Morehead State University
it Professional Education Unit —
Conceptual Framework

A Light

“Community Engagement: A Light to and
from the Mountains”

“Handed down from generation to generation, quilts are more than aesthetically
pleasing blankets. Whether by tradition or resistance to wear, quilts have acquired a
unique place within the family and society: they connect our past to our future.”
Provost Karla Hughes

About the Quilt Square

We selected a quilt square called “Moon Over the Mountain’ to graphically represent
our Unit’s conceptual framework. A Professional Education Unit compares favorably to
a quilt: its programs (pieces) form unique departments (squares). In addition, it is the
common body of knowledge within educator preparation that binds these programs and
academic departments into a cohesive and unique unit.

What distinguishes the profession of education from other disciplines has always been its

focus of engaging with communities. And like the borders that bind the larger patterns of
a quilt, it is this interest of engaging with our entire community that is responsible for the
successful linkages within the Unit.

The collection of integrated, synergistic, and holistic programs within this Professional
Education Unit blended with the unique and culturally rich backgrounds of our
candidates represents a proud heritage. And because education represent the fabric of
our society, the Professional Education Unit believes the education its candidates receive
today should prepare them to successfully address society’s needs tomorrow.

Adapted with permission by Dr. Karla Hughes, MSU Provost
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Morehead State University

Professional Education Unit
Conceptual Framework

Community Engagement
A Light to and from the Mountains

INTRODUCTION

Morehead State University’s Professional Education Unit Conceptual Framework
is the overarching structure that promotes the consideration of a broad range of
philosophical perspectives that establishes parameters for the Professional Educational
Unit’s values, goals, and strategies.

Background

Conceptual frameworks are dynamic because they reflect and account for changes
over time in the Professional Education Unit and in standards set forth by state and
national professional associations. In addition to establishing the vision of the Unit, this
conceptual framework also clarifies how our vision is manifested in 1) the goals of the
Unit and the University, 2) the foundation of knowledge, skills, and dispositions that
underlie candidate demonstration of learning through performance, 3) and the methods
and systems created to implement and assess all aspects of each program.

This document is the result of collaborative efforts involving Morehead State
University (MSU) faculty, administrators, professional education candidates, and public
school practitioners. Changes in the document from the Unit’s conceptual framework,
adopted in 2003, account for:

1) The revision of the MSU vision, mission, and goal statements (2006),



2) Morehead State University’s classification as a “Community Engagement
Institution” by the Carnegie Foundation for the Advancement of Teaching in
2006-2007,

3) A continued integration of current unit, state and national performance categories,
standards and indicators,

4) Increased attention to diversity and the changing demographics of the
Commonwealth and a global world that requires an informed and interculturally
competent 21* century work force and citizenry,

5) Ongoing extension of the theoretical basis for the conceptual framework, and

6) Refinements in the system for assessing student and program quality.

The following are specific examples of changes that have been addressed in this
revision of the conceptual framework:

*  While we continue to embrace the ideology of our previous “Educator as
Architect” theme with its constructivist framework our focus has been extended to
embrace the institution’s and the Unit’s larger commitment to community
engagement and regional stewardship. We have adopted the metaphor
“Community Engagement: A Light to and from the Mountains” to reflect our
commitment to diversity, service, and stewardship in and beyond Eastern
Kentucky.

* The changing nature of both external and internal demands involved in educating
students from birth through lifelong educational professional development
requires collaboration from all stakeholders. This document reflects not only a

continuation of our ongoing vision, expressed in previous conceptual framework



documents, but also new input from our stakeholders, as well as our planning for

and assessing the quality of our collaborations and partnerships as we collectively

engage in meaningful and effective learning communities.

Drafts of the revised document have been presented to the members of the
regional community, university administration, and the Unit’s faculty and staff.
Ultimately, the members of the Unit’s Teacher Education Council are responsible for
making final decisions with regard to any recommended revisions to the conceptual

framework.

MSU MISSION/VISION/VALUES/STRATEGIC GOALS

“ASPIRE to Greatness” is the theme of the MSU Strategic Plan 2006 — 2010.
This plan, designed through an elaborate and broadly participatory process, guides all
actions at the University. The stated vision of the university is, “We aspire to be the best
public regional university in the South.” The university’s mission statement, found on the
MSU Web site and in strategic documents reads,

We are a diverse community of learners committed to student success.

MSU is accredited as a comprehensive University offering quality higher

education opportunities in a collegial and open environment. MSU pursues

academic excellence, research, community engagement and life-long

learning. MSU is dedicated to improving the quality of life while

preserving and promoting the unique cultural heritage of East Kentucky.

We strive to exemplify the following core values: “PEOPLE come first

and are encouraged to achieve their full potential; Commitment to

SCHOLARSHIP, LEARNING and SERVICE is embraced;



EXCELLENCE is achieved through TEAMWORK, LEADERSHIP,

INNOVATION and ACCOUNTABILITY; DIVERSITY of people and

thought is respected; PARTNERSHIPS are built on honesty, integrity and

trust. (MSU, 2008a)

The themes of the university’s strategic goals are presented below. The “ASPIRE
to Greatness” strategic planning document includes an action plan that has been
implemented to ensure the intention of each theme is fulfilled. Specific theme goals have
been articulated and integrated into a timeline that guides the implementation and

assessment and status of each goal.

Academic Excellence

Student Success

Productive Partnerships

Improved Infrastructure

Resource Enhancement

Enrollment and Retention Gains (MSU, 2008a)

UNIT VISION/THEME/ CORE CONCEPTS

Theme: Embracing ideology from Educator as Architect theme to current extension and
operating theme “Community Engagement: A Light to and from the Mountains”

While “Educator as Architect” no longer serves as the metaphoric theme of the
Professional Education Unit conceptual framework, many of the ideas continue to be
embraced and are addressed in the section that follows.

The term “architect” continues to be relevant and useful in defining our work
because it suggests the creative processes educators engage in when designing, planning,
and constructing environments that foster optimal student learning. The “architect”
metaphor depicts the educator as central to the planning and preparation of curricula and

classroom activities, but the student actively constructs knowledge through participation



in experiential student-centered collaborative pedagogy. This approach is consistent with
national literature and state reforms that focus on constructivist educational philosophy
and practice.

It is important to note that constructivism is broadly defined here as a
philosophical construct—the use of this term does not suggest one specific pedagogy, but
rather describes an approach of partnering with learners while actively engaging them in
the process of knowing. In this sense, the learner is viewed as a unique,
multidimensional, individual who creates meaning through interactions with diverse
others within different social contexts (Wertsch, 1997; Kim, 2001: Tangney, FitzGibbon,
Savage, Mehan, & Holmes, 2001; Kim, 2005; Liu & Matthews, 2005).

We believe that educators are not meant to be mere implementers of learning
materials created by others. Teachers are architects who, with the help of learners,
explore, and determine the focus, scale and depth of learning while providing necessary
supports (Sandy, 1999). Learning communities found in MSU educator preparation
programs reflect multiple and diverse perspectives and philosophical beliefs resulting in
multiple applications of constructivism.

The commitment to use a constructivist approach to prepare professionals to be
effective teachers, school counselors, or administrators in diverse communities continues
to be central to the mission of the Professional Education Unit. However, the current
vision of the Unit also emphasizes diversity and regional stewardship. We are preparing
educators who understand and embrace their culture and the diverse cultures of others as

they preserve, promote, and engage in local and global communities.



In our mission to prepare engaged educators in Eastern Kentucky and beyond, we
promote the flow of “light to and from the mountains” in the form of many voices
(perspectives) and resources that contribute to the generation of knowledge and recognize
that integrating these resources in curricula leads to the effective preparation of educators
who are interculturally competent regional stewards.

