.4_Action Research Project Introduction and Data).

P-12 Student Survey

Three completers shared a survey with their P-12 students ranging from kindergarten
to second grade to collect feedback on their teaching effectiveness. Completers were
allowed to adapt the survey into a grade and age-appropriate format that would work
for their students (e.g., circle emojis for kindergarten students). A total of 22 school
students responded to the survey.

Survey results indicate that all P-12 students agreed that their teacher had a positive
impact on their learning. They were motivated to attend classes and learn new
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information from their teachers. They also indicated feeling safe in the classroom
because their teacher created a caring environment for them and made time to help
them understand their tasks (See Evidence 4.1.5_P-12 Student Survey).

Teacher Education and Mentoring (TEAM) Program

The TEAM program is a professional growth model that incorporates the Connecticut
Standards for Professional Learning to assess teacher effectiveness. It provides
beginning teachers with multiple opportunities to reflect on their practice, analyze
student data and outcomes, and identify areas for growth and improvement for their
individual professional learning. Two completers (one elementary education teacher
and one special education teacher), with permission from school administrators,
shared their TEAM with us. These data were critical because they are a direct
indication of completers' teaching effectiveness on student learning. Although we
have limited data, our completers have had a positive impact on P-12 learners and
their development. Moving forward we will continue to work with partners and
completers across programs to collect this information (See Evidence 4.1.6_TEAM
Data).

Employer Satisfaction with EPP Preparation

Employer Satisfaction Survey

The EPP sent out a 44-question employer satisfaction survey to the
principals/administrators of 10 completers who they had hired. The purpose of the
employer satisfaction survey is to find out the impact our completers have on P-12
student learning and to gauge overall employer satisfaction. The response rate for
the survey was 61% and the results indicate that the employers agreed unanimously
that our completers can differentiate instruction in the areas of content, process,
product, or learning environments to meet the needs of all students. Completers can
transfer theory to practice by assessing and expanding students' prior knowledge.
Additionally, our completers are tech savvy and can create technology-based
interactive lessons. More importantly, completers can design learning experiences
that integrate culturally relevant content to build on learners' cultural backgrounds
and experiences. Completers were also seen as being able to exhibit respect and high
expectations for each student and communicate with diverse learners in a fair and
respectful manner. In addition, they noted that our completers consistently provide
equitable opportunities to meet the diverse needs of the P-12 students by designing
learning experiences that integrate culturally relevant content to build on learners'
cultural backgrounds and experiences. Based on these data, the EPP believes the
completers are successful at contributing to diverse P-12 student learning growth
(See Evidence 4.1.7_Employer Satisfaction Survey). Moving forward the survey will
be sent to all employers listed on the CT State Department of Education Data
Dashboard at the end of every academic year in the Spring.

Employer Focus Group Meetings

Following the employer satisfaction survey as described above, the EPP met with a
small group of administrators who would share their experiences and views about our
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completers. Three principals were interviewed, and the questions asked at these one-
on-one meetings were about completers' impact on student learning and their ability
to take on the responsibilities independently without requiring additional training. The
principal's report was favorable. However, the principals indicated that our
completers required additional support in implementing the IEP process. We have
subsequently made changes to our program and have our candidates complete
multiple IEPs based on case studies and complete a mock IEP with their cooperating
teacher for a student who they are working with in their student teaching placement
(EDH 420, EDH 421, and EDH 601) (See Evidence 4.1.8 - Employer Focus Group
Questions).

School University Partnership Advisory Board (SUPAB) meetings

The EPP hosts quarterly meetings with its partners to discuss and receive direct
feedback on completers' effectiveness on P-12 students from the administrators. The
leadership team takes note on the suggestions and recommendations to improve the
program. The consensus is that our completers are highly trained and are career
ready because of the content and experiences provided in the teacher preparation
program (See Evidence 2.1.8_SUPAB Meeting Minutes).

Connecticut State Department of Education (CSDE) Data Dashboard

The data dashboard is a State sponsored database maintained by the CSDE to
provide EPPs with data about their completers. Data include information about
certification and employment status of completers. One benefit of the Data
Dashboard is we have information on the completers' demographics, current place of
work, diversity, etc. (4.1.9_State Data Dashboard).

Completer Satisfaction with EPP Preparation
Completer Satisfaction Survey and Focus Group Meetings

Data on completer satisfaction are collected using the completer satisfaction survey
followed by focus group sessions. Data indicate that while teacher candidates
strongly like the teacher preparation programs offered by the EPP, there are areas of
improvement. One area of improvement is assessment and progress monitoring that
mirrors school district requirements. Based on the feedback, we made changes to the
curriculum and now candidates learn to create and maintain a gradebook on Excel to
collect and monitor student progress. We have also included progress monitoring as a
topic in our Screening and Diagnosis class (See Evidence 4.1.10_ Course Syllabi_CT
243, EDH 605, EDT 663, EDH 430).

Overall survey and focus group data indicate that 100% of the completers are
prepared to create inclusive learning environments to meet the needs of diverse
learners. Approximately 89% of the completers are confident that they can use
multiple methods of assessment to monitor and evaluate progress. Additionally, 83%
of the completers claim that they are comfortable adapting to real time changes to
instruction. They are prepared to design and implement developmentally appropriate
and challenging learning experiences including the use of technology to improve
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instruction and advance student learning. About 78% of the completers claim that
they can create learning experiences that assure learners' mastery of the content
(See Evidence 4.1.11_Completer Focus Group Survey).

Rationale for Measure Selection to Determine Impact

The EPP decided to implement a ten-measure strategy to determine the impact of
completers on P-12 learning to allow for data converging across multiple sources. The
rationale is to analyze the data to engage in continuous improvement in collaboration
with key stakeholders (See Evidence 4.1.1_10 Measure Strategy).

Completer Sample Representation and Efforts to Enlarge Sample Representation
Overtime to Determine Impact on P-12 Learners

The EPP uses a variety of tools to measure completer impact on P-12 student
learning using the ten-measures strategy presented above. These measures include
completer focus groups, action research project and TEAM data. Currently, the
sample represents only 50% of all teacher preparation programs (Elementary
Education and Special Education). Moving forward we will ensure that we have
representation from all programs.

To ensure that we have a representative sample inclusive of licensure areas, the EPP
will continue to collaborate with the Office of Development and Alumni affairs to send
our surveys to alumni across programs. We will also make sure to stay in
communication with alumni through our blackboard site that candidates have access
to for a year after they graduate. The office of Development and Alumni Affairs and
the EPP collect contact information from the graduating students. We also invite
Alumni to department events such as alumni night, advising night, ENHP Day, SUPAB
meetings, and professional development events (for example, getting ready for an
interview; what you should know about first year teaching). This active involvement
will allow us to engage our completers and help us enlarge the sample overtime.

Completers Contribution to Diverse P-12 Student Learning Growth

The EPP ensures completers are effective in contributing to diverse P-12 student
learning growth using Employer Satisfaction Survey, Employer Focus group, Alumni
Satisfaction Survey, Completer Focus Group as presented as part of the ten-
measures strategy.

About 83% of the employers agreed that the completers are able to (1) implement
developmentally appropriate instruction that accounts for learners' strengths,
interests and needs, (2) demonstrate knowledge about individual differences, (3)
communicate with diverse learners in a fair and respectful manner, (4) provide
equitable opportunities to meet the diverse needs of learners, (5) design learning
experiences that integrate culturally relevant content to build on learners' cultural
backgrounds and experiences. More importantly, all employers agreed that 100% of
the completers can differentiate instruction in the areas of content, process, product,
or learning environment to meet the needs of all students.

