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Conceptual Framework

Our conceptual framework guides the curriculum, instruction, and assessment for all initial and
advanced professional education programs in our unit. The College of Education at Idaho State
University prepares candidates who are learner-centered, content-knowledgeable, assessment-
informed, reflective practitioners. This conceptual framework describes the collaborative
approach through which educators develop the knowledge, dispositions, and skills deemed
essential for effective professionals.



Conceptual Framework

I. Précis

The conceptual framework of the College of Education at Idaho State University provides a
snap-shot of our faculty’s ongoing collaborative efforts to describe our work, and our intentions
and aspirations as educators. The multi-layered document shows increasing complexity and
detail—beginning with the broad strokes of the visions and missions of 1SU, the College of
Education, and the College’s departments. In order to ground and explain these general orienting
statements, we articulate a philosophy that unpacks the College of Education’s motto: “By
Teaching We Learn,” and the key concepts included in the emblem displaying our motto. Our
philosophy further grounds and extends these elements by explaining the meaning and function
of the basic processes underlying our work within the college, in terms of learning domains,
reflective practice, and academic self-regulation.

Rounding out our efforts to articulate the scope and grounds of our work, we address the
knowledge bases which we collectively draw upon, and describe how these become integrated
within a coherent set of educational programs. The meta-level description and analysis is both
necessary and desirable in that we cannot fully capture the views and practices of the diverse
collection of professionals within the College of Education at ISU. Rather, faculty concur that
the snap-shot of our work and its underpinnings appropriately represent our varied perspectives
and work in pursuit of our shared vision and mission within the College.

Finally, to make the predominantly conceptual discourse of this framework more concrete, we
elaborate our educational goals and purposes in terms of the candidate proficiencies which we
work to support within our programs, and the standards to which those proficiencies are linked.
We then conclude by describing our assessment system within the context of candidate
proficiencies consistent with our philosophy of academic self-regulation. We use this assessment
data to inform our work in general and curricular decision-making in particular, according to the
goals of each department and program.

1. Idaho State University’s Vision and Mission
Leading in Opportunity and Innovation

UNIVERSITY VISION: Idaho State University strives to advance scholarly and creative endeavor
through the creation of new knowledge, cutting-edge research, innovative artistic pursuits and
high-quality academic instruction; to use these qualities to enhance technical, undergraduate,
graduate, and professional education, health care, and other services provided to the people of
Idaho, the Nation, and the World; and to develop citizens who will learn from the past, think
critically about the present, and provide leadership to enrich the future in a diverse, global
society.

STATE BOARD OF EDUCATION-ASSIGNED MISSION: As a regional public Doctoral/Research
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University, ISU meets the needs of a diverse population with certificate, associate, baccalaureate,
master’s and doctoral degree offerings, as well as family practice, dental, and pharmacy
residency programs. Through programs in pharmacy and health-related professions, Idaho State
University is the state’s lead institution for education in the health professions and related
biological and physical sciences. The preparation of teachers, administrators, and other
education professionals is another primary emphasis at ISU (emphasis added). Programs in
business and engineering respond to a variety of current and emerging demands within the state
and region. ISU is committed to maintaining strong arts and sciences programs as independent,
multifaceted fields of inquiry and as the basis of other academic disciplines. The University
offers a substantial array of graduate programs in the Arts and Sciences, education, and health
professions. As a part of its community college function, ISU provides students high quality
professional education and technical training in response to the needs of private industry.

I11. The College of Education’s Vision and Mission

The College of Education embraces ISU’s mission, and its emphasis on the preparation of
teachers, administrators, and other educational professionals in its work, and its own vision and
mission.

Vision - The College of Education at Idaho State University strives to be the leading institution
of teaching and learning in the Intermountain West.

Mission - The College of Education and its partners are professional educators who are
committed to the interrelated activities of teaching, scholarship, and service through:

- Preparing and supporting professionals who are reflective, ethical, lifelong learners.

- Producing and disseminating scholarly works leading to a more effective education for all
learners.

- Promoting professional development in our community, region, and state; delivery of
outreach programs, pre-service and in-service courses, and workshops.

- Supporting the Vision and Mission of Idaho State University and the College of
Education through service activities.
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Department Mission Statements: While each department in the College of Education embraces
the College Mission statement, some departments chose to further define their work of teaching,
scholarship, and service through a mission statement which specifically describes their programs.

Educational Foundations Mission Statement

The College of Education and its partners exemplify and prepare professional
educators who are reflective, ethical, lifelong learners.

We prepare professional educators who;

= Are committed to standards-based practice and assessments.

= Integrate current, technology, content and pedagogical expertise to
effectively promote depth of student learning.

= Provide educational opportunities that support intellectual, social,
personal, physical, and emotional development of all learners.

= Establish and enhance learning communities to support learning of
diverse student populations.

Department of Educational Learning and Development Mission Statement

The mission of the Department of Educational Learning and Development is to
develop professional educators who contribute to and utilize research in their
fields, which leads to the implementation of research-based assessments and
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interventions to produce effective and efficient learning outcomes
for all individuals.

Graduate Department of Educational Leadership and Instructional Design
Vision and Mission Statements

Vision: The Department offers select programs for regional, national, and
international candidates in Educational Leadership and Instructional

Design, providing innovative opportunities and experiences in leadership,
instruction, and research, supported by sustained collaborative relationships with
colleagues within the University, our disciplines, and the greater community.
Mission: The Department integrates its unique strengths in teaching, research,
evaluation and application in the fields of leadership, administration, technology,
and instructional design to empower our candidates, our colleagues, and our
communities in designing, instructing, and leading dynamic learning
organizations in the 21* century.

Department Of Sport Science and Physical Education Mission Statement

The mission of the Department of Sport Science and Physical Education at Idaho
State University (ISU) is to provide students with the intellectual and physical
skills necessary to maximize their potential.....The ISU Department of Sport
Science and Physical Education is committed to providing an academic program
in which men and women can discover, experience, and reflect upon the study of
movement.... Department of Sports Science and PE Mission Statement

The college’s mission to provide professional development and outreach to our stakeholders is
primarily achieved through the Intermountain Center for Education Effectiveness and its Center
for Professional Development and Center for Economic Education.

Intermountain Center for Education Effectiveness (ICEE) Mission Statements

The mission of the ICEE is to collaborate with local school districts, education
agencies, professional organizations, and policy makers throughout the
Intermountain West, working within partnerships that enhance the delivery of
quality education for the students we serve.

The Center for Policy Studies and Education Research:

The mission of the Center is to participate with policymakers, education
professionals, and other leaders in improving education within the Intermountain
West. The goal of the Center is to influence critical decisions in management and
public policy regarding education at all levels within the service area. The
Center's purpose is to provide information and best practices for all critical areas
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of policy-making, administration, management, and governance of education
facilities and groups.

The Center for Professional Development:

The mission of the Center for Professional Development is to provide quality
courses which help teachers, professional educators, and other learners be
introduced to new and/or updated teaching techniques, content, and research
which will assist them in their profession.

The Center for Economic Education:

The mission of the Center for Economic Education at Idaho State University is to
improve the quality and expand the reach of consumer and economic education at
all levels of public, and private education, and the general public.

V. The College of Education’s Philosophy

Introduction: As discussed in the précis above, our philosophy addresses the work of the college
in terms of key concepts that both describe and guide that work. It is thus a very general,
descriptive explanation of the work that we engage in, and at the same time, a normative
framework that articulates central aspects of what it is we seek as educational professionals. In
doing so, our philosophy explores the meaning behind the key concepts and phrases from our
motto and emblem, our mission and vision, and stakeholders that we believe accurately
illuminate the basic nature and aspirations of our work.

Philosophy: Our college is an educational community of experienced and developing
professionals who exercise “trustworthy judgment” guided by an established knowledge-base
and informed by state and national performance standards. Our community consistently prepares
professionals within a framework of key ideas: learning domains, reflective practice, and
academic self-regulation.

The three learning domains we focus on in the College of Education—Ilearners, knowledge, and
assessment—occur in each program within a context that may vary according to the program’s
specific goals. That is, one program may have its strongest emphasis on subject area knowledge
and another may focus on assessment or monitoring of results. But regardless of this variation,
all of our work integrates these learning domains, and in doing so, applies the lenses of reflective
practice and academic self-regulation, integrating all of our programs. This integration is a
seamless and cyclical process: faculty engaged in the act of teaching use assessment data or
results from directed, experiential, or holistic learning to inform and shape their future
instruction. This process, captured by our motto, By Teaching We Learn, is a dynamic interaction
between professional educators in the College of Education, learners, content, and context.

Thus, our motto, By Teaching We Learn, places learning at the center of our thought and
practice. Our candidates, as prospective educators, and our faculty, as educators and scholars of
teaching and learning, use teaching practice as a central medium for expanding their educational
understanding and skills. Teaching, as a learning process, brings together learners, teachers,
communities, and content, in a complex, dynamic exchange that is enhanced by technology and
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the diversity of its components (Lampert, 2001). We use standards as guideposts, not as
proscriptive dictums; standards are touchstones for continuous reflection on our collective work
and aspirations.