The “light to the mountains” metaphor has been a longstanding theme in
Morehead State University’s mission. The earliest reference to MSU as a light to the
mountains may have come from Charles S. Loos’ baccalaureate address in 1902 where he
characterized the founding of this institution as "...pharos of intellectual and spiritual
light, that should send its illuminating and awakening rays of knowledge, and of hope
through the valley, and over the mountains beyond it" (Flatt, 1997, pp. 10-11). Flatt
used the expression "A Light to the Mountains" as the title to his history of MSU. In 1962
Harry Caudill published his highly controversial book, Night Comes to the Cumberlands,
highlighting the history of some of our region’s most serious problems. It is our dream
that, as we pursue our hopeful vision together, the good we do will ripple through our
candidates/graduates and their students and clients and the communities they serve so that
a generation from now the darkest elements of our history will be mere history and
America will see, not night coming to the Cumberlands, but a light shining out from
them—a reflection of the best and brightest Appalachia and America have to offer. The
institution’s Web site states:

Tens of thousands of students have come from the foothills and

mountains, the river towns and the hillside farms of East Kentucky and

beyond to seek the means to a better life in this beautiful, forested valley.



Our first president, Frank Button, and his widowed mother, Phebe,

literally spent their lives bringing ‘a light to the mountains’ by founding a

church-sponsored school to train teachers. (MSU, 2008b)

To build on the themes used by Loos, Flatt, and Caudill, the Unit has expanded
the metaphor to embrace the idea that the preparation of educators is not a one-way flow
of teaching and learning, but that our candidates and their P-12 students bring with them
and take back home with them their rich traditions, background knowledge, and cultural
heritages that are essential to any learning environment.

The Professional Education Unit at Morehead State University strives to promote
the flow of “Light to and from the Mountains” through engaging with communities of
learners at all levels — P-12 students, preservice and inservice educators, university
faculty and staff, community members, and state agencies (See Appendix A for the
Unit’s Regional Engagement Model). With the metaphor “Community Engagement: A
Light to and from the Mountains” we strive to deliver relevant and high quality programs
that are informed by relevant national and international scholarship. Our location and
history require that our curricula integrate research, literature, and experience of
Appalachia. Such cultural emphasis informs the preparation of initial and advanced level
graduates who are equipped with knowledge and skills to improve the schools, quality of
life, and communities in Eastern Kentucky and beyond and serve as a reflection of the
rich resources of rural America within the global community. While we prepare
approximately eighty percent of the teachers and school leaders who work in Eastern
Kentucky and who have strong ties to Appalachia, we also educate candidates and engage

in diverse communities outside of Eastern Kentucky who benefit from our programs’ foci
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on student-centered experiential instruction, intercultural competence, and regional
stewardship.

The give and take between diverse backgrounds, experiences, values, and
beliefs—the social and cultural perspectives—that candidates, faculty, and community
members bring to the learning community and what candidates gain from participation in
our programs and take with them as they leave our programs illustrate the value we place
on the promotion of the flow of “Light to and from the Mountains.” The social fabric that
results is represented in the growing collaborative quilt of student and community
development that emanates from the diverse individuals’ contributions to the learning
community.

The Unit theme, “Community Engagement: A Light to and from the Mountains,”
is graphically represented by the quilt block design “Moon Over the Mountains” and
displayed in a wooden “barn quilt” installed outside Ginger Hall on the Morehead
campus, and in textiles, media, and paper documents that we use to communicate this

theme to the broader community (see http://www.waymarking.com/waymarks/WM3DZC

for a Painted Barn Quilt example of “Moon Over the Mountains”).

The Concepts

To provide an intellectual framework and coherence for the pursuit of Unit goals
and to support candidates, colleagues, public school practitioners and stakeholders’
understanding of the Unit’s commitment to engage with multiple communities and to
prepare educators who are equipped to bring “Light to and from the Mountains,” four
critical and grounding concepts have been identified: 1) informed decision-making, 2)

diversity and holistic education, 3) collaboration/coalition building, and 4) empowerment.
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These concepts guide the directions of the Unit and inform our decisions regarding the

work we do to prepare initial and advanced educators.

Community Engagement Through INFORMED DECISION-MAKING

Our graduates are broadly trained and educated professionals who can make
sound, professional judgments about the best instruction for a given student, or services
for a client, within a given social context — they are not merely implementers of a
particular “canned” curriculum or method. Effective schooling requires thorough
professional knowledge based on current research in academic disciplines and takes into
account the social contexts—the ethos of these professional judgments—in which the
educator finds himself/herself. These professional judgments, which create best practices,
must be informed by the careful analysis of accurate data; the best scientific research and
theoretical insights available to the profession; the educators’ own understanding of their
personal beliefs, strengths and limitations; the content of the disciplines in which they
teach; and the social contexts of the learning communities. These professional judgments
are rooted in the habit of reflection, a “virtue of the mind” (Trinkaus-Zagzebski, 1996)
that the Unit cultivates among faculty members and candidates. Reflection is the process
by which an educator “...looks back at the teaching and learning that has occurred, and
reconstructs, reenacts, and/or recaptures the events, the emotions, and the
accomplishments...through which a professional learns from experiences” (Shulman,
1987, p. 19). Candidates are asked to reflect, to apply, and to make sense of theories with
respect to the real life of the classroom and the diverse learners’ lives and to utilize
creative problem solving to address educational barriers they encounter. This reflection

aids candidates in making decisions during the course of their own schooling, field
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experiences in birth to advanced learning environments, clinical practice, and in their
careers after graduation. MSU professors also reflect on their personal beliefs and
understandings of education and new developments in their specific fields of study, and
on their instruction of candidates in order to improve the preparation of teachers, school
counselors and administrators, and other educational leaders. Information technologies
support the use of data-driven decision-making using strategies such as the development
of e-portfolios, email, e-journals, Web logs, wikispaces, bulletin/discussion boards, chat
rooms, listserv, i-Chat, and digital video.

The Unit employed a software system, Tk20’s CampusWide Tools Assessment,
Accountability, and Reporting System with a phased implementation beginning January
2007. The Tk20 software system integrates with the Unit Continuous Assessment System
as a data warehouse for records of candidate performance (Critical Performances),
application processes (for admission to TEP and Clinical Practice), surveys, test scores,
progress through Gates as transition points and degree programs, and other data as they
become available. In addition, faculty records, minutes from meetings, presentations, and
changes to processes within the Unit are housed in the Tk20 system. The Tk20 system is
used to generate and analyze data that are used by the Unit to make decisions regarding

candidates, programs, processes, and other aspects of the Unit.

Community Engagement Through DIVERSITY and HOLISTIC EDUCATION

At MSU, future and practicing professionals learn that education should be
connected to all of life — the whole student in the everyday social contexts of life in the
community. In fact, through holistic education “...each person finds identity, meaning,

and purpose in life through connections to their world” (Miller, 1997). Candidates study
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the various domains of human development and ways to structure the educational
environment so as to encourage growth across the physical, emotional, moral, cultural,
and intellectual dimensions of life.

Nurturing and cultivating the whole student requires a knowledge and
appreciation of the diversity of students and the understanding of cultures in our world.
MSU has defined a commitment to diversity and social justice that involves

...the intentional creation of an inclusive educational community that

values and promotes the development of individuals through active

recognition, appreciation, respect for, and the utilization of their unique

talents and contributions and the talent and contributions of diverse others.

We embrace cultural, ethnic, racial, gender, language, age, marital status,

ability status, national origin, sexual orientation, socio-economic status,

spiritual practice, veteran status, and other forms of human difference and
perspectives. (2008c¢)
This broad definition of diversity provides guidance to the Professional Education Unit
ensuring that curricula within the Unit, practical experiences, and membership of the

Unit’s faculty and student body reflect a commitment to diversity.

