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The Internship
in Teacher Education

By Jose Smith & Randall Souviney

Nearly half of beginning teachers in California
leave the profession within five years of induction
(CTC, 1992; Haberman, 1989). Beginning teachers
give several reasons for prematurely changing ca-
reers, most frequently citing dissatisfaction, not with
low salaries, but with working conditions (AACTE,
1988). Why is it so challenging to educatc new
tcachers who are prepared to successfuily mcet the
challenges of today’s schools? In this paper, we
discuss the internship in teacher education in gen-
eral, and more specifically how the secondary intern-
ship credential program at the University of Califor-
nia, San Diego (UCSD) contributes to the
development and retention of secondary teachers.

On-the-Job Education

Prior to the industrial revolution, apprentice-
ships were generally employed when preparing neo-
phytes formembership incritical professions. Michael
W. Coy (1989, pp. xi) concluded that “apprentice-
ship is employed where there is implicit knowledge
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to be acquired through long-term observation and expericncc...[relating] not only
to the physical skills associated with the craft, but also to the means of structuring
economic and social relationships between oneself and other practitioners, between
oneself and once’s clients.”

The industrial revolution was introduced when machinery was invented that
could perform repetitious tasks with the guidance of minimally trained people. The
introduction of these machines reduced the number of apprenticeships in trades that
could translate work into discrete, easy to describe components. This ultimately led
to the deskilling of the workforce and the introduction of basic literacy training for
workers (Coy, 1989).

Today, industry once again is attempting to employ teams of skilled workers
to compete in an international market that demands more personalized products.
Multipurpose machines that are able to quickly shift betweentypes of manufactured
goods arc being installed by export-oriented industries. These changes have
advanced the usc of “quality circles,” *line-level decision making,” and *just-in-
time” inventories, all of which require a more professional work force. These
changes in market demands have renewed interest in on-the-job training for today’s
workers (Piore & Sabel, 1984).

The education of professionals has also included supervised practice as a
critical element in the development and evaluation of complex job skills. Intern-
ships, likc apprenticeships, involve novices in work with experts over an extended
period. However, internships are generally associated with professions that require
complex decision making skills and expertisc in more than one discipline—such as
physicians, veterinarians, teachers, and architects. Thesc professions develop an
extensive research literaturc that novices use to deduce appropriate practices.
Unlike apprentices, however, interns typically work with more than one “master”
who posscss specialized expertise.

The Education of Teachers

Until the late 1800s, “on-the-job™ training was the primary method for
preparing most public school teachers in the United States, and the practice
continued formany rural school districts untii the mid- 1900s. Thesc efforts were not
true apprenticeships, however, since novices did not work as assistants to master
teachers for an extended period prior to independent teaching. Typically, an
elementary teaching position would be offered to an outstanding high school
graduate if an experienced teacher could not be found. The novice teacher would
be “apprenticed” to the superintendent in rural areas or to the principal in larger
schools. State certification was either not required or atemporary permit was issued
for work within a particular district.

Retaining a position during this era depended on the local board’s satisfaction
with the teacher’s work rather than an evaluation of performance based on accepted
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professional standards. “Normal schools” were developed at the turn of the century
partly to promulgate professicnal teaching standards (Keyser, 1977; Klausmeier,
1990).

Alternative routes for teacher certification have been authorized in many states
in response to teacher shortages. Internship programs for teacher education ap-
peared in the early 1950s to facilitate returning veterans’ cntry into the profession.
Claremont Graduate School and Stanford University pioneered internship creden-
tial programs in California during this peried.

Under pressure from urban parents and school officials, state politicians have
more recently established policies that allow school districts to, once again, train
their own teachers. The course work in such programs is largely designed to address
immediate district nceds, though the graduates ultimately receive regular teaching
credentials. Nationally, over 6,000 district-rccommended credentials were issued
by 1991 (CTC, 1992). In the carly 1990s, approximately three percent of all
credentials issued in California were district-recommended. In the Los Angeles
Unified School District, a significant proportion of new hires arc “home grown”
interns. From 1984 to 1992, that district recommended over 1,800 interns for
Catifornia state credentials. By 1992, over two-thirds of the intem graduaies were
hired as regular teachers by the district and 90 pereent of those were still teaching
four years after induction (Stoddart, 1992). The California Commission on Teacher
Credentialing issued approximately 250 district-based and 500 university-based
intern credentials over the past three years, which represents only a small fraction
of all credentials issued. Overall, about twice as many internship credentials were
issued at the elementary level as at the secondary level {private communication).