The concept of academic self-regulation describes well this synergistic process that focuses
learners, teachers, communities, and content into four learning environments centered on
learners, content, assessment, and community. Thus, at its most fundamental level, By Teaching
We Learn means academic self-regulation, the learning theory developed by Zimmerman, which
under-girds all of our educational programs. By focusing on such self-regulation, our college
commits to a synergistic process of learners, teachers, communities, and content. Academic self-
regulation describes the habit of mind faculty model for the educators we prepare; it also defines
how we design and revise curriculum in each program area. The cyclical process involves the
following three phases.

Phase one of Zimmerman’s academic self-regulation process, the forethought phase (2004, p.
142), embodies the concept of a proactive learner with strong self-efficacy beliefs. This phase
emphasizes that the doing of “education” is a thoughtful, planned activity that involves well-
substantiated goals and ethical considerations. Phase two, the performance phase (p. 144),
includes the discipline of self-control with the perspective of self-observation. An essential
component of this phase is “reflection-in action” or learning to make modifications as soon as
the need for them is realized and appropriate alternatives considered (Schén, 1983). Within our
program areas, we refer to the final phase as self-reflection (p. 145), consistent with Dewey’s
concept of reflective thinking, especially its components of whole-heartedness and responsibility
(1933). This phase entails evaluating the consequences of instruction in terms of performance as
the central lens for improving the quality of practice. Engaged in this ongoing commitment, we
develop within ourselves and our candidates what Shulman calls the “wisdom of practice” (1987,

p. 8).

With academic self-regulation as our collective habit of mind, each program area embraces four
synergistic environments essential to effective learning, competent performance, and continuous
professional development. As defined by the National Research Council (2000, pp. 23-26), and
discussed by Bransford & Darling-Hammond, (2005, p. 32), the following four environments are
found within the curriculum of all COE programs but to differing degrees consistent with
varying program requirements. The learner-centered environment emphasizes the social and
cultural context of learners wherein the individual is supported at each level of cognitive and
social development through integration of prior knowledge, appropriate scaffolds, and a
proactive commitment to diversity. The knowledge-centered environment focuses on
developmentally appropriate skills, problems, and thinking opportunities. Such opportunities
enable learners to discover, comprehend and apply their knowledge and skills and subsequently
transfer them to new contexts. The assessment-centered environment draws on relevant
standards as an essential reference for the design of appropriate and meaningful assessments. In
this environment, formative assessments support reflective practice and continuous
improvement. Summative assessments certify proficiency with respect to standards-linked
performance expectations. Community-centered environments embrace the concept that
connectedness is a vital component of all learning. School, community, home, locale, state,
nation, and world comprise an expansive community. Such emphasis on community means the
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teaching and sharing of norms and values that make opportunities to learn equally available for
every child. Creating inclusive environments is a key theme within all of our programs.

This framework, combining academic self-regulation and focused, well-aligned learning
environments, comprises our learning community and explains how By Teaching We Learn,
describes the work of the College of Education. With learning as the hub of the wheel, the
spokes or constituents of learning consist of: learners, teachers, community, content, and
reflection. These constituents are each imbued with and enriched by diversity and technology,
and guided by standards, standards-linked assessments, and scholarship.

V. Knowledge Bases, Their Integration, and Eclectic Examples

One of the most prominent challenges faced by schools and colleges of education in the last few
decades has been to define a “knowledge base” for their work and the work of their candidates
(Bransford & Darling-Hammond, 2005. p.vii). That challenge is well understood within our
college, comprised of a wide range of programs which draw upon a similarly wide range of
expert knowledge, held by a diverse collection of educational professionals that bring their
expertise to bear on their scholarship, teaching, and service. Thus, there is no single, discrete,
unified knowledge base from which we all draw that can be fairly articulated in this conceptual
framework. Our four departments share substantive beliefs and goals that inform our work in
support of the college’s mission and vision, yet the knowledge base that we draw from in
carrying out that work is most aptly described as “eclectic.”

But unlike many common uses of this term, we do not employ eclectic here as a way to avoid
substantively addressing a richly varied collection of characteristics. Rather, we use it in the
somewhat technical sense articulated by Joseph Schwab in his writings on the complexities of
education and the relationships between educational theory and practice (1978). Schwab notes
that due to these complexities “pluralities of theory arise, no one member of a plurality complete,
each member throwing its own useful light on the subject treated” (p. 323). Educators, Schwab
argues, harness this plurality of sources of knowledge relevant to education, and make
productive use of them, through what he terms “arts.” “The eclectic arts are arts by which we
ready theory for practical use” (p. 323). On Schwab’s view, the eclectic arts are properly used to
effectively deploy the entire range of relevant, sound knowledge necessary to address any
particular educational issue. One must engage in these arts in exercising the trustworthy
judgment discussed in our philosophy, knowing when each source of knowledge and explanation
is relevant to the current situation, and how the pluralities of available knowledge may be
combined in their application. This is also essential to effective academic self-regulation
(Zimmerman, 2004). Moreover, such conceptual flexibility makes true reflective practice, as
articulated by both Schon (1983) and Dewey (1933), possible.

The eclectic arts concept captures our work in the College of Education as faculty individually
and collaboratively make use of a wide range of theory and research in order to foster educative
experiences for candidates, across program areas. In the process, trustworthy judgment is
required in determining which source of knowledge effectively sheds light on the situation at
hand, and how those sources of knowledge can be combined within a discussion or activity, a
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semester long course, and/or an academic program for our candidates. Thus, despite the
complexity and breadth of our work and expertise, we do share sources of knowledge and work
to constructively connect, and thus help our candidates make productive use of, the eclecticism
within the college.

We document and illustrate our eclectic sources of knowledge, and the arts of their use, in two
ways. First, as evidence of the diverse sources of knowledge we share, our faculty engaged in an
iterative exercise of sharing the theories and research that inform our teaching. Originally, we
developed a document entitled “sharing theories” which showed major theories or bodies of
research that informed faculty members’ teaching (in terms of content and/or method), and
located the context(s) in which those sources of knowledge played a role. Then, in order to get a
broader view, and one that could be more easily synthesized, we surveyed ourselves, asking for
the five most influential theorists/researchers that informed our work, in rank order (see Table 1
below). These data suggest a broad, yet overlapping knowledge base within the College of
Education, and the use of these knowledge bases in practice demonstrate the eclectic arts
employed by our faculty.
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Table 1

Total numbers of College of Education faculty reporting each of the listed educational theorists/researchers that inform their

practice, by rank.

Totals: Rank 1 Totals: Rank 2 Totals: Rank 3 Totals: Rank 4 Totals: Rank 5
Gardner 3 | Bruner 7 | Dewey 3 | Gardner 4 | Bandura 3
Gagne 3 | Maslow 3 | Rogers 3 | Bloom 3 | Bloom 3
Dewey 3 | Dewey 2 | Vygotsky 3 | Bandura 2 | Gagne 3
Cross 3 | Schon 2 | Bandura 2 | Bruner 2 | Gardner 3
Bandura 3 | Weiner 2 | Bloom 2 | Piaget 2 | Noddings 2
Stiggins 2 | Gilligan 2 | Kolb 2 | Rogers 2 | Ausubel 1
Skinner 2 | Belenky et al. 1 | Lave&Wegner | 2 | Vygotsky 2 | Bruner 1
Weiner 1 | Banks 1 | Banks 1 | Anderson 1 | Fullen 1
Ulrich 1 | Bloom 1 | Cross 1 | Aristotle 1 | Hersey&Blanchard |1
Schoenfeld 1 | Kolb 1 | Gardner 1 | Ausubel 1 | ltard 1
Pierce 1 | Piaget 1 | Montessori 1 | Gagne 1 | Mager 1
Lave&Wegner | 1 | Rogers 1 | Belenkyetal. |1 | Hersey&Blanchard | 1 | Maslow 1
J.M. Gregory 1 | Rumelhart 1 | Paivio 1 | Knowles 1 | Pavio 1
Noddings 1 | Skinner 1 | Piaget 1 | Maslow 1 | Rogers 1
Gilligan 1 | Watson 1 | Rosenblath 1 | Miller 1 | Socrates 1
Butlee 1 | Ladson-Billings | 1 | Selman 1 | Schon 1 | Thorndike 1
Bruner 1 Senge 1 | Senge 1 | Vygotsky 1
Bloom 1 Thorndike 1
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Eclectic Examples: To further document and illustrate our Schwabian eclectic arts, we provide
the following eclectic examples. Below, faculty across departments provide illustrative examples
of how theory and research inform practice within programs.