R4.2 Satisfaction of Employers and Completers
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Instruments and Responses related to criteria in R1

The EPP uses both proprietary (Certification Tests, edTPA, Title II) and EPP designed
assessments (lesson plan assessment, student teaching evaluation, portfolio, and the
Candidate Effect on Student Learning/Teacher inquiry project (CESL/TIP) to assess
learner and learning. The data provide information to identify if candidates can apply
their knowledge of learner and learning at various progression levels. To keep
abreast with national and state standards, workforce changes, and feedback from key
stakeholders (candidate, clinical partners, faculty), the EPP closely reviewed its
existing curricula across programs.

The EPP ensures that instruments/methods are designed to elicit responses specific
to the criteria in Standard 1 (Learner and learning, content, instructional practice,
professional responsibility, and technology) through constant data review meetings.
The purpose of the Department and data review meetings that include partners is to
bring together key stakeholders to review data and identify program strengths and
weaknesses to better prepare our teacher candidates Data review meetings are
hosted with faculty, clinical partners and other stakeholders. We also set aside time
during monthly department meeting to discuss items that need additional or ongoing
attention (See Evidence 4.1.12_Deparment Meeting Minutes and Agendas).

In addition, SUPAB meetings are held quarterly that allow us to regularly check in
with our clinical partners and address issues as they come up (See Evidence
2.1.8_SUPAB Meeting). At SUPAB meetings we not only discuss the data and how we
can improve the curriculum, but we also engage in discussion about partner needs
and how we as an EPP can help. For example, during the pandemic we were able to
organize remote tutoring sessions hosted by our candidates for a local middle school
because their students needed additional support with schoolwork.

Examining the completers' data we collected, the EPP finds that the current
instruments/ methods to elicit responses indicate that to a large extent the EPP
meets the teacher preparation program and state requirement for licensure.
However, we recognize there is room for improvement and that we need to make the
necessary improvement across the programs and even in our collaborative effort with
the partners. For example, moving forward to better prepare our candidates we will
be using edTPA as a key assessment, and we will also be adopting the CCT Rubric to
evaluate candidates in their student teaching placement. These changes will allow us
to use assessments with preestablished validity to measure candidate performance.
It will also allow our candidates to be better prepared as first year teachers because
their employers will be using the same CCT Rubric to observe their teaching.

Program Inclusion in Data Cycles

The data cycles are based on completers year of graduation for all teacher
preparation programs. We send surveys, conduct focus groups, host SUPAB meetings
on a regular basis to ensure that all programs are included. All our candidates follow
a predetermined program plan structure that allows them to enter and graduate from
the professional program at the same time. Data are collected systematically and
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consistently throughout the program, and the data cycles are based on the year of
graduation for all teacher preparation programs. The EPPs QAS allows us to follow a
scaffolded process to keep track of our candidates.

Evidence, Conclusion, and Interpretation

Overall, triangulation of evidence suggests that both our completers and employers
are satisfied with the preparation of our teacher preparation programs. The State
Data Dashboard collects and shares data on EPP quality measures that include data
by academic year for 1) completers; 2) certification issuance; 3) employment status
year 1; 4) employment status and hard to staff schools; 5) employment status year
2; and 6) employment status year 4. The dashboard allows us to filter data by
program, gender, and race and ethnicity.

EPP Quality Measures Data show that there is an increasing number of completers
(according to CAEP's definition) certified across all programs. Specifically, in 2018-
2019, 81% or 51 completers were certified in their area of specialization. There is
also an upward trend in the number of candidates who got employed within a year in
Connecticut. There is a possibility that some completers seek employment in other
states. In 2018-2019, about 44% or 28 candidates were employed within one year.
The second-year employment status also shows the same trend as the first-year
status with 89% or 25 candidates still employed in the second year in 2018-2019.
The employment status in the fourth year indicates that 100% of the candidates are
continued to be employed in 2016-2017, while no completers were no longer
employed in 2017-2018. Two possible reasons for no completers to stay hired in their
4th year of employment in Connecticut were: (1) they moved to other states, (2)
they decided to quit being a teacher. There is no data available for the academic year
2018-2019. The EPP will continue to monitor these data to determine completer and
employment trends (See Evidence 4.1.9_Data from Data Dashboard).

The EPP provides training to candidates at hard-to-staff schools. While we do provide
training and encouragement to work at these schools, data indicate opportunities
exist to improve preparation for hard-to-staff schools. Data show a small percentage
of the completers are hired in the high needs or hard-to-staff school 2016-2017,
2017-2018, 2018-2019). In 2018-2019, 19% or 12 candidates were employed at the
hard-to-staff school in Connecticut.

The data that most compellingly demonstrates candidate, completer, and employer,
and P-12 student satisfaction are collected using the EPP designed ten measure
strategy (See Evidence 4.1.1_10 Measure Strategy). A majority or 94% of the
completers are satisfied with the teacher preparation programs and they can
effectively translate knowledge they have gained to practice. Feedback from mentor
teachers and university supervisors, and completers hired upon graduating also
indicate that completers are adequately trained. At least 83% of our completers
noted that they are satisfied with the training that they received to use technology in
the classroom to and to present instruction in multiple modalities.

The ten-measure strategy is an effective approach to evaluate completer
effectiveness in their professional setting. For example, the employer survey provides
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an assessment of the completers from an employer perspective. From the survey, we
found that the employers are satisfied with the high level of training the completers
received that made them successful first year teachers. Over the years, the EPP has
received both positive and constructive feedback from completers and partners to
engage in continuous program improvement. We will continue to do so by sending
out surveys, hosting focus groups, and collaborating with completers and partners to
collect feedback.

The data also suggest that our completers successfully gain employment in their area
of certification in their formative years. Evidence across measures included in our
ten-measure strategy indicate that completers and employers are satisfied with the
overall program preparation and that our candidates have a positive impact on the
learning of their P-12 students. The EPP faculty, leadership, and clinical partners
continue to unpack data to inform continuous program improvements to generate
robust data collection on completer effectiveness and impact. Multiple data-driven
changes were derived from a review of these data, including the modification of the
initial licensure technology course (See Evidence 4.1.10_Course Syllabi) for all
teacher preparation programs. In addition, we have developed a transition plan that
will allow us to adopt reliable and valid tools to measure candidate performance on
program assessments (e.g., Student Teaching Evaluation, Lesson Plan Evaluation).
We also have an ongoing pilot effort to observe completers in the classroom to
support beginning teachers' effectiveness and impact on teaching and learning. We
will hire university supervisors to conduct these observations.

Standard R.A.4. Program Impact (Advanced Programs)

i. Evidence/data/tables. Upload each item of evidence under the appropriate component(s) of the Standard.

1 # 2.2.5_ Growth Plan.pdf

RA.4.2 Satisfaction of Completers

2  3.3.3_ Alumni Relations Survey.pdf

RA.4.2 Satisfaction of Completers

3 @ A.E.4 Employer and Completer Survey Results School Psychology.pdf

RA.4.1 Satisfaction of Employers
RA.4.2 Satisfaction of Completers

il. Analysis report. Write a narrative that delineates the connection between the evidence and the Standard.

A.4.1 Satisfaction of Employers
The School Psychology Program developed and began implementing a survey to
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measure the satisfaction of employers of graduates. More information is provided in
Evidence A.E.4_ Employer and Completer Survey Results School Psychology including
three cycles of data.