Teacher Internships

Louis Wirth (1964) observed that the most important things to understand
about a culture arc those that it takes for granted. Initiation into a complex society,
then, involves learning the unspoken truths upon which successful behavior is
ultimately measured. Beginning teachers must discover many fundamental prac-
tices that are so embedded in the professional culture that they are often intarigible
even to their mentors. These critical elements are generally difficult to communi-
catc and are revealed to the novice only through reflective, direct experience
(Mchan & Wood, 1975).

Scveral technical, social, and economic hurdles await those who wish to be
professional teachers. To qualify, a novice must command a vast body of interdis-
ciplinary knowledge, understand the practical applications of learning theory,
display complex interpersonal skills, and master the social and ethical rituals that
define membership in the profession. This must be accomplished in the context of
a society that holds teaching in relatively low esteem, requires a costly training
period, and offers limited tangible rewards (Goodlad, 1990; Klausmeier, 1990).
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Public school teaching has become an increasingly complex activity. To be
successful today, a professional teacher must not only be an accomplished aca-
demic instructor, but must also possess extensive knowledge of social work,
counseling, and psychology. Fifteen weeks of student teaching is insufticient for
most students to develop the necessary understanding of the complexities of
effective practice to be independent professionals. The California Beginning
Teacher Support and Assessment Program (CTC, 1994) concluded that beginning
tcachers were likely to feel confident and successful only if they participated in a
year-long program of systematic support that included structured time working
with experienced teachers and training directly related to their immediate instruc-
tional needs.

The UCSD Internship Program

The UCSD secondary internship credential program wasimplemented in the mid-
1980s. Since the University graduated a number of scientifically skilled students and
inner-city and rural schools desperately needed qualified mathematics and science
teachers, the Teacher Education Program (TEP) explored ways to recruit qualificd
science and mathematics majors at UCSD into the teaching profession.

Firstof all, several credential programs throughout the country were reviewed,
particularly the internship pregram at the Claremont Graduate School, a sclective
private university in Southern California. The Claremont program had successfully
recruited qualified candidates over the years and its highly regarded graduates
enjoyed an above average retention rate, The question remained whether UCSD
could adapt this program to work successfully in a public rescarch university.

Barbara Rogoff’s (1984) notion of “guided participation” influcnced the
design of the UCSD program. Rather than focusing on the artifacts (e.g., lesson
plans and classroom management) or the individuals involved (e.g., interns,
supervisors, and cooperating teachers), a structure was developed that facilitated
appropriate teaching-leaming interactions among interns and a variety of expert
personnel {Levin, 1990).

A variety of expert personnel were assigned to work with intems in both
university and classroom settings, and a variety of activities were planned for both
settings. In practice, the relative importance of these experts and activities varied
over the two-year program as interns took on increasing responsibility for indepen-
dentteaching. The university supervisor was responsible for the coordination of'this
transformation. Scaffolded support for practice was offered through methods
instruction, field observations, and classroom coaching. Supervisors also coordi-
nated the interactions with veteran teachers who provided opportunities for obser-
vation, tutoring, and student teaching prior to the internship. Research faculty also
tnteracted with interns and supervisors through education foundation courses and
cultural studies.
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The supervisor initially instructed the first-year students called pre-interns in
formal courses on teaching practices and classroom organization. They then
facilitated joint projects such as curriculum reviews, lesson planning, school and
community inventories, and portfolio assessment. Supervisors also provided pro-
fessional assessment for pre-interns by organizing field placements, cvaluating
classroom performance, modeling classroom practices, and, eventually, develop-
ing a peer relationship with interns as they developed confidence and indepen-
dence. Upon completion of the program, supervisors assisted graduates in securing
permanent employment and facilitated involvement in professional organizations.