Community Engagement Through COLLABORATION/COALITION BUILDING

When classroom teachers foster collaboration through professional learning
communities the potential for stimulating an individual’s sense of connection to and
responsibility for others in the school, community, and world is likely to emerge (Roberts
& Pruitt, 2003). Professional learning community environments, in which educators at all

levels continuously seek and share learning and then act on what they learn, benefit

14



students. This arrangement has also been termed ““...communities of continuous inquiry
and improvement” (SEDL, 1997). In furtherance of this end, we recognize that
individuals learn best when students, teachers, parents, administrators, school support
staff, and, indeed, wider communities, work together to create a culturally rich and
socially interactive learning environment. Students must be seen (or see themselves) as
active creators of knowledge; educators must see their roles as more than dispensing
academic culture; other community members must see themselves as crucial partners in

the process of schooling (Cajete, 1994).

Additionally, we believe that education at all levels is the responsibility of a
collaborative community and therefore requires committed partnerships. We recognize
the critical role of our partners in the delivery of professional education preparation — that
of our colleagues across the MSU campus, parents, P-12 schools, community and
technical colleges, agencies, businesses, and communities in our service region. This
recognition has resulted in the Unit’s development of a formal field-based P-20 regional
engagement model that builds communities of continuous inquiry and improvement (see
Appendix A). We view the conceptual framework and the Unit’s stewardship vision and
theme of “Community Engagement: A Light to and from the Mountains” as vehicles to
communicate with our partners as we deepen and extend critical partnerships. Electronic
communication applications such as wiki, blog, and video conferencing environments,
along with field experiences and community engagement in service, are critical to our

building and maintaining these professional learning communities.
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Community Engagement Through EMPOWERMENT

At MSU, future teachers, counselors, school administrators, and other educational
leaders are made aware that education is an essentially political act and that they will be
leaders in the community by virtue of their positions. Appalachian citizens historically
have been vulnerable to exploitation by outside economic interests, and as part of its
stewardship, the Unit is committed to helping future generations recognize oppression
and promote their interests and cultural resources both in and beyond Appalachia. Freire
(2000) expressed the idea that, as long as “...the oppressed remain unaware of the causes
of their condition, they fatalistically ‘accept’ their exploitation” (p. 64). It is our intention
that graduates of the Unit be exposed to realities (positive and negative) that have helped
to shape the work, lives, and status of the Eastern Kentucky region. Inherent in this
intention is that MSU’s graduates will learn about and practice strategies that will
develop their leadership skills as interculturally competent educators. We expect our
graduates to continue their development as professionals and as stewards of their
communities, modeling for their students, colleagues, and communities as they engage in
professional and community leadership roles, become policy makers, conduct critical
inquiry and continually examine their practice, and collaborate to improve their practice

and profession.

Demonstration of the Concepts: Candidate Proficiencies Aligned
with Professional and State Standards

Our vision and theme provide a way of seeing and thinking about the uniqueness
of learning communities. The overarching mission, or charge, of the Unit is to ensure

graduate proficiency demonstrating the essential knowledge, skill, and disposition base
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set forth in professional association standards, using “wisdom of practice” (Shulman,
1987). Shulman wrote of the importance of listening to teachers' wisdom about their
practice to consider how teachers think about their subject, the steps they take to teach it
effectively, and how their values influence the way they teach.

To empower graduates to fulfill our stewardship vision of “Community
Engagement: A Light to and from the Mountains,” our current professional
commitments, and constructivist epistemology, one will find the following themes linked
to the content, objectives, activities, and assessments of the courses and experiences that
frame and document candidate learning in all domains.

The Professional Education Unit’s “To What Do We Aspire” action plan has been
developed around five critical performance areas and these are linked to MSU’s goals
and the Professional Education Unit’s (PEU) four core concepts described above.
Acronym and standard numbers below note links to educator preparation standards,
including the Kentucky Teacher Standards (KTS; Appendix B), School Counselor
Standards (GCS; Appendix C), and/or Interstate School Leaders Licensure Consortium
(ISLLC; Appendix D). The Unit and the faculty within individual programs assess the

degree to which its graduates:

1) Master the content knowledge, professional, and twenty first century skills needed to
make an optimal contribution to “whole” student learning in educational settings.
(MSU A to G: Goal 1 — Academic Excellence and Goal 2 — Student Success;, PEU

Decision Making and Holism; KTS 1,2, and 4, ISLLC 2: GCS 4,C)

2) Are competent in the collection and use of data to inform decision- making and to

demonstrate accountability for student learning. (MSU 4 to G: Goal 1- Academic
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Excellence and Goal 2 — Student Success, PEU Informed Decision Making; PEU
Diversity and Holistic Education; PEU Empowerment,; ISLLC 2,5; GSC A; KTS

5.6,7)

3) Demonstrate professional dispositions. (MSU 4 to G: Goal 1 — Academic Excellence
and Goal 2- Student Success, PEU Informed Decision Making; PEU Diversity and

Holistic Education;, PEU Empowerment; ISLLC 4,6; GCS C, D; KTS 3,7,9)

4) Are culturally competent and understand the regions from which they have come
utilizing knowledge and experiences to effectively “bridge the gaps” (economic,
achievement, and geographic) ensuring optimal learning for all students. (MSU 4 to
G: Goal 1 - Academic Excellence and Goal 2 — Student Success, PEU Diversity,

Collaboration and Coalition Building; ISLLC 2,4,6; GCS A,B; and KTS 1,2,3.,4,8)

5) Engage in authentic field experiences in collaboration with committed school-based
partners and are empowered to improve the quality of education throughout this
region and beyond. (MSU A to G: Goal 1-Academic Excellence, Goal 2: Student
Success, Goal 3 — Productive Partnerships, PEU Diversity and Holistic Education;
PEU Collaborations/Coalition Building,; ISLLC 1,2; GCS B, D; KTS 8,9,10)

In addition, we believe that continuous assessment is essential because it provides
the basis for determining the quality of all programs, faculty, and candidates. The Unit’s

Continuous Assessment System fully describes the Unit’s process for continuous

improvement.
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LEARNING OUTCOMES

In order to function effectively as a teacher or school leader, multiple areas of
knowledge and skills are required. The process used to develop mastery of the knowledge
and skills needed to create effective and stimulating experiences for candidates varies
according to each specific program’s standards and outcomes. Initial programs affiliated
with the Unit focus on the preparation of classroom teachers. Six learning categories have
been defined by Unit faculty: General Education, plus five teacher education categories
of 1) Content Studies, 2) Professional Studies, 3) Pedagogical/ Methodological Studies,
4) Field and Clinical Experiences, and 5) the Capstone Course. Each of these categories
is addressed separately in order to clarify the function each serves in the preparation of
pre-professionals. It is important to note, however, that the categories are not perceived to
be separate entities. Learning is continuous and ongoing and the program is delivered
systematically. An overview of the sequencing is reflected in Figure 1.

Category Sequencing and Implementation
Initial Teacher Preparation Programs — Figure 1

Freshman Year | Sophomore Year | Junior Year Senior Year

General Education | XXXXXXXXXXX | XXXXXXXXXXXX | XXXXXXXXXXXxxX | Capstone

Content Studies XXXXXXX | XXXXXXXXXXXX | XXXXXXXXXXXX | XXXXXX
Professional Studies XXXXXX [ XXXXXXXXXXXX | XXXXXXXXXXXX
Pedagogical Studies XXXXXXXXXXXX | XXXXXXXXXXXX

Field/Clinical/Capstone XXXXXXXXXXXX | XXXXXXXXXXXX | XXXXXXXXXXXX
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Teacher Education Initial Preparation Program

General Education

The process of developing a classroom teacher at MSU begins when candidates
enroll in courses that fulfill general education requirements. General education
requirements are organized into three categories: a required core, area studies, and an
integrative component. The purpose of the required core is to refine essential skills in the
areas of written and oral communication, computer basics, and mathematics. The area
studies component provides candidates with discipline-specific content and skills, and
courses must be taken from: 1) humanities, 2) natural and mathematical sciences, 3)
social and behavioral sciences, and 4) practical living. The integrative component is a
capstone course that is taken in a student’s major or area of study.