The rubric used within this measure ranged from 1 (strongly agree) to 5 (strongly
disagree). The average ratings obtained indicated overall strong agreement from
employers regarding the performance of graduates from the School Psychology
program. The average rating on items ranged from 1.00 to 1.25.

A.4.2 Satisfaction of Completers

The School Psychology Program developed and began implementing a survey to

measure the satisfaction of program completers. More information is provided in

A.E.4_ Employer and Completer Survey Results School Psychologyincluding three
cycles of data.

The rubric used within this measure ranged from 1 (strongly agree) to 5 (strongly
disagree). The average ratings obtained indicated overall strong agreement from
program completers regarding their satisfaction with the skills acquired throughout
their training as well as their sense of being supported throughout their time in the
program. The average rating on items ranged from 1.00 to 1.50.

Standards R.5: Provider Quality, Continuous Improvement and Capacity (Initial Programs)

i. Evidence/data/tables. Upload each item of evidence under the appropriate component(s) of the Standard.

1 # 1.1.3_Proprietary Assessment Data.xlsx

R5.1 Quality Assurance System

R5.2 Data Quality

R5.3 Stakeholder Involvement

R5.4 Continuous Improvement

2 @ 1.1.4 _EPP Designed Assessment Data.xlsx

R5.1 Quality Assurance System
R5.2 Data Quality

R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

3 # 2.1.8_SUPAB Meeting Minutes.pdf

R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

4 @ 2.2.2_Placement Process and Co-construction.pdf

R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

5 & 2.2.3_UG and Grad Student Teaching Applications.pdf

R5.1 Quality Assurance System
R5.3 Stakeholder Involvement

6 @ 2.2.4 CT Interview Form.pdf
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B4 QUL SSntR bR par™

R5.1 Quality Assurance System

8 @ 2.2.7_ Clinical Handbook.pdf

R5.1 Quality Assurance System

9 ' 2.2.8_ST Orietnation PPT.pdf

R5.3 Stakeholder Involvement

1
0

R5.1 Quality Assurance System
R5.2 Data Quality

1
1

R5.1 Quality Assurance System
R5.2 Data Quality

R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

1
2

R5.1 Quality Assurance System
R5.3 Stakeholder Involvement

é ] 3.1.2_Recruitment and Retention Plans.pdf

# 2.2.9_Clinical Resources.pdf

# 2.2.10_Data Review.pdf

# 3.1.1_Recruitment Events.pdf

R5.1 Quality Assurance System
R5.3 Stakeholder Involvement

1
4

R5.1 Quality Assurance System
R5.3 Stakeholder Involvement

1
5

R5.3 Stakeholder Involvement

1
6

R5.3 Stakeholder Involvement

1
7

R5.3 Stakeholder Involvement

é # 3.2.2_Transition Points and Triangulation.pdf

# 3.1.3_Recruitment Strategies.pdf

W 3.1.5_Feeder Schools.pdf

# 3.1.9_CT Teach Collaboration.pdf

# 3.1.12_Retention Data.xlsx

R5.1 Quality Assurance System
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R5.2 Data Quality

R5.3 Stakeholder Involvement

Fll5.4 Continuous Improvement

9 # 3.2.3_ Appeal Process.pdf

R5.1 Quality Assurance System

2
0

R5.1 Quality Assurance System
R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

2
1

R5.1 Quality Assurance System
R5.2 Data Quality
R5.3 Stakeholder Involvement

2
2

R5.1 Quality Assurance System
R5.4 Continuous Improvement

2
3

R5.1 Quality Assurance System
R5.2 Data Quality

R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

# 3.3.1_Candidate Dispositions Rubric.pdf

# 3.3.2_CCT(SEED) Rubric.pdf

# 3.3.3_ Alumni Relations Survey.pdf

W 4.1.1_Ten Measure Strategy.pdf

2
4

R5.1 Quality Assurance System
R5.2 Data Quality

2
5

R5.1 Quality Assurance System
R5.2 Data Quality

R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

2
6

R5.1 Quality Assurance System
R5.4 Continuous Improvement

2
7

R5.1 Quality Assurance System

43? 4.1.3_Completer Focus Group Survey Data.pdf

] 4.1.4_Action Research Project_Introduction and Data.pdf

W 4.1.5_P-12 Student Survey.pdf

W 4.1.6_TEAM Data.pdf
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R5.3 Stakeholder Involvement

R5.4 Continuous Improvement
2

8

R5.1 Quality Assurance System
R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

2
9

R5.1 Quality Assurance System
R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

3
0

R5.1 Quality Assurance System
R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

3
1

R5.1 Quality Assurance System
R5.4 Continuous Improvement

3
2

R5.1 Quality Assurance System
R5.2 Data Quality
R5.4 Continuous Improvement

3
3

R5.1 Quality Assurance System
R5.2 Data Quality

R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

3
4

R5.1 Quality Assurance System
R5.4 Continuous Improvement

3
5

R5.1 Quality Assurance System
R5.2 Data Quality
R5.4 Continuous Improvement

3
6

W 4.1.7_Employer Satisfaction Survey.pdf

] 4.1.8_Employer Focus Group Questions.pdf

W 4.1.9 State Data Dashboard.xIsx

] 4.1.11_Completer Focus Group Survey.pdf

W 4.1.12_Department Meeting Minutes and Agendas.pdf

# 5.1.1_Transition Points .pdf

# 5.1.1a_Professional Program Application.pdf

# 5.1.1b_Observation Timeline.pdf

# 5.1.1c_Student Teaching Evaluations.pdf
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R5.1 Quality Assurance System
R5.3 Stakeholder Involvement
§5.4 Continuous Improvement
# 5.1.1d_Program Evaluation.xIsx

7

R5.1 Quality Assurance System

g # 5.1.1e_Gradebook Data.pdf

R5.1 Quality Assurance System

g W 5.1.1f Certification Tests by Program.pdf

R5.1 Quality Assurance System

g # 5.1.1g_Certification Application.pdf

R5.1 Quality Assurance System

i' # 5.1.1h_Transition Points Sample of Two Programs.xlsx

R5.1 Quality Assurance System
R5.2 Data Quality

4
2

R5.1 Quality Assurance System
R5.2 Data Quality

4
3

R5.1 Quality Assurance System
R5.2 Data Quality

4
4

R5.1 Quality Assurance System

4
5

R5.1 Quality Assurance System
R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

4
6

R5.1 Quality Assurance System
R5.2 Data Quality

R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

4
7

# 5.1.2_QAS Workflow.pdf

W 5.1.3_Operations.pdf

W 5.1.3a_Assessment and Accreditation Position.pdf

# 5.1.3c_0akhill Mou.pdf

# 5.1.4_Program Effectiveness Measures.pdf

# 5.1.5_One-page Report.xlsx
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R5.1 Quality Assurance System
R5.4 Continuous Improvement

4
8

R5.1 Quality Assurance System
R5.2 Data Quality

4
9

R5.1 Quality Assurance System
R5.2 Data Quality

5
0

R5.1 Quality Assurance System
R5.2 Data Quality

5
1

R5.1 Quality Assurance System
R5.2 Data Quality

5
2

R5.1 Quality Assurance System
R5.2 Data Quality

R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

# 5.1.6_CCT Rubric Psychometrics.pdf
# 5.1.7_edTPA Psychometrics .pdf

W 5.1.7a_edTPA CAEP Connection .pdf
W 5.1.7b_edTPA InTASC Connection.pdf

# 5.1.8_Reliability.xIsx

5
3 @ 5.1.9_EPP CAEP Evaluation.pdf

R5.1 Quality Assurance System
R5.2 Data Quality

5
4

R5.1 Quality Assurance System
R5.4 Continuous Improvement

5
5

R5.1 Quality Assurance System
R5.2 Data Quality

R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

5
6

R5.1 Quality Assurance System
R5.2 Data Quality

# 5.1.10_EDR 444 Updates.pdf

# 5.2.1 Rubric Characteristics.pdf

# 5.2.1a_New Lesson Plan Rubric.pdf
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R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

5
7

R5.1 Quality Assurance System
R5.2 Data Quality

R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

5
8

R5.4 Continuous Improvement

5
9

R5.1 Quality Assurance System
R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

6
0

R5.3 Stakeholder Involvement
R5.4 Continuous Improvement

6
1

R5.2 Data Quality
R5.4 Continuous Improvement

il. Analysis report. Write a narrative that delineates the connection between the evidence and the Standard.