Example 1:
Knowledge source: Skinner, Englemann, and Carnine

Learning environment: The Special Education Program (SPED)

Description: SPED makes certain assumptions about learners. These assumptions are articulated
by Skinner (1953) and Englemann and Carnine (1991). SPED assumes that the instructional
environment is the primary variable in accounting for what learners learn and that individual
differences in learning must be a constant consideration when designing instruction for children
with diverse learning needs. In order to clearly understand learner variables, candidates must be
able to control and manipulate instructional variables to observe the effect on learners. Having
said that, the following general assumptions about learners are made: (1) If a learner fails, that
failure must be framed in terms of the instruction that teachers control; (2) A learner’s behavior
can be changed by controlling environmental events; (3) A learner’s incorrect response to a task
is the learner’s best effort to be intelligent; (4) Learners are vulnerable to symbols; and (5) The
learner is a logical, experiential observer (Kameenui & Simmons, 1990). These assumptions
permeate all of our courses, where candidates implement specific instructional procedures,
analyze errors learners make in order to adjust instruction, and make symbolic relations more
concrete. When the individual needs of the learner can be identified, more effective instruction
can be designed.

Example 2:
Knowledge sources: Bandura, Dewey, and Schon

Learning environment: Teacher Education Program — Pre-internship Field Experience in
EDUC 309
Description: During pre-internship field experience in EDUC 309, candidates systematically
reflect upon their teaching during their instructional sequence (reflection in-action) and after
completion of their instructional sequence (reflection on-action) (Schon, 1983). These reflective
practices are facilitated by the teacher work sample, which serves as the final assessment for this
course. In addition, whenever possible, students are paired during this pre-internship to provide
on-going feedback and support for reflective pedagogical growth (Newsome & Newsome, 2004).
This well-scaffolded and integrated series of reflective activities are grounded in Dewey’s
conception of reflective thinking (1933, which requires that candidates not only have a clear
“end-in-view,” but consider a given educational situation with an open mind, and attend
critically to the consequences of their actions and the extent to which their ends are being
supported. Through this process, candidates see how their philosophical beliefs from EDUC 301
have been put into practice, and in turn, the effects of those practices on their students’ learning.
One particularly important implication of these reflective practices is for our candidates’
self-efficacy (Bandura, 1997), in terms of their teaching practice, and their capacity to
systematically analyze and refine that practice, based upon theory, research, and ongoing
experience. To support this process, as candidates analyze their practice, and collect and report
evidence of the student learning that results, they must design meaningful professional
development activities for themselves to promote their ongoing growth as emerging educational
professionals. This process also instantiates a key distinction from EDUC 301: educative
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experiences, versus mis-educative experiences (the latter being when one does not consider the

implications of one’s actions, closing off potential for meaningful learning and growth) (Dewey,
1963).

Example 3:
Knowledge Sources: G. Ladson-Billings, L. Skinner, B. Klug & P. Whitfield

Learning environment: The Literacy Program

Description: To challenge the hegemonic practices in literacy that leave a majority of ethnically
diverse and low SES students unprepared for critical decision-making when they exit the P-12
educational system, the Literacy Program supports culturally relevant pedagogy (Klug and
Whitfield, 2003; Ladson-Billings, 1995). We explore the influences of dialects on literacy
development, providing support for second language learners, including multicultural literature
across the curriculum, and how stereotypes and biases may negatively impact students’ learning.
We address cultural biases in achievement and diagnostic tests, discuss why this can affect the
way we perceive students’ needs, and the importance of using alternative authentic assessments
that teachers can employ in their classrooms and/or as reading specialists.

Candidates in the literacy program learn about alternative approaches to teaching literacy
skills, such as including information in their curricula that incorporates culture and the interests
of the students they teach, and how to involve the communities with their classrooms (Skinner,
1992). Our undergraduate elementary education candidates work with students during their
EDUC 321 Language Arts practicum who are ethnically diverse throughout Regions 4, 5, and 6
of Idaho. By teaching candidates about how to adjust the curriculum and culture of the schools,
students are given more opportunities to succeed and the school becomes a “bridge” with
communities and the greater society.

In graduate classes, our candidates are required to complete case studies with students
struggling with acquiring literacy skills. Candidates also take EDUC 634 Literacy: Multicultural
Views, or EDUC 699 Sociology of Reading (when offered), where issues involving literacy and
diverse populations are examined in-depth for the entire semester.

Example 4:
Knowledge Source: Constructivist theory and research by Piaget and Vygotsky

Learning Environment: Early Childhood Program

Description: ISU’s early childhood program has adopted a conceptual framework embodying
philosophical and theoretical principles of constructivism that calls for a shift away from
transmission models that view learners as passive recipients, toward a more active learner-
centered approach that flexibly serves diverse populations within inclusive settings.

Grounded in the work of Jean Piaget, intelligence is “the construction of relationships” that
“enables learners to adapt to new situations” (Kamii & DeVries, 1978/1993; Piaget 1936/1952).
Learning is a dynamic process in which the young child makes sense of her experiences through
an assimilation-accommodation process, elaborating or constructing knowledge of the external
world into organized mental structures, or schemes (Piaget, 1937/1954). Disequilibrium, the
recognition that there is conflict between existing schemes and actual experience, serves as the
impetus for expanding and elaborating existing mental structures into a newly constructed whole.
Learners strive to resolve conflict between old understandings and new experiences into a
harmonious state in which their internal organization and external experience are in balance
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(Piaget, 1954/1981). To promote the child’s construction of knowledge, inquiry-based learning
activities are designed to: (a) engage the child’s interest; (b) inspire active error-informed
experimentation, and (c) foster cooperation within a social context (DeVries, Zan, Hildebrandt,
Edmiaston & Sales, 2002).

The importance of the social context was significantly expanded by the theoretical contributions
of Vygotsky (1930/1981) who suggested that learners construct knowledge from their cultures
and social interactions. Vygotsky (1935/1978) further conceptualized the zone of proximal
development and scaffolding as key aspects needed to support learning by identifying the level at
which learners, with the mediation of materials, peers, or teachers, are optimally challenged to
connect new experiences or information to that which is already known. Temporary supportive
interactions, or cognitive scaffolds thus provide support and structure during learning.

With increased awareness of the way in which the human brain processes knowledge, current
research interests in early childhood education include learning more about the critical periods
for specific learning, myelination, and the importance of affect, attachment, and caring
relationships (Cook & Cook, 2005, Zero to Three, 1998-2001; Shore, 1997; Greenspan, 1997).

Example 5:
Knowledge Source: Operant Conditioning, Skinner

Learning Environment: Sport Psychology

Description: ISU's Sport Science and Physical Education program is committed to helping
candidates develop appropriate strategies for teaching and facilitating learning. Part of this work
is to help candidates increase their efficiency in the classroom and reinforce behaviors
appropriately.

Operant Conditioning is a technique that was originally developed by B.F. Skinner (1968) in
which behavior and, therefore, learning can be modified by the appropriate use of a reinforcing
stimulus. According to Skinner (1968), "Students learn without teaching in their natural
environment, but teachers arrange special reinforcements that expedite learning, hastening the
appearance of behavior that would otherwise be acquired slowly or making sure of the
appearance of behavior that might otherwise never occur” (pp. 64-65). The concepts of positive
and negative reinforcement, and the appropriateness of these two reinforcement strategies, are
among the governing principles taught in the PE 322 (PsychoSocial Aspects of Sport and
Physical Activity). The importance of teaching operant conditioning strategies is discussed in
direct relation to the ethics of overusing punishment, which has been especially prevalent in
physical education/sport settings. This theory can be related to concepts such as motivation,
confidence, and arousal regulation techniques which are other cornerstones of sport psychology
theory.

Example 6:
Knowledge Source: Piaget's four stages of cognitive development

Learning Environment: Sport Psychology and Diversity
Description: ISU's Sport Science and Physical Education program is committed to helping
candidates develop appropriate strategies for teaching and facilitating learning. Part of this work
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is to help candidates increase their teaching effectiveness by understanding developmental
differences in youth athletes and students.

In both PE 322 (PsychoSocial Aspects of Sport and Physical Activity) and PE 493 (Diversity
Issues in Education and Sport) the concept of developmental ability is discussed. Using Piaget's
four theories of cognitive development (Piaget, 1936), candidates are introduced to appropriate
teaching/coaching strategies for students/athletes in the following developmental stages: (a)
Sensorimotor, (b) Preoperational, (c) Concrete, and (d) Formal. This is extremely important
because teachers and coaches need to match their teaching styles to the developmental
capabilities of the students and athletes who learn from them. This theory can be related to
concepts such as motivation, confidence, and communication which are cornerstones of sport
psychology theory.

