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Seven Exemplars

full-time preservice graduate students training in professional development
schools; and (5) more than two hundred uncertified bachelor’s degree hold-
ers, including many Teach for America (TFA) corps members, who were
employed as teachers in area school districts and charter schools and who
pursued licensure through alternative routes (Aspire to Teach).
The large number of alternative-route candidates is the result of a state
education policy context that encourages free-market strategies for teacher
education and schooling. This context further complicates the task of pre-
paring teachers to provide historically underserved students equitable access
to deeper learning. The CU Denver faculty and their school partners have
responded in extraordinarily creative ways to this difficult environment, in-
cluding creating new pathways into teaching for nontraditional teacher can-
didates that preserve their commitment to high-quality teacher preparation.
For all pathways, in both courses and clinical placements, teacher candi-
dates’ learning is guided by a common set of essential questions and anchor
experiences, and their knowledge and skills are demonstrated through com-
mon performance assessments. These program elements enable teacher can-
didates to form strong and supportive teaching-learning relationships with
university faculty, teachers and leaders in their placement sites, and their
peers—all of which are key to their becoming well-prepared professionals.
Four essential questions serve as a frame for teacher candidates as they
move through the program, and for instructors as they design their courses:

* Essential question 1: What do I know and believe about myself, my
students, their families, and their communities within the larger
social context?

* Essential question 2: How do I act on these beliefs to create inclusive
and responsive learning opportunities and transform inequities?

* Essential question 3: How do I enact principles of social justice and equity,
inclusiveness, cultural and linguistic responsiveness, learning theory, and
discipline-specific pedagogy within my pedagogical practices to plan, revise,
and adjust curriculum, instruction, and assessment to ensure success

and growth for all my students, always acting as a critical urban edu-
cator to advocate for my students?

* Essential question 4: How do I reflect upon principles of social justice and
equity, inclusiveness, cultural and linguistic responsiveness, learning
theory, and discipline-specific pedagogy within my pedagogical prac-
tices in order to further plan, revise, and adjust curriculum, instruction,
and assessment to ensure success and growth for all of my students,
always acting as a critical urban educator to advocate for my students?

37




38

Preparing Teachers for Deeper Learning

Candidates experience a curriculum focused on deepening their subject-
matter knowledge, on instructional practices that reflect the science of learn-
ing, and on social and racial justice for students attending urban schools in
high-poverty neighborhoods. University coursework engages the teacher
candidates in the deeper learning pedagogy that they are being taught to
use. Intensive and well-articulated clinical placements in professional devel-
opment schools (PDS) in neighborhoods of concentrated poverty provide
apprenticeships with teachers who themselves teach for deeper learning.

This PDS strategy began in the early 1990s when CU Denver was one
of the earliest members of the National Network for Fducational Renewal, a
group of university teacher education programs that were dedicated to the
simultaneous renewal of schools and the institutions that prepare teachers.
The PDSs were intended to engage the faculty of the school together with
university partners in an ongoing process of improving the education pro-
vided to the preK-12 students attending the schools and, at the same time,
provide high-quality clinical settings in which future teachers could learn
to teach and become part of a professional community. The PDSs became
and continue 0 be core partnets in CU Denver'’s teacher preparation pro-
gram as they focus increasingly on deeper learning and social justice. We
discuss this partnership strategy more fully in chapter 10.

A maijor goal of all the CU Denver pathways is to have every gradu-
ate ready to teach in urban schools with linguistically, racially, and so-
cioeconomically diverse populations. Accordingly, CU Denver aligns its
program to a set of deeply held and shared values that include basing
instruction on what we know about learning and on the centrality of 1an-
guage, culture, and identity. In addition, deep knowledge of, and relation-

ships with, communities and samilies inform deeper learning experiences
that are rigorous and relevant. These merge in the program’s conceptual
framework, depicted in figure 2.1, which shows the various dimensions
of teaching and learning that must be considered in such contexts and
their connections to one another. This framework guides the candidates
as they develop their teaching practice as well as experience being learn-
ers themselves. When teacher candidates conceptualize and plan for stu-
dent learning, they place K-12 students at the center of the framework.
When faculty are focused on candidates’ learning, the teacher candidates
are themselves in the center.