# 5.2.1b_New Student Teaching Evaluation.pdf

# 5.4.1_Graduate Enrollment Tracking.pdf

# 5.4.2_EDF 120 Syllabus.pdf

# 5.4.3_Professional Development Sample.pdf

& A.E.9_Psychological Assessment Rubric and Validation School Psychology.pdf

Standard R5 Quality Assurance System and Continuous Improvement

Quality Assurance System: Description, Maintenance, Functioning Evidence

As an EPP we have developed a functioning QAS that provides data output that
involves all key stakeholders (faculty, staff, completers, employers, P-12 partners,
and administrators across offices and functions) and allows for continuous
improvement. The QAS includes multiple components to measure (1) candidate
progress, (2) completer effectiveness, (3) candidate, completer and employer
satisfaction, and (4) operational efficiency. The QAS incorporates the performance
standards of relevant national and state organizations. At the national level, the
system is informed by the standards of Council for the Accreditation of Educator
Preparation (CAEP), the Interstate Teacher Assessment and Support Consortium

(InTASC), and the program level standards of some relevant Specialized Professional

Associations (SPAs - NCTE, NCTM) and other nationally recognized program
recognition bodies (NASM, NASP). At the State level we align our measures with the
Connecticut Common Core of Teaching (CCT) standards.

The EPP systematically conducts academic and non-academic screenings for
admission and progression within the professional program to foster continuous
improvement. The QAS also includes performance-based assessments to evaluate
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candidate readiness and completer effectiveness. This compelling evidence is
collected at various transition points to ensure that candidates receive feedback at
regular intervals, and for the EPP to make systematic and continuous program
improvements. The first five transition points occur while candidates are enrolled in
the teacher preparation program. The sixth transition point occurs after graduation
but before candidates receive certification. All transition points following certification
occur after our candidates have obtained teaching positions in their licensure area.
Each transition point requires specific data collection to ensure that our programs
meet national and state standards. We adopt a similar strategy for our graduate
students. The graduate program differs by accepting graduate students directly into
the professional program. The EPP has also established a 10-measure strategy to
collect data on candidate and completer impact, including outcome data from
stakeholders on P-12 student growth (See Evidence 4.1.1_Ten-Measure Strategy).
The overall QAS and all its components are reviewed periodically to ensure successful
and smooth functioning (See Evidence 5.1.1_Transition Points; Evidence
5.1.1h_Transition Points Visual for Two Programs).

The EPP QAS Workflow illustrates the nature and scope of ongoing data collection and
review. It also includes a description of the process and the list of stakeholders who
are an integral part of the QAS and instrumental in successful functioning of the
established QAS (See Evidence 5.1.2_QAS Workflow).

Component R 5.1 Quality Assurance System
QAS Data Input Analysis, Conclusion, Interpretation

Continuous program improvement is the focus of all functions within the QAS. The
goal of the QAS is to provide quality assessment data and results that can be used
for actionable program improvement. A set of policies and procedures, as well as
committees of key stakeholders and partners, offices, and personnel have been
established to ensure quality in admissions, courses, program design, and candidate,
and completer performance. The QAS for initial and advanced programs operates on
a well-established and evolving framework that includes such as fiscal, operational,
academics, and personnel (See Evidence 5.1.3_Operations).

At the EPP, we triangulate data to verify the information we gather across different
stakeholders. Using these compelling data, we respond to questions on program,
candidate, and completer effectiveness. All stakeholders contribute to the QAS
through data input. The data are then used to drive continuous improvement allowing
us to meet current workforce demands and train high quality teacher candidates and
completers. The EPP QAS Workflow illustrates the nature and scope of the ongoing
data collection, analysis, review, and dissemination (See Evidence 5.1.2_QAS
Workflow).

The established QAS allows us to not only collect data on overall program
effectiveness but also allows us to examine/enquire into individual candidate data.
The system also allows us to review data overtime and compare data across
programs (See Evidence 5.1.4_Program Effectiveness Measures).
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The QAS comprises of multiple components (as described in the evidence
5.1.4_Program Effectiveness). The MAAC is responsible for ensuring that systems are
in place for all stakeholders to use. The MAAC leads data review meetings where
program faculty and clinical partners review candidate data and make program
improvement decisions. These decisions are not solely related to course content but
also dispositions and clinical placements (See Evidence 5.1.5_ One-Page Report).

QAS Capability to Combine Evidence and Disaggregate Data from Various Sources

At the EPP, we triangulate data to verify the information we gather across different
stakeholders. Using these compelling data, we respond to questions on program,
candidate, and completer effectiveness. All stakeholders contribute to the QAS
through data input. The data are then used to drive continuous improvement allowing
us to meet current workforce demands and train high quality teacher candidates and
completers. The EPP QAS Workflow illustrates the nature and scope of the ongoing
data collection, analysis, review, and dissemination (See Evidence 5.1.2_QAS
Workflow). The established QAS allows us to not only collect data on overall program
effectiveness but also allows us to examine individual candidate data. The system
allows us to review data overtime and compare data across programs (See Evidence
5.1.4_Program Effectiveness Measures; 1.1.4_EPP Designed Rubric Data).

Faculty, staff, candidates, and stakeholders are instrumental in establishing,
monitoring, and maintaining the six-element QAS Framework (as described in
Evidence 5.1.1 Transition Points) and therefore can articulate their roles in the
system. For example, faculty and clinical partners play an integral part in designing
the key assessments that are used to collect candidate effectiveness data. Faculty
are also responsible for reporting student concerns on Compass a web-based student
success management system that allows us to monitor student progress. Faculty are
also responsible for communicating directly with the department so that professional
growth plans can be put in place to support candidates throughout the program.

Component R5.2 Data Quality
QAS Evidence: Strengths and Weaknesses from Faculty Perspective

Strengths

The main strength of the QAS is that it is systematic, requires minimal training, and
is easily accessible from on-campus and off campus locations. The QAS can gather
information in one location allowing individuals from different offices on campus to
support students without having to schedule multiple meetings. For example,
Compass, Access-Ability Services, Center for Student Success, academic advisors,
Dean's Office and provides the support needed to individual students. Authorized
faculty and staff can access student progress, add advising notes, raise flags,
positively reinforce candidates' progress, and communicate using the one web-based
system.