While designed to serve all university students, the general education
requirements foster the development of competencies that are absolutely essential for
teachers. For future teachers, area studies coursework extends the general knowledge
base beyond the essentials to help them become intellectually and culturally literate. As
candidates move through the General Education Program they learn to think critically,
solve problems effectively and responsibly, recognize and value the multicultural nature
of today’s society, and to respect the rights of all humans. The capstone (integrative
component) experience provides an opportunity for teacher education candidates to
integrate the knowledge and skills learned throughout the undergraduate experience by
applying these in authentic settings during a senior seminar and their clinical practice

experience. Because the general education requirements are delivered over four years,
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candidates also experience the idea that “learning is continuous, developmental, and
interrelated” (Piaget & Inhelder, 1969).

While teacher education candidates are pursuing their general education, they also
begin to construct specialized knowledge related to their professional preparation. These
experiences are generally organized into five categories: Content/Area Studies,
Professional Education, Pedagogy, Field/Clinical Experiences and the Capstone Course.

In 1983 A Nation At Risk: The Imperative for Educational Reform by the National
Commission on Excellence in Education (as well as dozens of reform reports since)
pointed out the need to strengthen the academic qualifications of school-based
professionals (USDOE). The faculty members at MSU recognized this need and have
shaped content courses to ensure that candidates in the initial preparation programs have
ample opportunity to grasp the ideas, theories, principles, skills, methods of inquiry, and
information processing techniques that are essential to individual academic disciplines.
Teacher education faculty members are expected to model best practices and to create
learning environments that challenge candidates to construct knowledge in meaningful
ways. Ultimately candidates are expected to document their mastery of discipline specific

knowledge before completing their teacher education programs.

Professional Studies

Professional studies courses are designed and sequenced to ensure that candidates
develop an understanding of the social, intellectual, and psychological foundations of
schools as multi-faceted social institutions and of learners as developing individuals of
immeasurable complexity. Two courses, Foundations of Education and Human Growth

and Development, lay this theoretical groundwork for all programs, while other courses
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are specific to individual programs. For example, all candidates take a learning theories
course, but they take the version aligned with their preparation program level: early
childhood, P-5, middle grade, or secondary.

Although these theoretical professional studies courses have different goals, they
all engage candidates with constructivist models as well as more traditional approaches to
learning. The foundations course provides an intellectual context for constructing one’s
understanding of the nature and purposes of schooling through examination of major
ideas and influences in the history of education and schooling in America from colonial
times to the present. Constructivist epistemologies are introduced, as are state initiatives,
education resources, and standards, as well as the Unit’s conceptual framework. Future
educators are challenged to think critically about their reasons for entering the profession
and to reflect on their experiences as classroom observers in light of their newly
developing knowledge, personal beliefs, and career expectations (e.g., critical
performance — Philosophy of Education; Gate Checkpoints’ Data - Requirement of TEP
Admission).

The human growth and development course explores constructivist and more
authoritarian models of learning development, and encourages teacher education
candidates to learn through participation in experiences with young learners (Piaget &
Inhelder, 1969; Vygotsky, 1962). Learning is enhanced through the exploration of issues
related to cultural diversity and the needs of exceptional learners. Candidates are
encouraged to apply their knowledge to teaching practices that support the development,

motivation, and achievement of all students (Darling-Hammond, 2000; Gardner, 1999).
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This theoretical knowledge is not studied just as ivory tower scholarship, but
through observations and interactions with children in school settings. Future teachers are
required to reflect upon and express the insights gained through field and clinical

experiences.

Methods and Pedagogy Courses

Teachers must possess a variety of skills in order to transform theoretical
knowledge into effective classroom practices. Methodology and pedagogy courses
provide candidates with opportunities to develop and demonstrate the knowledge and
skills necessary for designing, planning, implementing, and assessing learning and
instruction. Courses in this category prepare candidates to understand seven teaching
processes: 1) contextual factors, 2) learning objectives, 3) assessment, 4) designing
instruction, 5) instructional decision-making, 6) analyzing student learning, and 7)
reflection and evaluation linked to more or less effective student learning (e.g., Teacher
Performance Assessment/Critical Performances).

Field experiences are required for each methods class in order to provide
preservice teachers with meaningful opportunities for practice and reflection (Dewey,
1959). Exposure to and use of state-generated curriculum guidelines, learner
expectations, and assessment tools help candidates understand the professional realities
they will face when they become practicing professionals (e.g., Assessment System —
Field Experience Hours Report).

Faculty members who mentor candidates during methods courses model a variety
of classroom management techniques and research-based instructional practices. This is

not only to enhance “mastery of content,” but also to model for candidates the teacher’s
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role as a professional decision maker — selecting and implementing a variety of strategies
as individual situations warrant. Role playing, cooperative learning, case studies, and
field experiences are all constructivist strategies used to provide candidates with
opportunities to develop problem-solving skills related to classroom management,
discipline, environmental safety and security issues.

Throughout all professional studies and pedagogy/methodology course work, pre-
service teachers’ dispositions are observed. Written and oral feedback is provided to
candidates to ensure they understand the relationship between their attitudes and the
creation of a positive environment for student learning (Dewey, 1959; Goldstein, 1997;
Reiman, 1999). Social interaction skills are practiced and refined for the purpose of
preparing pre-service professionals to foster positive relationships with students, parents,

colleagues, staff, and administrators.

Field Experiences and Clinical Practice

Field and clinical experiences play a central role in the learning experience of pre-
professional candidates because they enable candidates to construct their knowledge
directly from the raw material of life, not from the sifted experiences of the worldviews
of others. These field experiences follow a four-tiered developmental sequence - from
initial anthropologically oriented observations to final whole-class teaching
responsibilities—and parallel the candidates’ own developing expertise and professional
maturity. Figure 2 shows the framework created to enhance and improve the preparatory
field and clinical experiences in our education programs.

Prior to admission to the Teacher Education Program (TEP), candidates are

primarily involved in observation and reflection about schools and children. Following
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admission to the TEP, candidates move into field experiences that require interaction

with and/or teaching a single student or a small group of students. As candidates begin

methodology/pedagogy coursework, the complexity of practice in the field increases,

whether it is in terms of teaching a whole group or teaching for an entire class period.

These experiences are designed to prepare the candidate for their professional semester,

the culminating and integrative clinical experience in the initial program.

Planned Field Experience Sequence

Figure 2

Level Courses Primary Activities
Level IV Field Clinical Practice Semester Full responsibility for classroom
Experiences
Level I1I Field Advanced and Content-Based Guided Observation
Experiences Methods Courses. Tutoring

Examples: Working with small groups

CTE 470, ART 300, 321 Whole class and large group teaching

BIO/MATH/SCI 402 and 403, BIS Teaching full period

499C

EDEE 321, 322,323, 331

ENG 382, 500

FRN405, SPA 405, HIST 499

CTE 392, 393, MTH 373, 374

MUSE 325, 335, 336, 375, 376

HPE 300, 302, 303, 304, 475
Level II Field Applied theory classes and Content Specific Observation
Experiences introductory pedagogy classes in Tutor small groups

content disciplines. Examples: Whole class instruction

EDSE 311, 312,

EDEM 330, EDSP 350
Level I Field Education/Theory Courses: General Observation
Experiences EDF 207/CTE207 Tutoring

EDF 211 Aiding, grading

EDSP 230 Attend school board meeting

Site Based Council Meeting
Service Learning

Capstone Course

Although the capstone course is the integrative component of the general

education requirements of the institution, it is program specific. For teacher education

programs, it is a seminar taken in conjunction with the professional semester. This
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experience 1) helps candidates make the transition into the student teacher role, 2)
provides support and feedback about the candidate’s work in an actual public school
classroom, and 3) requires that all candidates demonstrate proficiency on an exit Critical
Performance/Teacher Performance Assessment, representing the extent to which they
have constructed best practice methods and strategies fundamental to improving student
learning. Completion of the Teacher Performance Assessment demonstrates the extent to
which a candidate has constructed a functional body of knowledge as well as his/her
ability to create nurturing learning environments for others. Ultimately the goal is to

document that each candidate is prepared to promote measurable learning for all students.