Limitations of Student Teaching

The faculty felt a more realistic field experience than student teaching was
needed to meet program goals. All basic credential programs in California require
15 weeks of student teaching. The traditional student teaching expericnce is
essentially an abbreviated apprenticeship. Trisha Maynard and John Furlong
(1993) cbserved that simply placing a novice in the presence of an expert teacher
for 15 weeks may not be sufficient to provide the tacit knowledge and technological
skills needed to be successful in today’s complex classrooms. The dual allegiance
of the candidate to the cooperating tcacher and university supervisor defuses the
focus of the apprenticeship experience,

Research on the student teaching experience suggests several potential short-
comings. For example, secondary student teachers often teach less than a full-day
schedule of classes. Students are unable to experience the beginning, end, or other
important phases of the school year (Berliner, 1987). The student teacher must
attend to the pre-existing classroom organization, often finding it unwise to risk
failure by trying to implement one’s own ideas about curriculum and classroom
organization. Since classroom management is typically established by the cooper-
ating teacher during student teaching, first-yearteachers often experience difficulty
juggling priorities and effectiveiy coordinating time (Bartell & Ownby, 1994).
Sharon Feiman-Nemser and Margret Buchmann (1987} found that student teachers
often reported “going through the motions of teaching” rather than “connecting
these activities to what pupils should be learning over time.” The internship offered
a more realistic alternative to student teaching.

The Recruitment Advantages of Internships

Typically, students do not attend research institutions like UCSD with the
intention of teaching in the public schools, Students often consider teaching as a
career near the end of their undergraduate program, perhaps after serving as a tutor
on campus or volunteering in a schoolas a public service experience. Some students
decide that they prefer working with people rather than working in a laboratory, or,
due to the intense competition for positions in graduate and medical schools, they

-
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realize that their original career goal may be unrealistic.

To attract qualified undergraduate science and mathematics majors and tech-
nical professionals secking to change careers, teacher education programs must
compete with other graduate opportunities that provide financial support for
candidates. Since one-year graduate credential programs arc generaltly non-degree
programs, students do not have access to fellowships to assist with their fees and
living expenses. Paid internships can offer financial support for non-degree
credential candidates, substantially increasing the pool of potential students.

Initial Program Planning

University-based internship programs in California are required to establish a
collaborative arrangement with each district’s administration and the teachers’
union. Most districts first accomplished this through a side letter to the teacher’s
contract and eventually intern language has been integrated into many standard
contracts. Such agreements stipulate the level of compensation (minimum of 87.5
percent of starting salary), the maximum appointment percent (67-100 percent),
level of benefits (district health package or reimbursement for university student
coverage), union membership requirements, the total number of interns to be placed
cach year, and the support scrvices to be provided by the district. The first year of
the USCD program, a prospectus was sent to all 25 unified and secondary school
districts in Sain Diego County. Meetings were held with the personnel directors and
the teachers’ union representatives in the eight districts that responded.

The union and district administrators expressed different priorities during
initial negotiations with the University. The unions responded to theirconstituency’s
concerns about assignment and transfer policy. Current tcachers wanted to insure
their rights of transfer to desired positions while the administration wanted to fill
positions with the most qualificd candidates. The primary motivation on the part of
the school administrators was the potential for recruiting academically qualified
interns whose performance could be assessed for a full year without centinuing
employment obligations. The union supported the program as an effective way to
recruit more qualified candidates for difficult-to-fill positions and to provide
current teachers with release-time or stipends to support intern development.

Four districts agreed to participate initially. One was an urban district with over
40 secondary schools, another a rural district with two secondary schools, and the
remaining two were suburban districts with a half-dozen secondary schools.
Thirteen placements were supported by state lottery funds in one of the suburban
districts during the first year. The other three districts hired the remaining seven
interns as part of their regular staffing allotment.

During the first ycar of the program, some teachers expressed skepticism of the
internship model, preferring the more familiar master/student teacher relationship.
In some cases, these teachers established barriers to intern suceess. One department
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chair, for example, refused to help interns locate laboratory equipment, arranged
inconvenient teaching schedules for interns, and loaded interns’ classes with
challenging students. In another district, the newly elected union representatives
felt the program was being imposed on them by their administrators, Additional
meetings with the teachers and administrators in this district led to a formal
arrangement for selecting teachersto serve as intem advisors and as a representative
to the University Advisory Committee. Generally, however, the teachers increas-
ingly welcomed the interns over the years and have provided execllent support,
access to instructional materials, and sage advice.