Example 7:
Knowledge Source: Gagne’s Conditions of Learning (Gagne, 1985; Gagne & Driscoll, 1988;

Gagne, Briggs, & Wager, 1992); Reigeluth’s (1983) Elaboration Theory

Learning Environment: Graduate degrees in Instructional Technology and Instructional Design
Description: The program area of Instructional Technology (M.Ed.) and Instructional Design
(PhD.) is committed to preparing candidates who use and create technology-based instruction
embedded in the principles of sound instructional design as an applied science. The Instructional
Technology (M.Ed.) focuses on three elements of instructional technology and Instructional
design. (1) The utilization of instructional technology to improve student academic performance.
"The study and ethical practice of facilitating learning and improving performance by creating,
using, and managing appropriate technological processes and resources" (Association for
Educational Communications and Technology, 2006).(2) The awareness of various models of
instructional design and how to apply these models in different instructional
environments.(AECT, 1977) (3) The application of an instructional design model based on
Gagne’s work on conditions of learning, the five learning outcomes, and the nine events.
Elements of Gagne’s research are incorporated into the ADDIE model of Instructional Design:
Analyze, Design, Develop, Implement, and Evaluate.

The doctoral degree in Instructional Design (PhD.) is an applied science program based on the
work of Gagne, Reigeluth, and Merrill. While the three elements in the Instructional Technology
(M.Ed.) are encased in the PhD degree, the curriculum builds toward more intensely weighted
production of the application of Gagne’s research as in relates to the ADDIE instructional
systems design model. In addition, candidates utilize a variety of learning theories — including
developmental and cognitive— to characterize learners and their environments as on-line and
other digital instruction is designed and developed. This process also incorporates the seven
elements of Reigeluth’s elaboration theory, which itself expands on Bruner’s (1960, 1966) spiral
curriculum and Ausubel’s (1963) advance organizers. The program culminates with the focus on
Merrill’s work with emphasis on curriculum implementation and appropriate evaluation of
targeted learner performance. (For references go to 1D and IT References)

The Wisdom of Practice: A final and significant source of knowledge throughout the College is
rooted in our practice as educators, which brings together a number of threads of the conceptual
framework above. Not only do we encourage and support candidate’s development as reflective
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practitioners, as faculty we engage in teaching practice that is reflective (Dewey, 1933; Schon
1983)—reflective practice that instantiates and is explained by Zimmerman’s phases of academic
regulation (2004). Our faculty use their ongoing experiences with candidates as critical sources
of insight into effectively meeting their needs, informally and on-the-fly, and through formal
assessments and the review of assessment data, as discussed further below. In this sense, we
return once again to the foundational notion that guides the work of our College: By Teaching
We Learn.

VI. Interim Summary

Thus far, we have presented our mission, vision, philosophy, and knowledge bases, to describe
our work in the College of Education at ISU, the ends to which that work aspires, and its bases.
The references for the sources cited above can be found in section IV of this document. We now
turn the wheel over to another group of colleagues who will flesh out and finish this conceptual
framework document, by addressing the particular candidate proficiencies we strive to foster
(including those related to diversity, technology, and professional practice), where they are
addressed within our programs, and the system by which we assess them.

VIl. Candidate Proficiencies and Links to Standards

The College of Education at Idaho State University differentiates between standards and
proficiencies in the following way. Standards are expectations of knowledge, skills, and
dispositions all candidates are expected to meet through formal assessments identified by each
program. These expectations are identified at the unit, state, and/or national levels.

Proficiencies are expectations for knowledge, skills, and/or dispositions which candidates are
required to demonstrate through behaviors in the classroom, in the field, and/or informal
coursework activities. These expectations have been adopted at the unit level as expectations for
all candidates of all programs and are aligned with standards.

Standards: As mentioned above, Standards are expectations of knowledge, skills, and
dispositions all candidates are expected to meet through formal assessments identified by each
program. These expectations are identified at the unit, state, and/or national levels. Initial
programs at ldaho State University have aligned their assessments with the Idaho State Core
Standards for Beginning Teachers (CSBT). The first ten of these 13 standards are in direct
alignment with the ten Idaho Core Teacher Standards (ICTS) which were developed in alignment
with the Interstate New Teacher Assessment and Support Consortium (INTASC) standards. (See
Appendix A)
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Our faculty voted to accept the ICTS plus the three standards of Technology, Literacy, and
Professional Studies and Research to be our 13 CSBT.

Idaho State Core Standards for Beginning Teachers (CSBT)
& ldaho Core Teacher Standards (ICTS)

CSBT/ICTS 1. Knowledge of Subject Matter- The Teacher understands the central
concepts, tools of inquiry and structures of the discipline taught and create learning
experiences that make these aspects of subject matter meaningful for students.

CSBT/ICTS2. Knowledge of Human Development and Learning- The teacher
understands how students learn and develop, and provides opportunities that support their
intellectual, social, and personal development.

CSBT/ICTS3. Adapting Instruction for Individual Needs- The teacher understands
how students differ in their approaches to learning and creates instructional opportunities to
meet students’ diverse needs and experiences.

CSBT/ICTS4. Multiple Instructional Strategies- The teacher understands and uses a
variety of instructional strategies to develop student learning.

CSBT/ICTS 5. Classroom Motivation and Management Skills- The teacher

understands individual and group motivation and behavior and creates a learning
environment that encourages positive social interaction, active engagement in learning, and
self-motivation.

CSBT/ICTS 6. Communication Skills- The teacher uses a variety of communication
techniques to foster learning and communication skills in the classroom.

CSBT/ICTSY. Instructional Planning Skills- The teacher plans and prepares instruction
based on knowledge of subject matter, students, the community, curriculum goals, and
instructional strategies.

CSBT/ICTS 8. Assessment of Student Learning- The teacher understands, uses, and
interprets formal and informal assessment strategies to evaluate and advance student
performance and to determine teaching effectiveness.

CSBT/ICTS9. Professional Commitment and Responsibility- The teacher is reflective
practitioner who demonstrates a commitment to professional standards and is continuously
engage in purposeful mastery of art and science of teaching.

CSBT/ICTS 10. Partnerships- The teacher interacts in a professional, effective manner
with colleagues, parents, and other members of the community, to support students’ learning

and well-being.

CSBT 11. (ISU) Technology- The teacher uses technology in the planning, delivery,
analysis, and assessment of learning and instruction.

CSBT 12. (ISU) Literacy- The teacher supports and expands student literacy skills and
models effective communication.
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CSBT 13. (ISU) Professional Studies and Research- The teacher uses alternative
theoretical perspectives and research to guide instructional decision making and reflection on
practice.

Advanced programs of the College of Education are designed to advance the abilities of their
graduates to meet program specific standards that are aligned with the state and national
standards of their professions (see the separate program assessment plans). Beyond program
standards, all candidates for advanced degrees of the College of Education are expected to meet
both of the following College of Education Core Standards for Advanced Professionals (CSAP).
Standard One- Professional Studies and Research, is in alignment with American Educational
Research Association (AERA) and American Psychological Association (APA) standards.
Standard Two- Theoretical Foundations, is a standard in which we as a faculty believe strongly
candidates should be expected to master through program assessments. (See Appendix A, p, ##)

Core Standards for Advanced Professionals

1. Professional Studies and Research

The advanced professional accesses, reads, and interprets the literature in his or
her field and applies information from the research to professional practice. The
advanced professional in his or her report writing meets the editorial and writing
style requirements of the latest edition of the Publication Manual of the American
Psychological Association, and he or she meets the current standards of the
American Educational Research Association, when reporting the processes,
results, and conclusions of data analyses.

2. Theoretical Foundations

The advanced professional understands the theoretical foundations of the
profession and applies knowledge of theoretical foundations to professional
practice.

All initial and advanced programs have written Assessment Plans, which outline the alignment
of their program standards to state and/or national standards, the six to eight assessments
candidates complete to demonstrate mastery of standards, and the alignment of these assessments
to the standards.

Proficiencies: Proficiencies, as stated above, are expectations for knowledge, skills, and/or
dispositions which candidates are required to demonstrate through behaviors in the classroom,
and/or informal coursework activities. The following are definitions of the Diversity,
Technology, and Professional Practice proficiencies identified by our unit and their alignment to
Idaho standards.

The proficiencies of diversity, technology, and professional practice are threads which can be
found throughout all programs in the College of Education. Our faculty is committed to ensuring
all candidates have the knowledge of each of these proficiencies and are able to apply this
knowledge in their professional settings.
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Diversity
The professional educator understands and addresses issues of exceptionality and
cultural diversity in his or her professional practice.

Technology
The professional educator uses technology in his or her professional practice.

Professional Practice
The professional educator is a reflective practitioner who demonstrates a commitment to
professional standards, and who displays the beliefs, values, and behaviors that guide the
ethical dimensions of professional practice.

Diversity Proficiency Alignment to Standards

Proficiency- The professional educator understands and addresses issues of exceptionality and
cultural diversity in his or her professional practice.

Supporting Explanation- By modifying instruction or the instructional environment for
individual needs, the professional educator demonstrates their understanding of how students
differ in their approaches to learning. The professional educator would then create environments
and instructional opportunities to meet students’ diverse needs and experiences. All programs are
committed to providing candidates opportunities to demonstrate their ability to meet this
proficiency. Curriculum Components in Diversity

Alignment with Standards- Core Standard for Beginning Teachers Three and Idaho Core Teacher
Standard Three.