Advanced Professional Preparation Programs

The conceptual framework metaphor “Community Engagement: A Light Flowing
to and from the Mountains” applies to both the initial and advanced professional
education programs at MSU. The focus of the advanced programs is to ensure that
candidates are culturally competent and can construct nurturing and effective learning
environments in whatever region in which they find themselves. Advanced candidates
learn to design environments in which public school students construct knowledge and
develop 21* century skills that will prepare them to be lifelong learners. In these
programs, advanced candidates learn to use research-based best practices to prepare them

to practice effectively in authentic school-based situations.
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Knowledge and Skill Base for Advanced Programs

The knowledge base for coursework for advanced study is program-specific,
reflecting the knowledge, skills, and dispositions that are essential for graduate level
fulfillment of the standards set forth by the state for teachers, administrators, and school
counselors. Graduate programs build upon this foundation to: 1) deepen the experienced
educators’ knowledge and skills in their areas of specialization, 2) increase all educators’
understanding of the developmental and learning needs of their students, and 3) enable
educators to become conversant with research literature. The courses are organized to
incorporate the Kentucky Teacher Standards, School Counselor Standards, and ISLLC
School Administrator Standards. The goal of these programs is to enhance the career long
efforts of professionals to become effective self-reflective practitioners, educational
leaders, and consumers of educational research (Glanz, 2003; Richardson, 1996; Miller,
Wilkes, Sheetham & Goodwin, 1993).

There are three domains common to the advanced program experience: 1)
research studies, 2) content studies, and 3) integrative studies. The constructivist ideology
is infused throughout the graduate programs to give candidates an opportunity to connect
their formal learning to the real world of public education. Candidates are provided
experiences to help them learn to perform effectively, including demonstrating the ability
to provide professional leadership in authentic school-based situations. Ultimately all
advanced candidates must demonstrate knowledge, skills and dispositions that are critical
to success as an experienced teacher, a school counselor, or an administrator.

There are four phases of assessment as candidates move through graduate study:

1) Admission to Graduate Study and an Educator Preparation Program, 2) Eligibility to
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sit for exit exam(s), 3) Program Completion, and 4) Employer and Alumni Feedback. The
specific data collected and used to determine candidate eligibility to continue in a

program, the person(s) or group responsible for making the decision, and the mechanisms
used to inform candidates about their status is articulated in the Graduate Gates document

presented in Figure 3.

Definitions:

Gate - a gate is a predetermined candidate checkpoint, or transition point, in the
program. Each candidate’s performance status is checked to ensure achievement of, at
least, the minimal required performance level on required assessments. Candidate
success results in movement through a gate, leading to program completion.

Key Assessments are those that are used to make program admission, continuation, or

completion decisions about all graduate candidates. Data from these assessments inform
us about program quality.

Critical Performances are pre-set, specific course related, learning activities that have
been designed and sequenced to ensure that all candidates are prepared to effectively
serve as educational leaders.

Advanced Programs — Candidate Gates/Transition Points

Figure 3
Gates Assessment Data Outcome Decision Maker(s)
1) Admission to Program Specific Admission | Informed in writing about Department Chair and
program Index admission status: Department-Designated

e Unconditional
Admission

*  Denied Admission

*  Conditional Admission
to Graduate College

Faculty

2) Candidacy

*« GPA
¢ Meet program
specific

requirements
e  Transcript/12 hours
e Curriculum Check
Sheet Updated

Notified if no longer eligible
to continue in program

Department Chair

3) Program
Completion/Exit

Successful completion of
required exit exam(s)

Successful completion of all
required course work

Successful completion of
Capstone

Candidates informed in
writing of exit exam results.

Program Completion
Form” filed upon
successful completion of
required Exit Exam(s)

Department Chair

Program Faculty
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Curriculum Check Sheet
Updated

GPA Eligibility for graduation Registrar
4) Alumni and Alumni Surveys & Focus Review and revision of Department Chair &
Employer Group data programs and processes Program Faculty
Feedback Employer Surveys & Focus

Group data
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Research Studies

The Research Design and Methods in Education course is designed to develop
knowledge and skills leading to the candidates’ abilities to: 1) select, delineate and state a
research problem, 2) develop techniques of bibliography building, 3) select and
implement methods of organization and investigation, 4) apply appropriate statistical
methods when analyzing data, and 5) format a research paper according to American
Psychological Association (APA) guidelines. This course challenges all graduate
candidates to design effective research models. It also addresses the use of research to
inform individual and school/district-level educational practice through instruction in
how to conduct and use action research. An additional program-specific research course
familiarizes candidates with current discipline-specific research and models, the literature
upon which it is based, the sources/techniques used to access this research, and

opportunities to develop research skills.

Content Studies

Courses are designed to contribute to substantial growth and development of
knowledge and skills addressed in program-specific standards. Courses address
appropriate standards and learning opportunities. Successful completion of all required
course work results in candidate exposure to and demonstration of the competence in the
full spectrum of standards. To ensure that individuals fulfill program requirements when
completing elective courses or clusters to build a specific body of knowledge related to

their professional roles the guidelines and standards of the appropriate learned society or
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professional association have been integrated into the decision-making process regarding

course content, course requirements, program outcomes, and assessment.

Integrative Studies

A variety of purposes are fulfilled and different formats are used to provide
candidates in advanced programs with meaningful on-site experiences intended to
develop and document their ability to mesh theory with practice. Clinical and field
experiences are an integral part of all advanced programs and include: collaboration,
applied research, curriculum analysis and revision, analysis of the education community,
evaluation of management systems, program planning and evaluation, educational
leadership, analysis of counseling techniques, and practice using clinical skills. These
experiences occur in genuine educational settings, often in the candidates’ own
classrooms or schools, thus giving them the opportunity to view themselves, their
students, the learning environment, and their work from a different perspective. Through
application of expanded knowledge and skills in real world settings, candidates are able
to construct meaningful learning environments of their students (Dewey, 1959). Through
reflection, assessment, and self-analysis, candidates continue to grow and develop as

practitioners.

PROFESSIONAL COMMITMENTS
This section of the conceptual framework provides the justification of why we
believe as we do regarding the teaching and learning characteristics and outcomes we
expect of our graduates. Using knowledge base literature, our justifications presented
below are based on theoretical knowledge, research, or the wisdom of practice in the

preparation of teachers, counselors, administrators, and other school leaders that impacts
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birth to lifelong education. In this section, we show how the conceptual framework

reflects the Unit’s commitment to diversity and technology.

Commitment to Diversity

The Unit is committed to preparing candidates to support learning for al/ students
and we provide an environment and curriculum in which knowledge, disposition, and
skills related to diversity are integrated across the curriculum, instruction, field
experiences, clinical practice, assessments, and evaluations.

Morehead State University is situated in the foothills of Appalachia, in a
somewhat isolated and remote area of the state. For many MSU students, this small
community of about 6,000 residents is the largest “city” they have been to and for many,
the furthest distance they have been from home. The eastern region of Kentucky, with its
rich culture and traditions, has very little racial diversity in its population, and a large
proportion of candidates come from communities with extremely low socioeconomic
status. The university has historically struggled to recruit minority candidates and
faculty, but that appears to be changing slowly through initiatives targeted at improving
recruitment and retention of both groups of stakeholders and through the appointments of
campus leaders with oversight to improve the climate and the university’s processes that
support the growth of a multicultural work force and student body. Historically, as well,
the Unit has struggled to provide field-based opportunities for candidates in diverse
settings other than rural, low socioeconomic status, and in school settings with students
and teachers who have lived their entire lives in Appalachia.