As a result of this approach, 96 percent of CUD candidates reported on
our LPI survey that they feel “well” or “very well” prepared to teach students
from diverse racial, ethnic, and linguistic backgrounds, and more than
80 percent report being “well” o1 «yery well” prepared to teach students
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students with- deep, engaging, and relevant learning experiences aligned
with four key design principles: equity, personalization, authentic work,
and collaborative design. The HTH model is designed to integrate technical
and academic education, prepate students for future education, and cre-
ate a sense Of community engagement and responsibility. HTH has grown
from one high school to a network of thirteen charter elementary, middle,
and high schools in the San Diego area. It offers a teacher education pro-
gram, accredited by the California Commission on Teacher Credentialing,
that prepares educators to teach in the HTH network as well as in seventeen
other schools that pariner with the program.
Established to train educators who embrace High Tech High's design
s and the project-based learning (PBL) approach, the two-year,
school-embedded teacher preparation program consists of three separate
tracks: a single-subject track for grades 6-12, a multiple-subjects track for
self-contained elementary classtooms and some middle school subjects,
and the education specialist track for teachers working with students who
have mild to moderate disabilities. The program operates alongside the
High Tech High Graduate School of Education (GSE), established in 2006.
The HTH GSE includes two MEd degree programs, one focused on teacher
leadership and the other on school leadership, and is adding a teacher resi-

principle

dency program.
High Tech High's internship teacher preparation program is accredited
h intensive fieldwork, mentor-

to prepare California K-12 teachers throug
ship, and project-based coursework aligned to state standards. In Cali-

fornia, regulations governing intern pathways into teaching require that

candidates complete an approved program of teacher education course-
work and supervised clinical work that allows them to meet the same com-
ared in traditional presetvice routes. This

petencies as those who are prep
oring and supetvision while learning to

includes receiving intensive ment
teach and passing all the licensure tests and a state-approved teacher per-

formance assessment.
Unlike programs that admit and train candidates who are then hired

by schools, the High Tech High program admission process begins with

the HTH schools’ hiring process. Candidates go through the same intensive

interview process as any teacher hired by HTH. Depending on their quali-
dmitted either as intern teachers responsible

fications, candidates may be a
for their own classrooms or—if they lack prior teaching experience—as ap-

prentices, who will work side by side with veteran teachers until they are

ready to take on their own class.
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Design principle Attributes of the school/intern program
program aims for

Equity: High Tech High schools
are intentionally diverse and inte- increasing intern diversity.
grated, enrolling students through ¢ A variety of teaching approaches are used to

azip code-based lottery aimed at accommodate diverse learners.

creating schools that are reflective * Technical and academic learning are integrated

of the communities they serve. across the curriculum. -

Tech High « Small learning community structure allows
teachers to know students well.

« Advisory program for all students includes indi-
vidual advisors (mentors) for candidates

« projects reflect students’ interest and passions.

« Integrated support services are available for stu-
dents with special academic and/or social and

emotional needs.

« Student population is diverse;

personalization: High
schools foster student engage-
ment by knowing students well,
tapping into students’ experiences
and interests, and building a
strong sense of community.

« Students connect their studies to the world
through fieldwork, internships, and consulta-
tion with outside experts.

« Projects integrate hands and minds and incor-
porate inquiry across multipte disciplines.

. Students have one-on-one relationships with
adults in field placements.

« Teaching staff includes experienced master
teachers, recent university graduates, and pro-
fessionals from the world of work.

« Curricutum is designed by teachers in collabo-
ration with students, and reflects both teacher
and student interests.

« Teachers meet in teams for at least one hour
daily for planning and staff development.

“pbout High Tech Hig

Authentic Work: All students en-
gage in community-based learn-
ing, collaborating with adults on
meaningful work that extends be-

yond the walls.

Collaborative Design: High Tech
High teachers collaborate to de-
sign curriculum and projects, lead
professional development, and
participate in hiring, while seeking
student experience and voice in
each of these areas.

Source: Adapted from High Tech High,
Jabout-us/

h,” https://wwW.hlghtechhigh.org
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