Another tool in the QAS is the Student Learning and Licensure assessment system. It
facilitates management of assessment data for individual candidates, aggregates and
disaggregates data, and allows for alignment of rubrics to national and state
standards. GoReact, another web-based system provides detailed and timely
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feedback to teacher candidates by their university supervisor and cooperating
teacher. The university recently adopted the Planning and Self Study and moving
forward we will be using that system for centralized and flexible assessment and
accreditation planning. The university has also adopted DegreeWorks, a web-based
degree audit tool, that helps students and advisors monitor progress toward degree
completion. The Dean's Office has created a new dedicated position (Collegiate
Manager of Student Services and Data) who assists the EPP in accessing data and
runs queries and reports from Banner, an integrated information system that
consolidates all candidate information.

Challenges

Over the years, the university, college, and the departments have adopted and
upgraded several web-based systems (Student Learning and Licensure, Planning and
Study, DegreeWorks, SLATE, Compass, GoReact) to facilitate the functioning of the
QAS. However, the switch to more sophisticated systems occurred simultaneously
giving faculty little time to learn and use the systems effectively. We realize we have
too many tools in our QAS that may cause confusion, but they do interact with each
other and that streamlines the process of using various tools. The clinical process
needs some consolidation that would allow us to bring all components from
application to completion of clinical experiences together in one system. We are
looking into adopting InPlace, a web-based system that is designed to support all
stakeholders (university, school districts, schools, and candidates) in one integrated
system to provide a consistent and current view of all placement-related activity.

Procedures to Ensure Data Reliability: Conclusions and Interpretations

The EPP collects data on candidate and program effectiveness based on identified
proprietary assessments (edTPA, Praxis II, CT Foundations of Reading, ECE Test) and
EPP designed rubrics (lesson plan, portfolio, student teaching evaluations, candidate
effect of student learning). The proprietary assessments have pre-established
reliability and validity data (See Evidence 5.1.6_CCT Rubric Psychometrics;
5.1.7_edTPA Psychometrics; 5.1.7a _edTPA CAEP Connection; 5.1.7b_edTPA InTASC
Connection).

The EPP program faculty collaborated to determine reliability and validity for the EPP
designed rubrics. During the meeting, the program faculty evaluated selected
assignments using the same rubric. Results of this effort indicated discrepancy in
scores depending on the programs the faculty were representing. For example,
elementary and special education faculty members did not agree on the definition of
technology and the programs departed at this point and decided to calculate
reliability for the rubric by individual programs.

All EPP designed rubrics were assessed for inter-rater reliability by each program, but
we only have data available for special education courses. Over the years we were
not able to keep track of data due to changes in the department-level leadership and
program faculty. Moving forward, we will use a centralized system (Planning and Self
Study and Student Learning and Licensure) to collect this information using a
systematic organized strategy.

Following is the process that was adopted by the special education program faculty.
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Three special education faculty individually rated the assignments using the rubrics
and compared the scores. The level of acceptable agreement rate between the raters
ranged between 66.67 to 100%. After discussing, the raters came to a consensus
and the acceptable agreement rate was 100% (See Evidence 5.1.8_Reliability).

To ensure assessment validity, the EPP created rubrics were designed by content
experts in collaboration with clinical partners to examine content validity through the
alignment of rubric elements to the state and national standards. All rubrics are also
aligned to state (CCT) and national standards (InTASC, CAEP).

Meeting and Aligning with CAEP Criteria for Evaluation of Assessments

All EPP created assessments (rubrics and surveys) are evaluated by two raters using
the CAEP Rubric Evaluation Tool. The rubrics were first evaluated independently by a
clinical partner and then reviewed by program faculty. Results show that in general,
the rubrics sufficiently align with CAEP's levels specifically administration and
purpose, scoring, data reliability and validity, survey content and quality (See
Evidence 5.1.9_EPP CAEP Evaluation).

Data Characteristics (Relevant, Verifiable, Representative, Cumulative, and
Actionable)

Our measures are a combination of proprietary measures with pre-established
reliability and validity and EPP designed rubrics designed in collaboration with clinical
partners. The QAS includes policies, procedures, and practices to ensure that the
quality of evidence for EPP measures are relevant, verifiable, representative,
cumulative, and actionable (Evidence 5.2.1_ Rubric Characteristics).

Relevant - All EPP rubrics are created by content experts with confirmation of
relevance and comprehensiveness by P-12 partners. We ensure that our rubrics are
aligned to state (CCT) and national (InTASC, CAEP) standards. The rubrics include
three performance levels (Mastery, Benchmark, and Unacceptable) that evaluates
candidates' proficiencies.

Verifiable - All rubrics are representative of all aspects that the EPP intends to
prepare candidates to be successful teachers. This is done by using proprietary
assessments with pre-established reliability and validity. EPP created assessments
were evaluated using the CAEP evaluation rubric to ensure that proficiency Level
Descriptor are developmental and qualitatively defined by selected criteria associated
with measures aligned with standards. We provide explicit training to evaluators who
will be assessing our candidates' performance, including how to provide our
candidates with formative and immediate feedback. Interrater reliability is calculated
for all EPP designed rubrics as mentioned above.

Representative - Data on undergraduate and graduate candidates across all
programs are collected using EPP adopted web-based assessment systems. Key
assessments on which data are collected are spread across all years spanning from
first year to senior year and across coursework completed at the graduate level. For
completers, we have put in place a 10-measure strategy that includes surveys, focus
groups, and meetings (See Evidence 4.1.1_Ten Measure Strategy). We made all
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efforts to include completers from all programs, however for the first attempt,

we have 50% representation from our programs (Elementary and Special Education).
Moving forward, we will encourage more participation from completers across all
programs.

Cumulative - Proprietary assessment data are reviewed regularly. We use these data
to conduct comparative analysis for students across programs and years. These data
are used to monitor trends to guide continuous program improvements. Data for all
key assessments are collected on Student Learning and Licensure and GoReact. They
house all data in systems that we have access to overtime for review and to make
data-based decisions.

Actionable - The EPP ensures that data collected for proprietary and EPP designed
assessments are actionable and are used to make data-based decisions leading to
continuous program improvement. For example, when edTPA was implemented as a
performance-based task required for graduation and certification, the EPP reviewed
the data and made required changes to the curricula to better prepare and evaluate
candidates to be successful in meeting all edTPA requirements (See Evidence
5.2.1a_New Lesson Plan Rubric). Additionally, when the State adopted the new CT
Foundations of Reading Test, the program faculty ensured that course content and
projects were aligned to the knowledge and skills needed to take and successfully
pass the CT Foundations of Reading Test (See Evidence 5.1.10_EDR 444 Updates).

Using feedback from the stakeholders on EPP designed assessments, the EPP has
made, and continues to make, recommended revisions to the assignments and
rubrics. For example, over the past few years, the EPP has made several major
changes to our student teaching evaluation rubric. Initially, we added an addendum
to meet specific program requirements to our general student teaching evaluation
rubric. More recently, we decided to adopt and implement the State designed CCT
rubric to evaluate student teaching performance across all programs. The new rubric
will be implemented starting in Spring 2023. Additionally, the EPP has made
consistent changes to the lesson plan template and rubric to support candidates to
master all areas of the rubric. These changes are also based on feedback that we
received from partners and to meet current workforce demands (See Evidence
5.2.1a_New Lesson Plan Rubric; 5.2.1b_New ST Evaluation).

Triangulation of Data

The EPP uses a systematic approach for collecting, analyzing, and using data to
understand candidate and completer preparation. Using the triangulation approach,
we gather both qualitative and quantitative data to measure Candidate Satisfaction,
Candidate and Clinical Effectiveness.