We are, however, committed to moving beyond diversity to creating a culturally

competent organizational environment. We are committed to identifying appropriate
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strategies that provide candidates and our faculty with field-based experiences in settings
where we are challenged to reflect about ourselves, to face our biases openly, and to
recognize the limits imposed by our embeddedness in our own culture and experience.
Essential to our cultural competency commitment are the following understandings, that
we:

* Acknowledge culture as a predominant force in shaping people’s values, attitudes
and behaviors,

* Understand how one’s culture influences our responses to persons from different
background/cultures,

* Respect the unique and culturally defined needs of different populations and
individuals,

* Recognize that although the values, beliefs and behaviors of people from other
cultures may be different from ours, they are equally valid and influence how they
view problems and solutions.

Because our physical location limits where candidates are able to feasibly travel
for field experiences we approach this commitment to diversity by always exploring new
partnerships with schools and communities that can provide candidates with more diverse
experiences than they can find in local and surrounding schools. We explore
technological solutions that can connect our candidates with communities outside of
Appalachia. And finally, we have instituted a system that will help candidates connect
their field experience placements to the various diverse setting characteristics and
demographic categories so they can track their progress and cultural competency

development throughout their program.
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Commitment to Technology

The Unit is committed to preparing graduates who are 21* century learners and
are able to use educational technology to help all students learn. The Unit made great
strides in integrating technology across programs with a PT3 grant and although that
grant ended, we have continued to enhance technology integration throughout our
programs. Educational and information communication technologies are integrated
throughout the Unit’s curriculum, instruction, field experiences, clinical practice,
assessments, and evaluations. National and state standards guide candidates’ use of
technology in initial and advanced teacher preparation programs. Standard 6—The
Teacher Demonstrates the Implementation of Technology—from the Kentucky Teacher
Standards and adopted by the Educational Professional Standards Board, expects that
candidates in both initial and advanced preparation programs use technology to support
instruction in a variety of ways, including to support instruction; access and manipulate
data; enhance professional growth and productivity; communicate and collaborate with
colleagues, parents, and the community; and to conduct research.

The Unit uses ISTE/NETS-T professional educator standards (ISTE, 2008) and
AECT Educational Communications and Instructional Technology (ECIT) Accreditation
Standards Performance Indicators (AECT, 2008) in initial and advanced programs in
order for candidates to demonstrate a sound understanding of what students need to know
and be able to do with technology to learn effectively and live productively in a rapidly
changing digital world. Candidates in the educational leadership program must meet the

national Technology Standards for School Administrators (TSSA).
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Class assignments, lesson plan (content and implementation), class presentations,
and data analysis are all used as vehicles to demonstrate a candidate’s knowledge and
skills in using technology as both a personal and professional tool to support student
learning of content. In the Educational Methods and Technology course, candidates’
Teacher Performance Assessment assignments (2007-2008) and Digital Portfolios (2003-
2007) demonstrate a collaborative unit implementing technologies such as PowerPoint,
SmartBoards, Web pages, digital media, etc. All candidates in the initial teacher
preparation programs are required to use electronic tools within the Unit’s assessment
system, which demonstrates their use of multiple technical applications. Blackboard
Learning System™, a course management environment that provides experiences in
navigating Web tools, discussion boards, and electronic submission of documents,
supports most courses in all programs. Candidates frequently access Web sites, electronic
databases, and electronic versions of documents for class assignments. Students and
faculty communicate through electronic mail and course assignments are prepared in
common software applications found in the Microsoft Office suite of programs. Students
videotape their teaching experiences, which are then reviewed for reflection and analysis.

Students have adequate technology lab access across the campus and in a
dedicated education computer lab and software library located in 213 Ginger Hall, and a
multimedia lab in 407 Ginger Hall. Lab computers (GH 213) were replaced a year early
in 2008/09 with multimedia Macintosh computers as a way to connect candidates’
experiences with the growing use of the Macintosh platform found in P-12 schools in the
region. The Unit’s commitment to technology is demonstrated through the continued hire

of a full-time instructional technology director and through our ongoing partnership with
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the Dataseam Initiative and Apple Computer. The instructional technology director
provides faculty and student support for technology integration in classrooms and in
coursework integration. A core group of faculty members provide professional
development across the service region that keeps them up-to-date with current technology

applications found in P-12 schools.

Commitment to Assessment

Assessment of candidates, programs, and faculty is continuous and infused into
all initial and advanced preparation programs. In general, the purposes of the Unit’s
assessments are to: 1) monitor candidate development toward the competency required of
educators according to program specific performance standards (KTS, GCS, or ISSLC),
2) monitor faculty members’ effectiveness as facilitators of this development, 3) provide
specific feedback that will allow for development of individualized instructional and
professional development activities, and 4) provide institutional feedback for program
refinement and reporting documentation.

In an effort to centralize multiple data sources and to enhance data-driven
decision making at the candidate and program levels, the Unit installed Tk20’s
CampusWide Tools Assessment, Accountability, and Reporting System, that enables the
Unit to collect data systematically, plan our assessments, compare them against specified
outcomes/objectives, and generate detailed reports for compliance, analysis, and program
improvement. CampusWide gives the Unit the ability to plan the assessments needed for

meeting each desired outcome, giving all stakeholders a clear understanding of the goals,
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expectations and responsibilities involved. The system is designed so that faculty and
staff can have access to planning documents, allowing full collaboration in the process of
collecting assessment data and conducting program review. The built-in communication
system lets faculty, staff, and candidates communicate in multiple ways, including the

submission and review of critical documents, sending of messages, and posting of news.

Through the Tk20 CampusWide environment, evidence of candidates’ learning
outcomes can be documented through a combination of direct and indirect assessments in
courses, Teacher Performance Assessment components, critical performances, field and
internship assignments and documentation, the development of portfolios, and through
the completion of surveys. Managing the Unit’s assessment plan through this system and
its internal reporting enables the Unit to effectively collect and analyze our assessment

data, on demand.

Candidate Assessment

Consistent with the pedagogical ideology expressed in the “Community
Engagement: A Light to and from the Mountains” theme, both traditional and culturally
relevant academic assessments and authentic assessments are used throughout educator
preparation programs. In addition to a wide variety of individual course assessments, the
initial teacher preparation program assesses candidates at five gates: 1) Admission to the
Teacher Education Program, 2) Prior to Clinical Practice, 3) Throughout the Clinical
Practice Semester, and 4) Program Completion. The undergraduate initial preparation
program “Gate Assessment” information is included in this document (Figure 4) to

clarify the types of assessment data collected and considered at each gate, the person(s)
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or group responsible for evaluating the data and making a decision about each
candidate’s eligibility for continuation in the program, and the system used to inform
candidates about their status, ensuring that a candidate’s knowledge, skills and
dispositions are assessed throughout the preparation program. Advanced candidate
transition points are presented in Figure 3, found earlier in this document. This processed

is managed through Tk20’s CampusWide tools system.
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Definitions:

Initial Programs — Candidate Gates/Transition Points

Gate - a gate is a predetermined candidate checkpoint, or transition point, in the
program. Each candidate’s performance status is checked to ensure achievement of, at
least, the minimal required performance level on required assessments. Candidate
success results in movement through a gate, leading to initial certification.

Key Assessments are those that are used to make program admission, continuation, or

completion decisions about all undergraduate candidates in the initial teacher

certification program. Data from these assessments inform us about program quality.

Critical Performances are pre-set, specific course related, learning activities that have

been designed and sequenced to ensure that all candidates are prepared to effectively
design and implement the Teacher Performance Assessment completed during clinical

practice.