Indicators candidates might demonstrate in relation to this proficiency.

Knowledge

1  The professional educator understands and knows how to identify differences in approaches
to learning and performance and how to design instruction that considers students’ strengths
and needs as a basis for growth.

2  The professional educator knows about areas of exceptionality (e.g., learning disabilities,
visual and perceptual difficulties, emotional and behavioral problems, physical and
cognitive delays, and giftedness).

3  The professional educator knows strategies to support the learning of students whose first
language is not English.

4 The professional educator understands how students’ learning is influenced by individual
experiences, and prior learning as well as by language, culture, family and community
values, and socioeconomic background.

Dispositional Indicators

1  The professional educator acknowledges his or her responsibility to ensure that all students
learn and is open to expertise that supports student learning (e.g., the school counselor,
school psychologist, community professionals).

2 The professional educator recognizes that professional educator expectations influence
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student learning.

3 The professional educator accepts students as individuals with differing backgrounds, skills,
and interests.

4 The professional educator is sensitive to community and cultural norms.

Performance Indicators

1 The professional educator identifies and designs instruction appropriate to students’ stages
of development, strengths, needs, and cultural backgrounds.

2  The professional educator makes modifications to lessons for individual students who have
particular learning differences or needs.

3 The professional educator accesses appropriate services or resources to meet students’
needs.

4 The professional educator uses information about students’ families, cultures, and
communities as a basis for connecting instruction to students’ experiences.

5 The professional educator creates a learning community in which individual differences are
respected.

6 The professional educator persists in helping all students achieve success.

Technology Proficiency Alignment to Standards

Proficiency- The professional educator uses technology in his or her professional practice.

Supporting Explanation- The professional educator could use technology in the planning,
delivery, analysis, and assessment of learning, instruction, and learning environments. All
programs are committed to the use of technology in their teaching and as a tool for candidates to
use in their professional practice. Technology Resources by Department

Alignment with Standards- Core Standard for Beginning Teachers 11.

Indicators candidates might demonstrate in relation to this proficiency.

I.LA. Professional Educators demonstrate a sound understanding of technology operations and
concepts.

I.B. Professional Educators demonstrate continual growth in technology knowledge and skills
to stay abreast of current and emerging technologies.

I1.A. Professional Educators design developmentally appropriate learning opportunities that
apply technology-enhanced instructional strategies to support the diverse needs of learners.

11.B. Professional Educators apply current research on teaching and learning with technology
when planning learning environments and experiences.

I1.C. Professional Educators identify and locate technology resources and evaluate them for
accuracy and suitability.

I1.D. Professional Educators plan for the management of technology resources within the
context of learning activities.

I1.E. Professional Educators plan strategies to manage student learning in a technology-
enhanced environment.

I11.A. Professional Educators facilitate technology-enhanced experiences that address content
standards and student technology standards.
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I11.B. Professional Educators use technology to support learner-centered strategies that address
the diverse needs of students.

I11.C. Professional Educators apply technology to develop students' higher order skills and
creativity.

I11.D. Professional Educators manage learning activities in a technology-enhanced environment.

IV.A. Professional Educators apply technology in assessing student learning of subject matter
using a variety of assessment techniques.

IV.B. Professional Educators use technology resources to collect and analyze data, interpret
results, and communicate findings to improve instructional practice and maximize student
learning.

IV.C. Professional Educators apply multiple methods of evaluation to determine students'
appropriate use of technology resources for learning, communication, and productivity.

V.A. Professional Educators use technology resources to engage in ongoing professional
development and lifelong learning.

V.B. Professional Educators continually evaluate and reflect on professional practice to make
informed decisions regarding the use of technology in support of student learning.

V.C. Professional Educators apply technology to increase productivity.

V.D. Professional Educators use technology to communicate and collaborate with peers, parents,
and the larger community in order to nurture student learning.

VI.A.Professional Educators model and teach legal and ethical practice related to technology
use.

V|I.B. Professional Educators apply technology resources to enable and empower learners with
diverse backgrounds, characteristics, and abilities.

VI.C. Professional Educators identify and use technology resources that affirm diversity.

VI1.D. Professional Educators promote safe and healthy use of technology resources.

VI.E. Professional Educators facilitate equitable access to technology resources for all students.

Professional Practice/Dispositional Proficiency Alignment to Standards

Proficiency- The professional educator is a reflective practitioner who demonstrates a
commitment to professional standards, and who displays the beliefs, values, and behaviors that
guide the ethical dimensions of professional practice.

Supporting Explanation- Candidates demonstrate their professional commitment and
responsibility by demonstrating a commitment to professional standards and continuously
engaging in purposeful mastery of the art and science of teaching.

Alignment with Standards- Core Standard for Beginning Teachers 9 and Idaho Core Teacher
Standard 9.

All programs are committed to providing candidates opportunities to demonstrate their ability to
meet this proficiency. See Tables 3, 4, and 5 in Appendix B for examples.

Indicators candidates might demonstrate in relation to this proficiency.

Knowledge
1 The Professional Educator knows The Code of Ethics for Idaho Teachers and other
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professional personnel.

The Professional Educator knows a variety of self-assessment strategies for reflecting on the
practice of teaching.

The Professional Educator is aware of the personal biases that affect teaching and know the
importance of presenting issues with objectivity, fairness, and respect.

The Professional Educator knows where to find and how to access professional resources on
teaching and subject matter.

The Professional Educator understands the need for professional activity and collaboration
beyond the school.

The Professional Educator knows about professional organizations within education and his
or her discipline.

The Professional Educator understands the dynamics of change and recognizes that the field
of education is not static.

The Professional Educator knows how to use technology to enhance productivity and
professionalism.

Disposition Indicators

1

2

3

o1

~N o

8
9

The Professional Educator is committed to adhering to The Code of Ethics for Idaho
Teachers and other professional personnel.

The Professional Educator recognizes the importance of critical thinking and self-directed
learning.

The Professional Educator is committed to ongoing reflection, assessment, and learning as a
process.

The Professional Educator recognizes the importance of working with professionals.

The Professional Educator is committed to seeking, developing, and continually refining
practices that address individual student needs.

The Professional Educator has a belief that all students can learn.

The Professional Educator recognizes the professional responsibility for engaging in and
supporting appropriate practices for self and colleagues.

The Professional Educator has enthusiasm for learning and the discipline taught.

The Professional Educator embraces lifelong learning.

Performance Indicators

1

2
3

o~

The Professional Educator practices behavior congruent with The Code of Ethics for Idaho
Teachers and other professional personnel.

The Professional Educator adheres to local, state, and federal laws.

The Professional Educator uses a variety of sources for evaluating his/her teaching (e.g.,
classroom observation, student achievement data, information from parents and students,
and research).

The Professional Educator uses self-reflection as a means of improving instruction.

The Professional Educator participates in meaningful professional development
opportunities in order to learn current, effective teaching practices.

The Professional Educator stays abreast of professional literature, consults colleagues, and
seeks other resources to support development as both a learner and a Professional Educator.
The Professional Educator engages in professional discourse about subject matter
knowledge and pedagogy.

The Professional Educator uses technology to enhance productivity and professionalism.
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VIIl. Coherence

This conceptual framework document describes the alignment of our philosophy, practice,
standards, proficiencies, and assessments. The concepts and philosophies or ‘big ideas’:
Learners, Knowledge, Assessment, and Reflection, which guide our work can be found as
threads throughout our programs. It is our goal~ born of our philosophy~ to prepare candidates
who are learner-centered, content-knowledgeable, assessment-informed, reflective practitioners.
As an example of this in a few of our programs, Tables 1 and 2 in Appendix B (page, ##)
demonstrate this alignment within the core of our initial and advanced Teacher Education
programs. Tables 6 and 7(page, ##) show this alignment with the Early Childhood initial and
advanced programs.

Unit level recognition of the diversity, technology, and professional practice proficiencies
ensures unity and consistency of expectations of all professional education candidates. It is an
expectation that candidates will have an opportunity to demonstrate these proficiencies at each of
their program’s transition/decision points and through a variety of activities. As an example of
this in a few of our programs, Tables 3, 4, and 5 in Appendix A (page ##) demonstrate this
coherence within the core of our initial and advanced Teacher Education programs. Tables 8, 9,
and 10 show this alignment with the Early Childhood initial and advanced programs.

IX. Assessment System Summary

The College of Education Candidate Performance and Unit Operations Assessment Plan
describes the procedures and methods used by the College to evaluate unit operations, programs,
and candidate performances. The plan is multi-tiered. The plan evaluates programs in terms of
candidate performance on program level assessments and the plan evaluates unit operations in
terms of a variety of factors that support the quality of the programs. The candidate performance
assessment plans are aligned with the proficiencies outlined in the unit’s conceptual framework,
state standards, and national professional standards. The elements of the College of Education
Candidate Performance and Unit Operations Assessment Plan are structured in accordance with
the National Council for the Accreditation of Teacher Education Unit Standards (2000, 2002).