_ Intern Placement and Support

Inthe first year of the program, principals intwo districts placed interns in part-
time positions. [n several cases, sections were assigned to interns to provide release-
time for department chairs. In the urban district, each pair of interns shared one full-
time position.

The districts appointed an advisor for each intern who was selected jointly by
the University and the school. The districts compensated intern advisors in different
ways. Onc district assigned a Mentor Teacher to each intern, another paid a stipend
of three percent of base pay. Since eight to ten part-time interns were placed in the
urban district, one teacher was released full-time to serve as the advisor for all
district interns. This teacher worked closely with the university supervisors and
participated as an adjunct instructor during the weekly seminars.

Advisors taught the same discipline as the intern and worked at the same site.
Since interns had completed extensive preprofessional field experience and their
intern credential allowed them to teach without direct supervision, the advisor
functioned as a pcer consultant rather than a traditional “master teacher.” Advisors
were asked to help orient the interns to the resources at the school, allow the interns
to observe their classrooms, and occasionally visited the interns’ classes to assist
with lesson organization or classroom management.

Each intern was assigned a university supervisor who was an expert teacher in
the intern’sdiscipline. These supervisors were full-time faculty atthe university and
also taught nstructional methods. During the year prior to the internship, the
supervisors taught preprofessional courses and observed preintern field experi-
ences. The supervisors developed a mentoring relationship with eight to 12 interns
over a two-year period through formal instruction in disciplinary methods courses,
supervision of various field experiences, and social intcraction throughout the
program. They spent considerable time 1n informal settings discussing their own
teaching, exchanging stories about classroom lore and their professional careers.
This intimate, long-term relationship between expert and novice, firmly located in
ongoing practice, provided guided access to tacit knowledge about the profession
which is often unavailable to beginning teachers.

1




The Internship in Teacher Education
R

Interns attended a weekly seminar on campus and took an additional profes-
sional course each quarter (reading and writing across the curriculum, multicultural
education, and special education). The internship seminar served as an extension of
the summer course on disciplinary-based teaching practices. During these semi-
nars, faculty offered advanced teaching methods and the interns critiqued each
other’slessons. Veteranteachers were frequent presenters in these seminars as well.
By 1990, the program also provided a computer and modem for each intern so they
had access at home to internet resources and the ability to casily communicate with
supervisors {Souviney, Saferstein, & Chambers, 1995).

In recent years, the program introduced an English credential and added a
spectally designed instructional component for English language learners for ail
interns. Two additional districts joined the program in 1995 as well.

Participant Assessment of Program Effectiveness

Several sources of information were used to assess the effectiveness of the
UCSD secondary internship credential program. A survey of current interns and
graduates was undertaken and follow-up interviews conducted based on question-
naire responses. Interviews were conducted with faculty, intern advisors, and
employers. Job placement and teacher-retention data was also compiled.

_ Intern Questionnaire Design

In 1993, program graduates since 1988 and the current 1993 interns were
mailed the initial questionnaire. One English intern was included in the survey since
she was the only intern in newly developed English/ESL program. The question-
naire return rate was 32 percent (n=112),

Graduates were asked to specify the courses and other program features they
found most helpful as they started their teaching carecrs. Specifically, respondents
rated program courses and field cxperiences according to their perception of the
contribution to their success as an intern or new teacher. Graduates were also asked
to rate the support provided by TEP supervisors, other university faculty, intern
advisors, district administrators, department chairs, and other colleagues at their
schools. Respondents were asked to indicate other experiences that should have
been included or components that should have received more or less emphasis.
Graduates were also asked to identify areas of ineffectiveness in their own teaching
and to rate their teaching-confidence level at the completion of their internship year.