Figure 4 - Initial Certification Gates

Gates

Assessment Data

Outcome

Decision
Maker(s)

1) Admission to
TEP

Pass required ACT, PPST,
or GRE Score(s), or Praxis
content exam(s)

And

Overall GPA (2.5)

Demonstration of Writing
Proficiency (Minimum of a
“B” ENG 100 and 200, or
success on PPST)

Demonstration of
Speaking Proficiency

Review candidate portfolio documents
Candidates informed if they are not
eligible to sit for program interview

Department/Program Committee formally
makes candidate recommendation based
on portfolio and interview scores to
Educational Services Unit

Recommendation lists of successful
candidates from each program are
presented to Teacher Education Council

TEC approves or does not approve
recommendation made and candidates
informed in writing of admission
recommendation

Educational Services
Unit

Program Committees

Director of Educational
Service Unit

Teacher Education
Council (TEC)

2) Eligibility for
Admission/
Enroliment to
Clinical Practice

Fulfillment of the following:
GPA (2.5), in all areas (C
or better in

Methods Classes)

Scores available for
required Praxis Exam(s)

Demonstration of

Review of Academic Record /transcript

Candidate notified when
Ineligible to enroll in clinical practice
course.

Program faculty informed of candidate
scores

Department Chair notified of candidate
scores.

Educational Service
Unit

Educational Service
Unit

Educational Service
Unit

Educational Service
Unit
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professional dispositions

When necessary, candidate remediation
plan established; When there is a
dispositional concern a remediation plan
developed with candidate and
implemented

Faculty member/Advisor informs
candidates and ESU of candidate
performance.

Candidate and Advisor

Advisor

3) Successful
Completion of
Clinical Practice

Successful performance
when evaluated using the
Clinical Practice Candidate
Record of Performance
Observation form.

Successful performance
on Exit TPA

Candidates informed of status by review
of submitted evaluations

Review of TPA by Analysis Committee
and results communicated to Program
Faculty

Candidates informed of TPA score

MSU supervisor and
Cooperating Teacher

Educational Service
Unit

Educational Service
Unit

4) Eligibility for
Certification

Fulfillment of all program
requirements (transcript)

Fulfilled all certification
eligibility requirements

Review of Candidate’s Academic record
Student informed in writing if eligible

Candidate eligibility for certification
reviewed and reported

Office of the Registrar
Office of the Registrar

Certification Officer
(ESU)

5) Alumni and
Employer
Feedback

Alumni Surveys & Focus
Group data

Employer Surveys & Focus
Group data

Review and revision of programs and
processes

Department Chair &
Department-
Designated Faculty
Program Coordinator

Assessment of Dispositions

Dispositions are the non-academic attributes of professionals—including attitudes

and values that ultimately manifest themselves in behavioral tendencies. Research

indicates that such dispositions strongly influence candidate learning and development

(Richardson, 1996; Reiman, 1999) and it is essential that teacher educators define, teach,

and assess dispositions in their programs (Diez & Raths, 2007). Prior to a 2006 revision

of the Unit’s disposition requirements, the following professional dispositions were

routinely assessed: 1) Passionate about learning, 2) Enthusiastic about teaching, 3)

Committed to teaching responsibilities, 4) Self-reflective, 5) Hardworking, 6)

Resourceful/Problem-solver, 7) Sensitive to differences, and 8) Able to establish rapport.
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The Unit’s professional dispositions assessment was changed in 2006 to improve the
assessment process with observable behaviors and with an easy to use rubric. The
Teacher Education Council approved in 2006 a specific process and new language for
assessing the following professional dispositions: 1) Fulfills attendance and punctuality
requirements, 2) Demonstrates sensitivity to all students, 3) Fulfills responsibilities, 4)
Identifies and solves problems independently, 5) Cooperates, works well with others, 6)
Solicits suggestions and feedback from others, 7) Maintains confidentiality, 8) Engages
in self-reflection, 9) Exhibits adaptability and resilience, and 10) Demonstrates
professional dress and demeanor. Once dispositions are assessed, faculty and cooperating
teachers submit a candidate’s completed form to the Tk20 CampusWide electronic
assessment system, where disposition information is available for analysis. In addition to
using a rubric to assess a candidate’s dispositions, faculty members can submit a
disposition “Reporting Form” whenever she/he believes that a behavior warrants
acknowledgement or review. Preservice candidates are also required to complete the state

mandated criminal check prior to their work in public schools.

Candidate dispositions are assessed as part of each advanced program. However,
the instrument, process, timing, and implications of results vary. The School Counselor
candidates are assessed as part of the “Clinical Practice Progress Report.” The
dispositions essential to the development of good clinical skills are assessed as part of
each course. Failure to demonstrate these course requirements, if not remedied, results in
dismissal from the program. Two final formal evaluations of clinical skills occur during

the pre-practicum and practicum experiences.
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Dispositions are assessed for candidates seeking degrees in School Administration
as part of their Portfolio Evaluation. The rubric used to evaluate candidate performance
articulated dispositions essential to effective administration. Candidates must select
samples of coursework to document performance in relation to the dispositions clearly
articulated in a department rubric. The knowledge, skills and dispositions that are
assessed parallel the ISSLC standards. Candidates must score a minimum set of points on
the portfolio to be recommended for certification.

Since advanced teacher candidates are already certified classroom teachers, the
dispositions that are assessed are: 1) The candidate is a life long learner who values
continuous evaluation of his/her performance and engages in professional development
and 2) The candidate is an action researcher who values continuous student assessment,
communicates results to candidates and others, and uses findings to improves the
teaching learning component. Dispositions are assessed, using a five-tiered rubric, in a

course selected by program faculty (one for each degree or Rank program).

Program Assessment

Program quality is monitored annually through a university designed reporting
system. From our last accreditation visit in 2003 through 2007, each program was
reviewed using a format that paralleled the Nichols’ Five Column Method of Program
Evaluation. In 2008, MSU replaced these Unit Assessment Plans and Reports with a
university-wide Academic Audit. A continuous and comprehensive assessment system
using WEAVE software was implemented in Fall 2009. Each of these program
assessment models requires each academic program to develop an assessment plan that:

1) identifies explicit links with the university vision, mission, and goals, 2) states explicit
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links to program goals, 3) articulates assessment measures and criteria for acceptable
levels of performance, 4) includes actual performance data (aggregated when possible)
used to determine if performance fulfills the stated criteria, and 5) addresses needs and
methods for change, where appropriate, to improve performance. This emphasis on the
assessment of a program’s use of candidate performance data, as opposed to teacher
behavior data, is consistent with the constructivist focus on candidate work. Each
program’s faculty can use considerable discretion in deciding what kinds of student work
most accurately reflect program success. The Unit’s Tk20 CampusWide electronic
assessment system is used to track student demographic, assessment, and performance
information. Each fall semester, data is formally shared with faculty or the directors of
each educator preparation program to be used to document candidate performance, with
analysis possible on an ongoing basis. Data are considered by the faculty and used to
evaluate program strengths and weaknesses and ultimately to drive decision making in
regard to program changes, thereby completing the assessment loop. Each program’s
Academic Audit Report (and formerly, the Annual Assessment Report) is submitted to
the Dean, the Provost, and the MSU Office for Institutional Effectiveness for review and

feedback.

Faculty Evaluation

Faculty members in the Unit are evaluated annually using their college or
department’s adopted Faculty Evaluation Plan (FEP). Each faculty member must submit
a vitae and documentation demonstrating success in teaching, service, and professional
achievement. Beginning spring 2009 all MSU faculty were required to enter their

curriculum vitae and workload into a database system called Faculty 180. The
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information in this database, along with faculty member portfolio information, artifacts,
and course syllabi, will be used to determine a faculty member’s qualifications and
fulfillment of the FEP. In addition, the faculty member has the opportunity to select the
documentation to be used to make his or her case and can tie specific products,
presentations, professional development, and service activities to regional engagement,
diversity, and service learning. This approach is consistent with the “Community
Engagement: A Light to and from the Mountains” metaphor and our broadly defined
constructivist theme, leaving professors artistic room to construct not only their
candidates’ learning environment, but also to shape their own professional environments.

Ultimately, department faculty members and or the department chairs evaluate
portfolios and make a recommendation on each faculty member’s performance which is
submitted to the dean of the college in which program faculty reside. The dean
communicates faculty performance recommendations to the provost.