The first two tiers of the plan consist of (1) broad assessment plans that look at candidate
performances across common standards, requirements and assessments, and (2) program
assessment plans that look at candidate performances on program specific standards,
requirements and assessments. Because some candidate performances can be examined from the
perspective of both common core standards and program specific professional standards, the two
tiers of the candidate performance assessment plans often overlap intentionally. For initial
teacher preparation programs, the key assessments and transition points (tier one assessments)
are outlined in the Core Teacher Education Assessment Plan. For school personnel and advanced
programs, the key assessments and transition points (tier one assessments) are described in the
Graduate Programs Assessment Plan.

The Graduate Programs Assessment Plan outlines the common requirements for all graduate
programs in the college and the common assessments linked to the core courses of the Master of
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Education degree programs. The general plans include follow-up surveys of alumni of the
College’s undergraduate programs and the College’s graduate programs. Supplementing the
general plans are program specific assessment plans (tier two) that identify additional
assessments and explain how programs use their assessment data to ensure program graduates
meet standards and how they use their assessment results to make requisite program
improvements. In addition to referencing these plans, the Candidate Performance and Unit
Operations Assessment Plan describes a third tier of assessments that focus on unit operations.
This third tier of planning explain how we collect, analyze, and use assessment information to
evaluate field experiences and clinical practice, faculty qualifications, unit governance and
leadership, budgets and resources, and the preparation and experiences of our candidates to work
with diverse populations to ensure program quality and to support continuous improvement. The
third tier also includes plans for handling formal candidate complaints and their resolution.

The unit assessment system is evaluated and refined through the Office of the Assistant Dean for
Assessment in consultation with the entire professional community. The Assistant Dean for
Assessment has leadership responsibility for the college assessment system. The College of
Education Candidate Performance and Unit Operation Assessment Plan and its associated
program assessment plans are refined in consultation with representatives of other colleges and
practicing educators. Representatives from the professional community have participated in the
process of developing assessments. They also serve as evaluators who score performances using
the assessments. Representatives from the professional community have also served as
participants on fairness, validity, and reliability assessment panels for studies that gather
credibility evidence for assessments. Member of the professional community review annual
reports and provide advice to the college through various joint relationships and committees.

The annual institutional assessment reporting process ensures that assessment data are regularly
reviewed and discussed at multiple levels. The annual assessment reports include both college
and program level reports. The Assistant Dean for Assessment prepares annual assessment
reports for the core teacher education assessments and the common graduate assessments,
including the assessments linked to the core courses of the Master of Education degree programs.
Program assessment coordinators prepare annual institutional assessment reports for their
programs. The candidate performance data are reported for each assessment in tables that show
how the candidates’ performed on the targeted standards and how well the candidates’ performed
overall based on common holistic benchmarked categories. Other assessment reports include unit
operations such as budget reports, committee reports, summary reports of cooperating teacher
evaluations, summary reports of university supervisor evaluations, summaries of faculty
workloads, summaries of intern survey results, and annual alumni survey summaries.

As part of the annual institutional assessment process, college and program level assessment
reports are reviewed by departments, the Teacher Education Core Assessment Committee, the
Graduate Studies Committee, and the College Leadership Committee, and the entire assessment
system is formally evaluated. The annual assessment data are used to discuss or initiate program
or unit changes. The reports include evaluation of the results and recommendations for
improvements to courses, programs, delivery methods, and assessments. Changes are
recommended as appropriate and the recommendations are included in the final reports before
they are forwarded to the Office of Institutional Research. Approved assessment reports are
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disseminated to the faculty via the college intranet and are sent for review to members of the
professional community. Members of the professional community have access to the institutional
assessment reports that are sent to the Office of Institutional Research. Selected department
chairs receive copies of annual reports. In addition, annual Praxis 11 test reports are sent to the
chairs of all departments.

Independent of the annual reports, candidate performance assessment data can be summarized
and analyzed by use of standard summary layouts built into the college database. Anyone with
account privileges can generate a report based on a customized query. Faculty members can
access the performance data for their candidates and use the information as part of their Annual
Plans for professional development. Special reports can be requested from the Office of the
Assistant Dean for Assessment by anyone with authorization or appropriate approval. In
addition, some programs outside of the College of Education have direct access to the college
databases, such as Health Education and Music Education.

The Candidate Performance and Unit Operations Assessment Plan outlines plans to gather
evidence for all the performance assessments used as part of the unit assessment system. To
ensure fairness and scoring accuracy, core teacher education course teams meet regularly to
review the guidelines, scoring rubrics, and scoring guides for the core teacher education
assessments. Each course team leader or the Teacher Education Core Assessment Committee
representative conducts periodic rater training to foster inter-rater agreement. Instructors also
swap sets of performances and score them to examine the consistency of their ratings. University
Supervisors and Cooperating Teachers are trained by the Director of Field Experiences in the use
of the Teacher Performance Evaluation rating scale. The Teacher Education Core Assessment
Committee, with the assistance of the Assistant Dean for Assessment also leads credibility
evidence studies of the core teacher education assessments. The studies are summarized in the
form of published articles, conference presentations, and technical reports. The reports are posted
for review to the College of Education intranet site. Many of the credibility evidence studies
have included representatives from other colleges and in-service educators. The Office of the
Assistant Dean for Assessment is also in the process of gathering credibility evidence regarding
the fairness, accuracy, consistency, and freedom from bias of the core Master of Education
Assessments. Likewise, individual programs at both the undergraduate and graduate level have
initiated credibility evidence studies of their program assessments.

The College of Education at Idaho State University manages its unit assessment data using
FileMaker relational databases as its primary information technology. The FileMaker relational
databases are located on a server in a secured locked room inside the COE. The databases are
accessed via networked FileMaker client applications running on both Macintosh OS and
Windows OS personal computers. All users have their own account and password with defined
user privileges for each database. A continuously evolving series of FileMaker Pro databases
have been constructed by the Office of the Assistant Dean for Assessment to collect assessment
information. Faculty and staff are directly engaged in the data collection and data entry process.
The Office of the Assistant Dean for Assessment also collects candidate performances on
compact discs for the core teacher education and core Master of Education assessments.
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Candidate performance assessment data are primarily collected at the end of each semester.
Some candidate assessment data are collected at key transition points such as admission to
teacher education and admission to a student teaching internship. The collection of unit
operations data varies according to the type of assessment, but the data are collected either each
semester or annually. The databases are reviewed at the end of each semester by the Office of the
Assistant Dean for Assessment to verify data submission for all core assessments. Collection and
data entry for program assessments are monitored by the departments. Because the database
system is still under construction, pockets of data are still managed using local Excel files. Some
data for unit operations are managed in local files only. For example, the information for faculty
evaluations are collected via Word document templates, but they are managed using paper
personnel files that are deemed the official records. Records of formal candidate complaints and
resolutions are maintained in the Office of the Dean, Division of Student Affairs, and the Office
of Affirmative Action as appropriate. Candidate performance data for the programs in deaf
education, school counseling, and speech pathology are maintained separately by the respective
departments in the College of Health Professions. Additional candidate performance data are
tracked by College of Arts and Sciences.

Idaho State University is in the process of replacing its Legacy data management system and
migrating to a new administrative computer system. At present, the College of Education
FileMaker databases do not interact with the main institutional student information database.
Some information is copied from or compared to the institutional database via individual student
look-ups that are conducted by the clerical staff within the COE. Some vital assessment data,
such as Praxis 1l scores, are redundantly entered into the institutional database by the COE
clerical staff. We make additional use of the main institutional database through reports
generated by the lIdaho State University Office of Institutional Research. The Office of
Institutional Research generates reports from the institutional database as requested and it
regularly supplies the College of Education and the university community with standard data
reports. Some of those reports are available online. The data for some aspects of unit operations
are only available from the institutional database. Finally, an important aspect of the unit
assessment system is the continuous improvement of the data management system. At present,
we plan to continue to expand and to improve our FileMaker databases. As the institution moves
forward with its transition to its new enterprise software system, we plan to take advantage of
new opportunities to increase the relational organization of our candidate information and
performance assessment data. Our plan is also to revise our data management system
periodically to take advantage of changes in information technology.
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Alignment of Initial Program Core Standards