Questionnaire Results

The graduates were asked to rank the program elements according to their
relative usefulness in their development as a teacher. Overall, the questionnaire
responses reflected the concerns of new teachers struggling to keep order and
develop successful classroom practices. The current-year interns, in particular, felt
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that practice-oriented courses were more impartant to their teaching success than
courses that focused on the theory and practice of schooling. Overall, current interns
and graduates indicated that the practice-oriented components of the program were
most valuable to their development as a teacher. Approximately 75 percent of the
responses emphasized the importance of classroom teaching experiences and
practical assignments over courses emphasizing educational theory. The emotional
and clinical support provided by the university supervisors and fellow interns was
cited as the next most impertant factor. One student summarized the internship as
follows:

[t wasthe best ofall possible worlds: (a) setting up my own classroom; (b) teaching
allby myself; (¢) having TEP to help me when | needed help; and (d) having interns
to share expericnces and ideas.

Graduates who had been teaching for a few years fondly remembered the internship
as an opportunity to engage fully in the culture of the classroont, “The full year of
interning gives you a real feel for the ups and downs of the schoot year.” And, “I
felt that teaching my internship year was my first real year of teaching.”

In ranking the required courses, the ones perceived most useful were the
internship practicum (the paid internship and coordinated weekly seminars focus-
ing on the specific teaching practices) and the preinternship practicum (a series of
courses that link weekly lectures and discussion sections to preprofessional class-
room experiences). The structured transition from the preprofessional experience
to the internship was singled out as a critical feature of the program:

As a pre-intern, | came into classrooms where discipline had alrcady been
established. As an intern, [ learned about classroom management...that can not be
learned through books or lectures,

The discipline-based methods courses and the computer applications course
were ranked next in importance. The disciplinary teaching-practice courses were
offered during the summer session. A concurrent three week field experience was
also required. The computer application course required projects that could be
directly applied inthe classroom. Several mathematics graduates indicated that they
had been asked to lead similar staff development courses at their own schools. The
remaining practice oriented courses, multicultural education, language arts, health
education, and mainstreaming received lower overall ratings.

Not surprisingly, courses that provided interns with the most dircct application
to classroom activitics were ranked highest in the survey results. Interns also
reported that the level of classroom teaching responsibility concurrent with the
course also contributed to their perceived usefulness of the course, As the interns
took on more independent responsibility for teaching during the academic ycar, the
courses that helped them solve immediate instruction and management problems
were held in highest esteem. Discussing classroom management strategies during
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summer methods classes, for example, was not perceived as useful as coaching
provided in the internship seminar during the internship year.

Graduates were also asked to rate the level of support received from various
personnel associated with the program. The university supervisor was considered
the most helpful in facilitating guided participation among the interns and profes-
sionals involved. Site-based intern advisors and department chairs were rated next
to last in terms of support value, just behind principals and other district adminis-
trators. One district released a resource teacher solely to assist UCSD interns. This
resource teacher replaced site intern advisors. Her involvement was considered
much more effective overall than the less formal relationship with intern advisors.
The TEP staff, such as the placement coordinator and credential advisor, were also
seen to play a critical role in helping interns coordinate university and school
demands.

About 40 percent of the free-response comments reported that interactions
with university supervisors contributed significantly to their development as
teachers, 30 percent indicated that the classroom experience itself was an important
clement, and about 20 percent identified university course assignments as signifi-
cant. Lesgthan five pereent mentioned education foundation coursesas a significant
factor in their development. It is noteworthy to mention that these five percent were
graduates who had been teaching the longest (see section on Follow-up Interviews).

Self-assessment of Teaching Performance
Graduates were also asked to assess how well they were teaching when
compared to other successful teachers at their schools. About 12 percent felt they
nceded general help with classroom management and instruction. About 12 percent
felt they were fully prepared to teach and therefore required little additional staff
development, The remaining 75 percent indicated a need for assistance in coopera-
tive learning strategies, portfolio assessmient, teaching problem solving, accessing
instructional resources, making better use of State Frameworks, team teaching, or
communicating with parents.

. Student Recommendations

Interns and graduates were also asked to recommend changes to the program.
About 30 percent requested that classroom management and discipline should be
emphasized more and 15 percent noted that more time was needed working with
successful teachers. Other issues recommended for attention included increased:

# Experience as the sole teacher,

+ Discussion about how to start a new class:

+ Contact with other interns;

+ Experience working with at-risk students;

& Work with the AVID Program:

+ Use of video taping and peer coaching;
T
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+ Intern collaboration on planning;

« Discussions with other interns during scminars;
# Reflection on overcoming oppressive teaching situations;

* Use of specific lab cquipment;

+ Motivating mathematics activities;

+ Experienced teaching assistants for the preprofessional experience.