Candidate Effectiveness - Data on candidate effectiveness is measured across
programs on three measures - edTPA, Y2 Day Student Teaching Evaluation, Full-day
Student Teaching Evaluation. Data for candidate effectiveness confirms that our
candidates meet all program requirements and are performing at benchmark or
above on all elements of the evaluations. Candidates who do not meet the
requirements are provided with additional supports or counseled out of the program.
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Candidate Satisfaction - Candidate satisfaction is measured across multiple data
points. For course level satisfaction, we review course evaluations at the end of each
semester. The overall program satisfaction is analyzed when candidates respond at
the end of program. We hold focus group discussions with both candidates and
alumni to elicit candidate satisfaction information. For Alumni survey (See Evidence
4.1.3_Completer Focus Group Survey Data) are analyzed at the time of graduation.
Data for candidate satisfaction confirms that our candidates are satisfied with our
programs.

Completer satisfaction - Data for completer satisfaction are triangulated across
multiple measures including Surveys (Completers, Employers, P-12 Students), Focus
Groups (Completers, Employers), Action Research Projects, TEAM Data. These data
are similar to candidate satisfaction data where the candidates continue to use the
skills that they learned while in the program (Evidence 4.1.3_Completer Focus Group
Survey Data; 4.1.7_Employer Satisfaction Survey; 4.1.5_P-12 Student Survey;
4.1.6_TEAM Data; 4.1.4_Action Research Project_Introduction and Data)

Candidate Knowledge, Skills, and Dispositions - The EPP uses certification tests data
(Praxis, CT Foundations of Reading) and specific key assessment data to determine
program effectiveness. For example, the lesson plan data can be triangulated across
programs to determine candidate preparedness (See Evidence 1.1.4_EPP Designed
Assessment Data). Candidate performance data are also triangulated between
certification tests and EPP designed assessments (See Evidence 1.1.3_Proprietary
Assessment Data).

R5.3 Stakeholder Involvement

Evidence of Stakeholder Involvement in Program Design, Evaluation and Data Driven
Decision Making for Continuous Improvement

Our stakeholders are an integral part of our EPP and participate regularly in
collaborating with us on several levels starting from designing of
program/coursework, assignments and rubrics, data collection, evaluation and
making data-based decisions for continuous program improvement.

The following outlines institutional participation of stakeholders in evaluating program
and completer quality and effectiveness.

Program Level - The EPP is in continuous communication with school partners and
what our teacher preparation programs can do to support their P-12 needs. For
example, feedback from CSDE partners prompted us to offer an online master's in
special education programto support a shortage area. Key assessments and rubrics
are also co-constructed during our quarterly SUPAB meetings to ensure our
assessments are meaningful and relevant to produce successful teachers. Recently,
we piloted a dual enrollment program with 10 students from a local school district to
encourage high school students to enroll in teacher preparation programs based on
requests made by stakeholders. In addition, we are also working with another district
to create pathways that would allow their non-certified staff members to get certified
(See Evidence 5.1.3c_Oak Hill MOU).
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Course/Assignment Level - At the course level, we collaborate with our partners to
design meaningful and relevant assignments and involve them with professional
development events. For example, our partners provided training to our candidates
on the new IEP process that will be implemented in Fall 2022. Feedback received
from our partners who hired our candidates resulted in a change to include data
collection and progress monitoring skills in our curriculum. Our adjuncts and clinical
educators comprise teachers and/or administrators who provide direct, immediate,
and consistent feedback that enables us to make continuous program improvement.

Evaluation and Data Review Meeting - Stakeholders are involved throughout the
program reviewing candidates' performance data in fieldwork and student teaching
placements. Data review meetings (e.g., discuss, analyze, and disseminate results)
are held at mid and end of semester to make data-based changes to our curriculum.
Data for key assessments are collected on Student Learning and Licensure, and the
process is overseen by the MAAC responsible for ensuring that all stakeholders have
access to the data. As for instructors teaching courses with key assessments, at the
end of each semester, they submit a one-page summary with data and
interpretation. At the data review meetings, faculty and clinical partners review the
Student Learning and Licensure data and the one-page summary. At these meetings,
the team puts together professional growth plans for candidates who need additional
support (See Evidence 2.2.5_Growth Plan; See Evidence 5.1.5_One-Page Report).

Clinical Data - Stakeholders are involved in evaluating clinical experiences (e.g.,
fieldwork -First year students, Sophomore, and Junior Year) and practicum/student
teaching (Senior Year and Last Semester for Graduate Students). Clinical Faculty
(University Supervisors and Cooperating Teachers) and the Teacher Candidate (Self-
Evaluation) review formal data for senior year clinical experiences at the data review
meetings as described above. Stakeholders collect data during the mid- and final
semester student teaching evaluation to enable us to triangulate data on half-day
and full day culminating clinical experiences at the undergraduate and graduate
levels. We use discussions from our data review meetings to continuously improve
the programs. Moving forward, we would like to collect data from fieldwork teachers.
This change will allow us to collect feedback from clinical partnersand allow us to
strengthen our programs and engage in continuous program improvement.

Stakeholder Involvement in Completer Data Decision Making

Our stakeholders are actively involved in our data-based decision-making process
and provide meaningful feedback that allows us to engage in continuous program
improvement and better prepare our teacher candidates to be successful teachers
and have positive impact on P-12 learners. We selected five measures from the 10-
measure strategy as described in Standard 4 that requires partner involvement to
evaluate Completer Effectiveness. (See Evidence 4.1.1 Ten Measure Strategy) that
includes collecting meaningful and relevant feedback from all stakeholders. These
measures are as follows:

P-12 Student Survey of Completer Effectiveness

Teacher Education and Mentoring (TEAM) Program

Employer Satisfaction Survey -

Employer Focus Group Meetings

School University Partnership Advisory Board (SUPAB) meetings
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R5.4 Continuous Improvement
Review, Analysis, Interpretation, and Dissemination of Data and Evidence Collected
for Continuous Program Development

Admissions and Recruitment Data are shared and reviewed with the Deans and
Department Chairs by the undergraduate and graduate admissions offices (See
Evidence 5.4.1_Graduate Enrollment Tracking). Adjustments to recruitment and
admission processes are informed by these data. Program specific recruitment and
retention plans are reviewed and updated by the Director of Recruitment and
Retention who works in collaboration with the Collegiate Manager of Marketing and
Communication.

Key Assessment Data (proprietary, key assessments, completer and survey data) are
disseminated to program faculty and clinical partners every semester at data review
meetings. These compelling data allow us to monitor candidates' progress and put
support in place that would lead to continuous program improvement.

Certification Data are reviewed by the Manager of Assessment Accreditation and
Certification (MAAC) to ensure that candidates have met all requirements (program
and testing). Candidates are then recommended to the State for approval. Data
about approved completers are available on the State Data dashboard that allows us
to collect information about our completers and their progress in obtaining
certification. Proprietary test and key assessment scores inform the EPP on
improvements that need to be made to the curricula.

Completer Outcome Data are collected to determine completer impact on P-12
learners. Data are collected using surveys, focus groups, and meetings. Effectiveness
data are collected using action research projects, and TEAM training data that
completers share with us. We have put in place a 10-measure strategy to measure
completer effectiveness. These data are used to strengthen our curriculum to better
prepare our candidates (See Evidence 4.1.4_ Action Research Project Introduction
and Data; 4.1.6_TEAM Data). Moving forward, we will be conducting direct
observation of completers using the CCT rubric (See Evidence 3.3.2_ CCT/SEED
Rubric). These observations will be conducted by trained University Supervisors.