ISU Core Standards Idaho Core Teacher NCATE INTASC Core
for Beginning Teachers Standards Standards Standards Assessments
1. Knowledge of Subject | 1. Knowledge of Subject One 1. Content Praxis 11
Matter - The teacher Matter - The teacher Pedagogy
understands the central understands the central
concepts, tools of concepts, tools of The teacher
inquiry, and structures of | inquiry, and structures of understands the
the discipline taught and | the discipline taught and central concepts,
creates learning creates learning tools of inquiry, and
experiences that make experiences that make structures of the
these aspects of subject | these aspects of subject discipline he or she
matter meaningful for matter meaningful for teaches and can
students. students. create learning

experiences that
make these aspects
of subject matter
meaningful for
students.
2. Knowledge of Human | 2. Knowledge of Human One 2. Student EDUC 201
Development and Development and Development Assessments
Learning - The teacher | Learning - The teacher
understands how understands how The teacher
students learn and students learn and understands how
develop, and provides develop, and provides children learn and
opportunities that opportunities that develop, and can
support their support their provide learning
intellectual, social, and | intellectual, social, and opportunities that
personal development. personal development. support a child’s
intellectual, social,
and personal
development.
3. Adapting Instruction | 3. Adapting Instruction Four 3. Diverse Learners SPED 350
for Individual Needs - for Individual Needs - Assessment
The teacher understands | The teacher understands The teacher
how students differ in how students differ in understands how TWS
their approaches to their approaches to students differ in
learning and creates learning and creates their approaches to
instructional instructional learning and creates
opportunities to meet opportunities to meet instructional
students’ diverse needs | students’ diverse needs opportunities that are
and experiences. and experiences. adapted to diverse
learners.
4. Multiple 4. Multiple Three 4. Multiple TWS
Instructional Strategies | Instructional Strategies Instructional
- The teacher - The teacher Strategies

understands and uses a

understands and uses a
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variety of instructional
strategies to develop
student learning .

variety of instructional
strategies to develop
student learning .

The teacher
understands and uses
a variety of
instructional
strategies to
encourage student
development of
critical thinking,
problem solving, and
performance skills.

5. Classroom 5. Classroom Three 5. Motivation and Classroom
Motivation and Motivation and Management Management
Management Skills - Management Skills - Plan
The teacher understands | The teacher understands The teacher uses an
individual and group individual and group understanding of Teaching
motivation and behavior | motivation and behavior individual and group | Performance
and creates a learning and creates a learning motivation and Eval.
environment that environment that behavior to create a
encourages positive encourages positive learning
social interaction, active | social interaction, active environment that
engagement in learning, | engagement in learning, encourages positive
and self-motivation. and self-motivation. social interaction,

active engagement in

learning, and self

motivation
6. Communication 6. Communication Three 6. Communication Philosophy
Skills - The teacher uses | Skills - The teacher uses and Technology Paper,
a variety of a variety of
communication communication The teacher uses Instructional
techniques to foster techniques to foster knowledge of Materials
learning and learning and effective verbal, Evaluation
communication skills in | communication skills in nonverbal, and
the classroom. the classroom. media

communication

techniques to foster

active inquiry,

collaboration, and

supportive

interaction in the

classroom.
7. Instructional 7. Instructional Three 7. Planning TWS

Planning Skills - The
teacher plans and
prepares instruction
based on knowledge of
subject matter, students,

Planning Skills - The
teacher plans and
prepares instruction
based on knowledge of
subject matter, students,

The teacher plans
instruction based
upon knowledge of
subject matter,
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the community,
curriculum goals, and
instructional strategies.

the community,
curriculum goals, and
instructional strategies.

students, the
community, and
curriculum goals

8. Assessment of 8. Assessment of Two 8. Assessment TWS
Student Learning - The | Student Learning - The
teacher understands, teacher understands, The teacher
uses, and interprets uses, and interprets understands and uses
formal and informal formal and informal formal and informal
assessment strategies to | assessment strategies to assessment strategies
evaluate and advance evaluate and advance to evaluate and
student performance and | student performance and ensure the
to determine teaching to determine teaching continuous
effectiveness. effectiveness. intellectual, social,
and physical
development of the
learner.
9. Professional 9. Professional Three 9. Reflective TWS
Commitment and Commitment and Practice:
Responsibility - The Responsibility - The Professional Philosophy
teacher is a reflective teacher is a reflective Growth Paper
practitioner who practitioner who
demonstrates a demonstrates a The teacher is a
commitment to commitment to reflective
professional standards professional standards practitioner who
and is continuously and is continuously continually evaluates
engaged in purposeful engaged in purposeful the effects of his or
mastery of the art and mastery of the art and her choices and
science of teaching. science of teaching. actions on others
(students, parents,
and other
professionals in the
learning community)
and who actively
seeks out
opportunities to
grow professionally
10. Partnerships - The 10. Partnerships - The Three 10. School and EDUC 204

teacher interacts in a
professional, effective
manner with colleagues,
parents, and other
members of the
community to support
students’ learning and
well-being.

teacher interacts in a
professional, effective
manner with colleagues,
parents, and other
members of the
community to support
students’ learning and
well-being.

Community
Involvement

The teacher fosters
relationships with
school colleagues,
parents, and agencies
in the larger
community to
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support students'
learning and well-
being.

11. (ISU) Literacy-The
teacher supports and
expands student literacy
skills and models
effective communication

Three

6. Communication
and Technology

The teacher uses
knowledge of
effective verbal,
nonverbal, and
media
communication
techniques to foster
active inquiry,
collaboration, and
supportive
interaction in the
classroom

ICLA
EDUC 401
Assessment

12. Technology

The teacher uses
technology in the
planning, delivery,
analysis, and assessment
of learning and
instruction.

Three

6. Communication
and Technology

The teacher uses
knowledge of
effective verbal,
nonverbal, and
media
communication
techniques to foster
active inquiry,
collaboration, and
supportive
interaction in the
classroom

311-
Technology
Portfolio

215
Assessment

13. Professional Studies
and Research

The teacher uses
alternative theoretical
perspectives and
research to guide
instructional decision-
making and reflection on
practice.

Standard 11:
Connections among
Mathematical Ideas -
The teacher understands
significant connections
among mathematical
ideas and the
application of those
ideas within
mathematics, as well as
to other disciplines.

One &
Three

Philosophy
Paper

Case Analysis
(302)
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Alignment of Advanced Program Core Standards

Core Standards for National Board for NCATE Core
Advanced Professionals Professional Teacher Standards | Assessments
Standards
1. Professional Studies and NBPTS 1 - Teachers are One Admission to
Research committed to students and their Program —Teacher
. learning. Certification
The advanced profess'zonal Documentation
accesses, reads, and interprets the
literqtur'e in his or her field and NBPTS 2 - Teachers know the Interim - Action
applies information from the subjects they teach and how to Research Proposal
research to professional practice. | teach those subjects to students.
The advanced pr_o_fessmnal in his Research Based
or_her_ report writing meets the Practices Project -
edlto_rlal and writing style N NBPTS 4 - Teachers think ED 630
requirements of the latest edition | systematically about their practice .
of the Publication Manual of the and learn from experience Pg;gﬂet'%'cggn
Amerl_cap Psychological Research Project
Association, and he or she meets
the current standards of the
American Educational Research
Association, when reporting the
processes, results, and conclusions
of data analyses.
2.Theoretical Foundations NBPTS 1 - Teachers are One & Three | Admission to

The advanced professional
understands the theoretical
foundations of the profession and
applies knowledge of theoretical
foundations to professional
practice.

committed to students and their
learning.

NBPTS 3 - Teachers are
responsible for managing and
monitoring student learning

Program —Teacher
Certification
Documentation

Research Based
Practices Project -
ED 630

Completion of
Program — Action
Research Project
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Table 1
Relation of Teacher Education Assessments to Conceptual Framework
Learners Knowledge Assessment Reflection
BA/BS in Teacher Work e Case Analysis e Teacher Teacher Work
Elementary Sample e Instructor Work Sample
and Instructor Materials Sample Philosophy
Secondary Recommendation Evaluation Paper
Education Instructor Materials | e Instructor Case Analysis
Evaluation Recommendation
Diversity Statement
Teaching
Performance
Evaluation
Lesson Plan
Adaptations
Masters of Pre- admission: e Pre-admission e Completion e Completion of
Elementary Letter of Intent- GPA of Program Program — Action
and Pr_ofess_i(_)nal e Pre-admission: — Action Research Project
Secondary D!spos_ltlons and content area Rese_arch
. Diversity ity Project
Education Interim: Theorizing certification
Practices
Assessment
Completion of
Program — Action
Research Project
Table 2
Relation of Teacher Education Program Standards
to Conceptual Framework
Learners Knowledge Assessment Reflection
BA/BS in CSBT 2,3,4,7,10 CSBT 1,5,6 CSBT 8 CSBT 9, 11
Secondary
Education
BA/BS in CSBT 2,3,4,7,10 CSBT 1,5,6 CSBT 8 CSBT 9, 11
Elementary
Education
Masters of CSAP 1,2 CSAP 1,2 CSAP 1,2
Elementary
and Secondary
Education