Graduates were generally confident in their ability to teach immediately upon
graduation or felt that they could develop the necessary performance and organi-
zational skills on their own. Only one respondent indicated a general lack of
confidence to teach effectively upen graduation. One current intern interviewed
near the end of the academic year summarized her experience as tollows, *I knew
what it was like te teach and it was apparent in all my job interviews.”

Follow-up Interviews

The results of the initial questionnaire seemed to show a shift in attitude toward
program elements as graduates gained teaching experience. Current interns and
beginning teachers indicated that the preprofessional field experiences, the intern-
ship, and—to a lesser extent—the methods courses were more significant in their
development than the education foundation courses. The responses of graduates
with more teaching experience, however, suggested an increasing reliance on the
theoretical concepts and the instructional implications of rescarch that were
presented in the foundation courses.

A follow-up telephone interview was conducted with four mathematics and
four science interns, divided equally between those just beginning their carcer and
those who had been teaching for three or more years,

The graduates were first asked to describe their classrooms and how they
organized their lessons. About 75 percent responded that their students worked in
some form of collaborative groups and that their lessons were “student centered.”
Each was then asked to describe a professional problem they had experienced, how
they went about resolving it, and which components of the program may have
helped them successfully address the issue.

Those with more teaching experience tended to identify issues outside the day-
to-day functioning of the classroom. One expetienced graduate indicated that his
knowledge of culture and the social organization of schooling helped him be more
understanding cf individual student circumstances that affect school performance.
As a result, he found himself monitoring his own tendency to stercotype children
and looked for more cffective responscs to their problems and pressures.

Another interviewee who had been teaching three years described how the
required course on multicultural education continued to influence her teaching:

The multicultural class helped me realize that all students have equal potential to
lcamn. | hear teachers say “those Mexican kids™ this and that, but | stay away from
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that mentality. And my “Mexican kids” come in expecting me to have the same
attitude, | feel they arc sometimes surprised that | expect so much from them.

Another experienced graduate commented about a theory course on the social
organization of schools:

In the sociology course we discussed how kids get tagged [labeled], the impact of
role models, second language, under representation, upward bound and other
limiting factors. | wish | could remember more from my sociology class like testing
and [the effects of] instruction in the native language where initial progress was
compared with later progress to show how students would catch up rapidly after
a slow start.

Other experienced graduates felt that being aware of research findings helped
them evaluate instructional proposals made by the administration and gave them the
confidence to attempt new strategies in the classroom. This confidence also
encouraged them to share their ideas with other veteran teachers.

The classroom problems reported by beginning teachers were generally related
to classroom management and parent communication.

Empiloyer Assessment of Graduates

District and school-level administrators in the four participating districts were
asked to assess the performance of UCSD interns whom they hired after graduation.
About half of the graduates are hired in the district where they completed their
iternship. Most of the remaining interns who sought positions were hired by other
districts in San Diego County.

Employers uniformly praised the program graduates for their “seasoned”
performance when compared to beginning teachers with only student teaching
experience. Many of the recruiters who interviewed graduates for positions over the
past several years reported that the UCSD interns appeared more confident and
seemed better prepared for the realitics of the classroom than student teachers
graduating from other programs. ‘

Principals were particularly complimentary of the two-stage preparation
afforded by the preprofessional field experience and subscquent internship. In-
terns’ subject matter competence was particularly valued. Principais felt, however,
that their classroom management was not superior to other first-year teachers.
Administrators perceived no differences between interns and other beginning
teachers in their awareness or sensitivity to multicultural issues, an arca emphasized
by the UCSD program.

Three district administrators indicated that intems had taken on leadership
roles within the districts, citing examples such as district curriculum committees,
new program implementation, planning a new Charter school, and appointment as
department chairs. Two high schools (one suburban and one inner-city) reported
that the majority of the mathematics and science teachers on their faculties are now
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UCSD graduate interns. At a rural high school, one graduate was singled out as the
most innovative teacher in the science department. Former interns are increasingly
identified as exceptional teachers by other teacher education programs as well.
Many are being sought out as cooperating teachers for student teachers—in one
case it was the first time a student teacher was placed in that particular science
department. A principal of a large suburban high school indicated that due to the
high caliber of the intern graduates, he was now willing to hire UCSD interns sight-
unseen. For the past several years, the urban district cooperating with the program
has offered to hire any UCSD program graduate who applied.