In our next steps for continuous program improvement, we will be using Watermark's
Planning and Self Study system to support transparent data sharing. This will allow
us to centralize data collection, review, analysis, and dissemination. The system will
also allow us to disaggregate data by candidate demographics (e.g., gender,
race/ethnicity) as appropriate, to provide a benchmark to guide interpretations of
strengths and areas for continuous improvement.

Program Improvements and Evaluation of Effectiveness
Several professional development events have been piloted as part of program

improvement efforts to examine completer effectiveness. For example, we provide
both professional development and networking opportunities to the candidates.
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Professional development opportunities include creating and using an electronic
portfolio, writing a professional resume and cover letter, doing a job search, listening
to talks on engaging with family and community, professional ethics, participating in
principals panel, mock interviews, and alumni night. During these professional
development events, candidates can interact, meet, and network with individuals
from their area of expertise and help them determine future goals.

This year (2022), we have invited district representatives to introduce the new IEP
document that the state will be adopting in Fall 2022. Our candidates will also be
involved in a Poverty Simulation activity, an interprofessional education (IPE) event,
to help them engage with other stakeholders and experience real life situations that
they may encounter as a teacher. Candidates participating in the IPE event can
interact with other professionals (e.g., nurses, occupational therapists, physical
therapists etc.) to understand the importance of everyone's perspectives and then
determine next steps that would best help to support students in the classroom.

Changes to Curricula and Clinical Experiences for Continuous Program Improvement

Course improvements are ongoing as part of our continuous improvement efforts. For
example, when Connecticut adopted edTPA as a required assessment, program
faculty from across programs revised the lesson plan template and rubric to ensure
that candidates were prepared to implement edTPA in their senior year. Another
recent change was related to candidate performance on the Connecticut Foundations
of Reading Test. Data over the years indicate that candidates struggle with the
written response component of the test. To better prepare our candidates we revised
our curriculum to provide them with additional opportunities to practice those skills.
We have also made conscious efforts to ensure that our candidates are culturally
responsive and reflective practitioners are well-versed in diversity, equity, inclusion,
and social justice (See Evidence 5.4.2_EDF 120 Syllabus). This experience is
provided to candidates using case studies with opportunities to have meaningful
discussions within safe classroom environments created by the instructors.
Professional development events based on these aspects have also been organized
for candidates' benefit (See Evidence 5.4.3_Professional Development Sample). We
have made substantial changes to clinical experiences. We assigned fieldwork hours
to EDP 340 - Differentiated Instruction to ensure that our candidates had the
opportunity to observe teachers differentiating instruction. We also added a video
recorded teaching component to the lesson plans candidates developed in PSY 332.
Another assignment connected to clin

Standard R.A.5: Provider Quality, Continuous Improvement and Capacity (Advanced Programs)

i. Evidence/data/tables. Upload each item of evidence under the appropriate component(s) of the Standard.

1 W 3.1.2_Recruitment and Retention Plans.pdf
RA.5.3 Stakeholder Involvement

2  3.1.3_Recruitment Strategies.pdf

RA.5.3 Stakeholder Involvement

3 # 3.2.2_Transition Points and Triangulation.pdf
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RA.5.2 Data Quality
RA.5.4 Continuous Improvement
4 @ 3.2.3_ Appeal Process.pdf

RA.5.1 Quality Assurance System
5 @ 5.1.1_Transition Points .pdf

RA.5.1 Quality Assurance System
RA.5.2 Data Quality

RA.5.3 Stakeholder Involvement
RA.5.4 Continuous Improvement

6 & 5.1.1h_Transition Points Sample of Two Programs.xlsx

RA.5.1 Quality Assurance System
RA.5.2 Data Quality

7 W 5.1.4 Program Effectiveness Measures.pdf

RA.5.1 Quality Assurance System
RA.5.2 Data Quality

RA.5.3 Stakeholder Involvement
RA.5.4 Continuous Improvement

8 @ 5.1.9 _EPP CAEP Evaluation.pdf

RA.5.1 Quality Assurance System
RA.5.2 Data Quality

@ A.E.3_Practicum & Internship Supervisor Evaluation Surveys and Results School
Psychology.pdf

RA.5.2 Data Quality
RA.5.3 Stakeholder Involvement
RA.5.4 Continuous Improvement

é W A.E.6_School Psychology Advisory Board School Psychology.pdf

RA.5.3 Stakeholder Involvement
RA.5.4 Continuous Improvement

1
1 @ A.E.4 Employer and Completer Survey Results School Psychology.pdf

RA.5.3 Stakeholder Involvement
RA.5.4 Continuous Improvement
il. Analysis report. Write a narrative that delineates the connection between the evidence and the Standard.

The advanced program Quality Assurance System mirrors the systems in place for
initial program. The only additional tool they use that is not used by the initial
programs is Qualtrics.

Quality Assurance System: Description, Maintenance, Functioning Evidence

As an EPP we have developed a functioning QAS that provides data output that
involves all key stakeholders (faculty, staff, completers, employers, P-12 partners,
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and administrators across offices and functions) and allows for continuous
improvement. The QAS includes multiple components to measure (1) candidate
progress, (2) completer effectiveness, (3) candidate, completer and employer
satisfaction, and (4) operational efficiency. The QAS incorporates the performance
standards of relevant national and state organizations. At the national level, the
system is informed by the standards of Council for the Accreditation of Educator
Preparation (CAEP), and nationally recognized program recognition body (NASP).

The EPP systematically conducts academic and non-academic screenings for
admission and progression within the professional program to foster continuous
improvement. The QAS also includes performance-based assessments to evaluate
candidate readiness and completer effectiveness. These compelling evidence are
collected at various transition points to ensure that candidates receive feedback at
regular intervals, and for the EPP to make systematic and continuous program
improvement.

The EPP QAS Workflow illustrates the nature and scope of ongoing data collection and
review. It also includes a description of the process and the list of stakeholders who
are an integral part of the QAS and instrumental in successful functioning of the
established QAS (See Evidence 5.1.2_QAS Workflow).

Continuous program improvement is the focus of all functions within the QAS. The
goal of the QAS is to provide quality assessment data and results that can be used
for actionable program improvement. A set of policies and procedures, as well as
committees of key stakeholders and partners, offices, and personnel have been
established to ensure quality in admissions, courses, program design, and candidate,
and completer performance. The QAS for initial and advanced programs operates on
a well-established and evolving framework that includes such as fiscal, operational,
academics, and personnel (See Evidence 5.1.3_Operations).

The main strength of the QAS is that it is systematic, requires minimal training, and
is easily accessible from on-campus and off campus locations. The QAS can gather
information in one location allowing individuals from different offices on campus to
support students without having to schedule multiple meetings. For example,
Compass, a web-based student success management system connects instructors,
candidates, Access-Ability Services, Center for Student Success, academic advisors,
Dean's Office and provides the support needed to individual students. Authorized
faculty and staff can access student progress, add advising notes, raise flags,
positively reinforce candidates' progress, and communicate using the one web-based
system.