All aspects of assessment are addressed more explicitly in the College of

Educations Continuous Assessment System document.
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APPENDIX A

Professional Education Unit Regional Engagement Model
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APPENDIX B
Kentucky Teacher Standards Themes (KTS)

Teacher Standards and these describe what teachers should know and be able to do in
authentic teaching situations and with the academic content, teaching behaviors, and
instructional processes that are necessary to promote effective student learning, quality
teaching, optimal student performance/learning as documented through assessment
evaluation. The standards provide a framework for teachers to refer to throughout their
careers in order to continue to better understand the “whole” child and use that
knowledge to effectively meet the needs of each child, therefore promoting optimal
learning for all children. To document learning all teachers are expected to be able to
refine assessment development the effective use evaluating as the basis for monitoring
each students learning in light of expected performance outcomes, and revise learning
activities and assessments, when needed to promote optimal student learning.
(http://kyepsb.net/teacherprep/standards.asp)

The teacher demonstrates applied content knowledge

The teacher designs and plans instruction

The teacher creates and maintains learning climate

The teacher Implements and manages instruction

The teacher assesses and communicates learning results

The teacher demonstrates the implementation of technology
Reflects on and evaluates teaching and learning

Collaborates with colleagues/parents/and others

Evaluates teaching and implements professional development

0. Provides leadership within the school, community, and profession

=00 NN R W
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APPENDIX C
Standards for Guidance Counseling Programs

The Kentucky Education Professional Standards Board approved these standards January
2005. The Kentucky Standards for Guidance Counselor Programs are derived from the
Council for Accreditation of Counseling and Related Educational Programs (CACREP)
Standards and are incorporated by reference in 16 KAR 5:010 that include core
curriculum experiences and demonstrated knowledge and skills.

PREAMBLE

Professional guidance counselors represent a significant and important component of the
educational leadership team within the P-12 schools of the Commonwealth. The
standards for training and preparation for guidance counselors evolved from a synthesis
of the American School Counselor Association (ASCA) National Model and the Council
for Accreditation of Counseling and Related Educational Programs (CACREP) national
counselor preparation standards. The standards acknowledge the importance of a
common core of knowledge, skills, and abilities as well as the specific skills and
knowledge unique to the practice of professional school counseling. The standards for
counselor training and preparation represent the foundation for the profession of guidance
counseling in the Commonwealth of Kentucky.

A. FOUNDATIONS OF SCHOOL COUNSELING

1. History, philosophy, and current trends in school counseling and educational systems;

2. Relationship of the school counseling program to the academic and student services
program in the school;

3. Role, function, and professional identity of the school counselor in relation to the roles of

other professional and support personnel in the school;

Strategies of leadership designed to enhance the learning environment of schools;

Knowledge of the school setting, environment, and pre-K-12 curriculum;

Current issues, policies, laws, and legislation relevant to school counseling;

The role of racial, ethnic, and cultural heritage, nationality, socioeconomic status, family

structure, age, gender, sexual orientation, religious and spiritual beliefs, occupation,

physical and mental status, and equity issues in school counseling;

8. Knowledge and understanding of community, environmental, and institutional
opportunities that enhance, as well as barriers that impede student academic, career, and
personal/social success and overall development;

9. Knowledge and application of current and emerging technology in education and school
counseling to assist students, families, and educators in using resources that promote
informed academic, career, and personal/social choices; and

10. Ethical and legal considerations related specifically to the practice of school counseling
(e.g., the ASCA Ethical Standards for School Counselors, and the ACA Code of Ethics).

Nk
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B. CONTEXTUAL DIMENSIONS OF SCHOOL COUNSELING

Studies that provide an understanding of the coordination of counseling program components as
they relate to the total school community, including all of the following:

1.

7.

Advocacy for all students and for effective school counseling programs;

Coordination, collaboration, referral, and team-building efforts with teachers, parents,
support personnel, and community resources to promote program objectives and facilitate
successful student development and achievement of all students;

Integration of the school counseling program into the total school curriculum by
systematically providing information and skills training to assist pre-K-12 students in
maximizing their academic, career, and personal/social development.

Promotion of the use of counseling and guidance activities and programs by the total
school community to enhance a positive school climate;

Methods of planning for and presenting school counseling-related educational programs
to administrators, teachers, parents, and the community;

Methods of planning, developing, implementing, monitoring, and evaluating
comprehensive developmental counseling programs; and

Knowledge of prevention and crisis intervention strategies.

C. KNOWLEDGE AND SKILL REQUIREMENTS FOR SCHOOL COUNSELORS

1.

Program Development, Implementation, and Evaluation

a. Use, management, analysis, and presentation of data from school-based
information (e.g., standardized testing, grades, enrollment, attendance, retention,
placement, surveys, interviews, focus groups, and needs assessment) to improve
student outcomes;

b. Design, implementation, monitoring, and evaluation of comprehensive
developmental school counseling programs (e.g., the ASCA National Standards for
School Counseling Programs) including an awareness of various systems that
affect students, school, and home;

c. Implementation and evaluation of specific strategies that meet program goals and
objectives;

d. Identification of student academic, career, and personal/social competencies and
the implementation of processes and activities to assist students in achieving these
competencies;

e. Preparation of an action plan and school counseling calendar that reflect
appropriate time commitments and priorities in a comprehensive developmental
school counseling program,;

f. Strategies for seeking and securing alternative funding for program expansion; and

g. Use of technology in the design, implementation, monitoring and evaluation of a
comprehensive school-counseling program.
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2. Counseling and Guidance

a. Individual and small-group counseling approaches that promote school success
through academic, career, and personal/social development for all;

b. Individual, group, and classroom guidance approaches systematically designed to
assist all students with academic, career, and personal/social development;

c. Approaches to peer facilitation, including peer helper, peer tutor, and peer mediation
programs;

d. Issues that may affect the development and functioning of students (e.g., abuse,
violence, eating disorders, attention deficit hyperactivity disorder, childhood
depression, and suicide);

e. Developmental approaches to assist all students and parents at points of educational
transition (e.g., home to elementary school, elementary to middle to high school,
high school to postsecondary education and career options);

f. Constructive partnerships with parents, guardians, families, and communities in
order to promote each student’s academic, career, and personal/social success;

g. Systems theories and relationship among and between community systems, family
systems, and school systems, and how they interact to influence the students and
affect each system; and

h. Approaches to recognizing and assisting children and adolescents who may use
alcohol or other drugs or who may reside in a home where substance abuse occurs.

3. Consultation

a. Strategies to promote, develop, and enhance effective teamwork within the school
and larger community;

b. Theories, models, and processes of consultation and change with teachers,
administrators, other school personnel, parents, community groups, agencies, and
students as appropriate;

c. Strategies and methods of working with parents, guardians, families, and
communities to empower them to act on behalf of their children; and

d. Knowledge and skills in conducting programs that are designed to enhance students’
academic, social, emotional, career, and other developmental needs.

D. CLINICAL INSTRUCTION

For the School Counseling Program, practicum/internship experiences must occur in a school
counseling setting under the supervision of a site supervisor.

The program must clearly define and measure the outcomes expected of practicum/intern students,
using appropriate professional resources that address Standards A, B, and C (School Counseling
Programs). (www.kyepsb.net/documents/EduPrep/guidancecounselorstandards.doc)
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APPENDIX D

Interstate School Leaders Licensure Consortium: Standards for
Educational Leaders (ISLLC)

(2008)

“An education leader promotes the success of every student by:

1.

2.

3.

hd

Facilitating the development, articulation, implementation and stewardship of a
vision of learning that is shared and supported by all stakeholders.

Advocating, nurturing, and sustaining a school culture and instructional program
conducive to student learning and staff professional growth.

Ensuring management of the organization, operations, and resources for a safe,
efficient, and effective learning environment.

Collaborating with faculty and community members, responding to diverse
community interests and needs, and mobilizing community resources.

Acting with integrity, fairness, and in an ethical manner.

Understanding, responding to, and influencing the larger political, social,
economic, legal, and cultural context.” (Pg. 19)
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