Table | shows the placement and retention rates for all graduates of the
program. The five-year retention rate was 92 percent for the years 1987-92. The
overall placement ratc was 87 percent (defined as being offered a contract position
by | October following graduation). Also, more than half of the graduates are
assigned positions at their original intern site.

Table 1
Intern Placement and Retention Rates

Placed In Taught 5 Years Initially Taught
Year Interns Teaching (Retentjon Rate) at Intern Site

87-88 19 15 (79%) 11 (73%) 3 (20%)
88-89 17 16 (94%) 14 (88%) 7 (44%)
89-90 15 14 (93%) 13 (93%) 8 (57%)
90-91 20 18 (90%) 18 (100%) 14 (78%)
91-92 22 19 (86%) 19 (100%) 8 (42%)
92-93 19 17 (89%) *13(76%) 12 (71%)
93-94 26 21(81%) (7 (81%) 13 (62%)
94-95 28 25 (89%) *22 (88%) **g (36%)
Total (%) 166 145 (87%) 75 (92%) 74 (51%)

* = Not included in Total (75) since less than five years since graduation:
retention rate for 1987-92 reflects employment in June of 5th year.

** = In 1994-95, about half the interns were placed at a small, start-up
“charter” school and few positions were available in the following year.

Discussion

The teaching internship at UCSD is based on an intense, two-year relationship
among novices, skilled professionals who serve as university supervisors and
cooperating tcachers, and research faculty (TEP, 1997). Interns practice different
roles in the schools and work in multiple classrooms. The supervisor plays a key
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mentoring tole in helping interns make sense of what they sce and do by making
explicit the tacit elements of professional practice.

A viable internship program requires more ongoing cooperation between
institutions than does student teaching. The schools have a vested interest in the
success of the interns since they are employees of the districts. To be successful, the
administrators and faculties of both institutions must come to view the program a
genuine collaborative effort.

Since 1993, when the survey was administered, the program has introduced an
English/ESL credential option. A Culture, Language, and Academic Development
(CLAD) component has been implemented for all interns to provide disciplinary-
based instructional techniques for English language learners. Several University
Supervisors are actively teaching a regular course in a secondary school and the
Intern Advisor released by the urban district to supervise interns is also teaching
components in the University seminars. The interns and faculty find that this type
of collaberation between the University and the schools improves the quality of the
methods instruction and increases the overall credibility of the program.

The results of this study support the use of university-based internships for
teacher education. Interns and graduates credited the guided-participation facili-
tated by the university supervisor as the most significant singlc factor in their
development as a teacher. The scaffolding provided by these expert teachers
facilitated the development of the complex instructional skills and the tacit
professional behaviors needed to be successful teachers.

The survey results indicate that current interns strongly valued the practice-
oriented program components over theory courses. The immediacy of the teaching
experience encouraged interns to focus on pressing instructional issues like
classroom management and lesson planning. Graduates with more teaching experi-
ence, however, cited education foundation courses as an increasingly important factor
in helping them make complex professional decisions in their teaching. Additional
emphasis during professional preparation on the role of teacher-as-researcher could
better facilitate the integration of educational theory and practice. This would also
facilitate improvements in instruction and cnhance leadership potential.

Over the past five years, virtually all interns who sought teaching positions
have received full-time contracts. As a reflection of employer confidence, gradu-
ates are increasingly being hired as permanent teachers at their internship school.
Over90ypercent of the graduates from 1987-92 remained in teaching for at least five
ycars, compared with a 50 percent retention rate for all beginning teachers n
California. Employers also reported nearly uniform satisfaction with the perfor-
mance of interns during the internship year and as contract teachers.

The results of this study suggest that a program consisting of appropriate course
work and a well supported internship can develop highly skilled professional
teachers. The systematic use of guided-participation over an extended period is a
critical factor in the successful implementation of internships in teacher education.
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