Another tool in the QAS is the Student Learning and Licensure assessment system. It
facilitates management of assessment data for individual candidates, aggregates and
disaggregates data, and allows for alignment of rubrics to national and state
standards. GoReact, another web-based system provides detailed and timely
feedback to teacher candidates by their university supervisor and cooperating
teacher. The university recently adopted the Planning and Self Study and moving
forward we will be using that system for centralized and flexible assessment and
accreditation planning. The university has also adopted DegreeWorks, a web-based
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degree audit tool, that helps students and advisors monitor progress toward degree
completion.

All EPP created assessments (rubrics and surveys) are evaluated by two raters using
the CAEP Rubric Evaluation Tool. The rubrics were first evaluated independently by a
clinical partner and then reviewed by program faculty. Results show that in general,
the rubrics sufficiently align with CAEP's levels specifically administration and
purpose, scoring, data reliability and validity, survey content and quality (See
Evidence 5.1.9_EPP CAEP Evaluation).

Reliability & Validity of Assessment:

Reliability & Validity of Assessment: The following steps were followed in Fall 2018 in
establishing validation for this scoring rubric:

Selection of participants for an Expert Panel:

Notification of need for participants was sent to alumni of the program as well as
school psychologists in the region. From that request, 14 individuals agreed to
participate. These participants represented school psychologists from several
different states, from school districts of different sizes, and at different stages of
experience from early career to retired.

This scoring rubric contains 18 items covering the areas of Psychological Assessment
Reports identified above.

A Qualtrics Validation survey was developed that included the following:

1. Introduction and directions to the participants

2. Each of the 18 items was included in the survey. The participants were asked to
rate each item with one of the following responses:

a) This question is essential

b) This question is useful but not essential

c) This question is not necessary

If the participant rated an item as a 2 or a 3 they were then asked to describe how
that item could be improved so as to address more essential information or if the
item should just not be included. Responses to this question had to be provided
before the participant could move on to the next item.

The last question in the survey allowed the participants to provide additional
comments

At the conclusion of the validation survey, the results were analyzed using the
Lawshe (1975) Content Validity method:

a) For each item, a Content Validity Ratio (CVR) score was calculated by dividing the
number of ratings of 1 (this question is essential) received by the total number of
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b) A CVR score of .636 was identified as the critical value needed to determine that
the item was valid as written. This critical value was established based on the
number of responses obtained, which was 11 for this survey, indicating that at least
9 respondents identified this as an acceptable item.

c) All but one of the 18 items for this scoring rubric met the CVR critical value. For
some items that met the criteria, there were still a few comments provided.

d) All comments were considered and in some cases, adjustment to items were
made.

e) For the 1 item that did not meet the CVR critical value, the updated version based
on feedback received, was included in a follow-up Qualtrics Survey that asked to
Expert Panel participants to consider items that were changed across all Evaluation
Surveys and Assessment Rubrics being validated at this one time and to rate the new
item using the same 3 point scale described earlier. Nine raters participated in this
follow-up survey and a CRV of 1.0 was obtained and it was determined that this item
also met the critical value cut-off.

(The completed Reliability and Validity chart for the assessments can be found in See
Evidence A.E.9_Psychological Assessment Rubric and Validation School Psychology;
A.E.10 Consultation Case Study School Psychology; A.E.4_Standard A.4 Employer
and Completer Survey Results School Psychology; A.E.3_Practicum & Internship
Supervisor Evaluation Surveys and Results School Psychology).

Stakeholder Involvement in Completer Data Decision Making

Our stakeholders are actively involved in our data-based decision-making process
and provide meaningful feedback that allows us to engage in continuous program
improvement and better prepare our candidates to be successful in the field (See
Evidence A.E.4_Employer and Completer Survey Results; A.E.6_School Psychology
Advisory Board).

Admissions and Recruitment Data are shared and reviewed with the Deans and
Department Chairs by the undergraduate and graduate admissions offices (See
Evidence 5.4.1_Graduate Enrollment Tracking). Adjustments to recruitment and
admission processes are informed by these data. Program specific recruitment and
retention plans are reviewed and updated by the Director of Recruitment and
Retention who works in collaboration with the Collegiate Manager of Marketing and
Communication.

Key Assessment Data (proprietary, key assessments, completer and survey data) are
disseminated to program faculty and clinical partners every semester at data review
meetings. These compelling data allow us to monitor candidates' progress and put
support in place that would lead to continuous program improvement.

Certification Data are reviewed by the Manager of Assessment Accreditation and
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Certification (MAAC) to ensure that candidates have met all requirements (program
and testing). Candidates are then recommended to the State for approval. Data
about approved completers are available on the State Data dashboard that allows us
to collect information about our completers and their progress in obtaining
certification. Proprietary test and key assessment scores inform the EPP on
improvements that need to be made to the curricula.

Completer Outcome Data are collected to determine completer impact. Data are
collected using surveys completer and employer surveys. These data are used to
strengthen our curriculum to better prepare our candidates. In our next steps for
continuous program improvement, we will be using Watermark's Planning and Self
Study system to support transparent data sharing. This will allow us to centralize
data collection, review, analysis, and dissemination. The system will also allow us to
disaggregate data by candidate demographics (e.g., gender, race/ethnicity) as
appropriate, to provide a benchmark to guide interpretations of strengths and areas
for continuous improvement.

IV. Areas for Improvement (AFIs) from previous accreditation decisions, if any

Previous AFI(s)
(1) [NCATE STD2]The unit's data management system is not fully operational across all programs. [Both]

(2) [NCATE STD4]The unit has not demonstrated good-faith efforts to recruit and maintain professional education faculty
members from diverse ethnic/racial groups. [Both]

(3) [NCATE STD6]AN inadequate number of support personnel limits the maintenance of the assessment system. [Both]

a. Statement of progress and supporting evidence for removing the AFI(s)

(1) [NCATE STD2]The unit's data management system is not fully operational across
all programs. [Both]

As a University we have adopted several systems that would allow us to adopt a
quality assurance system that can we effectively implemented across programs.
Some examples include the adoption of SLATE which is a comprehensive platform to
streamline the admissions and enrollment management. We have also adopted
Compass and Degree Works another web based system that has allowed us to
streamline the advising and student support systems. The University has also
adopted Watermarks Planning and Self-Study and Student Learning and Licensure
systems. The teacher preparation programs had been using LiveText and then VIA,
but with the University adopting the system, it will help with smooth implementation
with fidelity. As an EPP we have also started using One Drive to share information
with faculty and clinical partners.

(2) [NCATE STD4]The unit has not demonstrated good-faith efforts to recruit and
maintain professional education faculty members from diverse ethnic/racial groups.
[Both]

Over the years we have made every effort to recruit and maintain professional
education faculty members from diverse ethnic racial groups. Currently, over 35% of
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our faculty are from diverse ethnic and racial groups. The University has whole has
adopted several efforts to train search committees involved in reviewing and
interviewing potential candidates. The same message is shared with the College and
Department Leadership.

(3) [NCATE STD6]An inadequate number of support personnel limits the maintenance
of the assessment system. [Both]

In 2019 we created a new position for a Co-ordinator of Assessment and
Accreditation to oversee the Assessment, Accreditation, and Certification process. In
2020 the position was updated to Manager to Assessment, Accreditation, and
Certification - MAAC (See Evidence 5.1.3a). The MAAC is responsible for identifying,
establishing, and maintaining smooth functioning of the EPP data management
systems

b. Overview of evidence in support of removing the AFI(s)

1 # 5.1.3a_Assessment and Accreditation Position.pdf

State Standard(s) Evidence

Evidence/data/tables (Upload each item of evidence under the appropriate components of the standard and
answer any questions provided by the state.
No Evidence found.
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