Core Standards for Beginning Teachers (CSBT)
Core Standards for Advanced Professionals (CSAP)
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Table 3
Teacher Education Program
Decision Points Related to Proficiencies
(Technology, Diversity, Professional Dispositions)
Admission to Admission to Clinical Exit from Program
Program
BA/BS in Admission Interview- Teacher Work Sample- Teacher Work Sample-
Secondary Professional Dispositions Technology, Diversity Technology, Diversity
Education EDUC 201- Developmental- Teaching Performance Evaluation- | Teaching Performance Evaluation-
Portfolio- Diversity Diversity, Professional Disposition | Diversity, Professional Disposition
EDUC 215- Technology Professional Progress Report- Professional Progress Report-
Professional Disposition Professional Disposition
BA/BS in Admission Interview- Teacher Work Sample- Teacher Work Sample-
Elementary Professional Dispositions Technology, Diversity Technology, Diversity
Education EDUC 201- Developmental- Teaching Performance Evaluation- | Teaching Performance Evaluation-
Portfolio- Diversity Diversity, Professional Disposition | Diversity, Professional Disposition
EDUC 215- Technology Professional Progress Report- Professional Progress Report-
Professional Disposition Professional Disposition
Masters of Letter of Intent- Professional Theorizing Practices Paper Implementation of Action
Elementary and Dispositions and Diversity ED 630/631 Project (NOTE this Research- Professional
Secondar should be the major assessment at | Dispositions, Technology, and
: y this point) Diversity
Education
Table 4

Initial Teacher Education Program Courses

Related to Proficiencies

201 204 215/311 | 301 302 350 309 401 Student
Teaching
Professional Instructor Diversity Philosophy Teaching Teaching
. ey Recommendation Statement Paper Performance Performance
Dispositions Evaluation Evaluation
Videos Portfolios Classroom Teacher Teacher Work
Tech nology Partnership Management Work Sample
Project Plan- Sample (TWS)
presentation Classroom (TWS)
Power point Diagram
delivery of
lessons
Dive rsity Developmental Diversity Classroom SIOP TWS- Instructional TWS-
Portfolio Statement Management Adaptations Materials Adaptations
Plan Evaluation
Field 16 hours 15 hours 150+ hours 16 weeks
. Classroom community- classroom classroom
Experiences Observation school pre- internship
collaboration internship
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Table 5
Advanced Teacher Education Program (MEd.)
Courses Related to Proficiencies
601 602 610 630/631 641 670/671
Professional | CSAP1, | NBPTS1 - Teachers NBPTS 1 - NBPTS 1 - CSAP’s
Dispositions Investigation | are committed to Teachers are Teachers are 1&2
Proposal students and their committed to committed to Term Paper
learning. students and students and their
their learning. learning.
Learning Theories
Paper Action Research
Project
Technology Moodle (Online SPSS Final Project
Course Delivery)
Diversity Learning Theories Research Based
Paper Professional
Project with
adaptations
Field Action Research
Experien Project (2008
Periences forward)
Table 6
Relation of Early Childhood Program Assessments to Conceptual Framework
BA in Early Childhood Education (Both Options)
Learners Knowledge Assessment Reflection
e Early Childhood Teacher e ECTWS phase 1 e ECTWS, Phases 1-3 e ECTWS, Phase 3

Work Sample (ECTWS), e Child Study Portfolio | ¢ Child Study Portfolio | e Child Study Portfolio
Phases 1-3

e Teaching Performance
Evaluation (TPE)
Preschool and Primary

Grades
e Diversity Statement
e Part
BA in Early Childhood Education (Blended Certificate Option)
Learners Knowledge Assessment Reflection
e 207 Ounce Scale e 440 Family Book e 207 Ounce Scale
Assessment Assessment

e TPE Infant-Toddler

BA in Early Childhood Education (K8 Certificate Option)

Learners Knowledge Assessment Reflection
e  Teacher Work Sample e Case Analysis e TWS e TWS
(TWS) e Instructor Materials e Philosophy Paper
e 2017 Instructor Evaluation e Case Analysis
Recommendation e 2017 Instructor
e |esson Plan Adaptations Recommendation
M.Ed. in Child and Family Studies (Early Childhood Education and Intervention Option)
Learners Knowledge Assessment Reflection
e Case Study e Comprehensive Exam e Case Study e Internship
e Internship e Oral Exam e  Statement of Informed Beliefs
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Table 7
Relation of Early Childhood Program Standards to Conceptual Framework
BA in Early Childhood Education (Both Options)

Learners Knowledge Assessment Reflection
CSBT 2,3,4,7,10 CBST 1,5,6 CBST 8 CBST 9,11
Blended 2,3,4,7,10 Blended 1,5,6 Blended 8 ISSEG 9
ISEET 2 ISEET 1 ISSEG 8
ISSEG 2,3,4,7,10 ISSEG 1,5,6

M.Ed. in Child and Family Studies (Early Childhood Education and Intervention Option)

Learners Knowledge Assessment Reflection
CSBT 2,3,4,7,10 CBST 1,5,6 CBST 8 CBST 9,11
Blended 2,3,4,7,10 Blended 1,5,6 Blended 8 ISSEG 9
ISEET 2 ISEET 1 ISSEG 8 CSAP 1,2
ISSEG 2,3,4,7,10 ISSEG 1,5,6 CSAP 1,2
CSAP 1,2 CSAP 1,2

Core Standards for Beginning Teachers (CSBT)
Idaho Standards for Blended Early Childhood Education / Early Childhood Special Education

Teachers (Blended)

Idaho Standards for Elementary Education Teachers (ISEET)

Idaho Standards for Special Education Generalists (ISSEG)
Core Standards for Advanced Professionals (CSAP)

Table 8

Decision Points Related to Proficiencies

BA in Early Childhood Education (Blended and K8 Certificate Options)

Admission to Program

Admission to Clinical
Practice

Exit from Program

e Admission Interview —
Professional Dispositions
e EDUC 215 — Technology

e ECTWS - Technology,
Diversity

e EDUC 460 paper —
Diversity

e Child Study Portfolio —
Diversity

e TPE — Dispositions,
Diversity

M.Ed in Child and Family Studies (Early Childhood Education and Intervention Option)

Admission to Program

Admission to Clinical
Practice

Exit from Program

e Admission Interview —
Professional Dispositions

Graduate Portfolio; Case
Study — Technology, Diversity
Informed Beliefs —
Professional Dispositions
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Table 9
Initial Teacher Education Program Courses Related to Proficiencies
BA in Early Childhood Education (both options)
Professional Dispositions Technology Diversity Field Experiences
CFS 203 3 hours / week
preschool or primary
grade classroom
CFS 209 3 hours / week
preschool or primary
grade classroom
CFS 373 | Child assessment mid-year plan Child video in Analysis of 3 hours / week
collaboration in ECTWS phase 1 | ECTWS phase 1 community / preschool or primary
school context grade classroom
in ECTWS
phase 1
CFS 374 | Professional Advocacy Project 160 hour preschool or
CFS 375 | e ECTWS phase 3 parent Videos in ECTWS | Adaptations primary grade
teacher conference phase 3 documented in classroom
e Supervision reflections in ECTWS phase 3
ECTWS phase 3
e Self-assessment & goals in
ECTWS phase 3
CFS 411 | Philosophy of inclusion in Child Child Study 3 hours / week
CES 412 Study Portfolio Portfolio preschool special
education classroom
EDUC Class paper
460
CFS 493 | Teacher Performance Evaluation Infant-toddler 15 weeks, 5 each in
(TPE) / adaptations / and preschool infant-toddler,
individualizing settings in preschool, and
programs primary grade settings
serving young
children with
disabilities
BA in Early Childhood Education (Blended Certificate Option)
Professional Technology Diversity Field Experiences
Dispositions
CFS 207 Ounce Assessment 3 hours / week in
digital infant or toddler
classroom
CFS 440 | Family Book Family Book 3 hours / week birth-3
early intervention
program
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Graduate Early Childhood Program Courses Related to Proficiencies

M.Ed in Child and Family Studies (Early Childhood Education and Intervention Option)

Professional
Dispositions

Technology

Diversity

Field Experiences

EDUC | Professional
601 Practices Paper

EDUC | Learning theories Moodle (online Learning theories
602 Paper course delivery) paper

EDUC SPSS
610

CFS 500 | Begin informed EC courses utilize | Begin informed
beliefs modified on-line | beliefs

delivery

CFS 621 | Modify /update «“ Modify / update
informed beliefs informed beliefs

CFS 622 “ “ «

CFS 642 “ “ “

CFS 643 “ “ “

CFS 644 “ “ “

CFS 647 | Partnerships with Adaptations for Minimum of 150-
families and other individual children | hour internship in
professional service documented in inclusive
providers Internship section classroom
documented in of Graduate (candidate’s work
Internship section Portfolio site or site
of Graduate approved by
Portfolio program.

CFS 669 | Case Study / case Graduate Portfolio | Diverse Ability in Case study
study proposal is digital Case Study completed in

candidates work
site or in an
arranged /
approved

practicum site.

*Beginning Fall 2008, early Childhood M.Ed candidates are introduced to the Graduate Portfolio
in connection with CFS 500 as a formative assessment. As candidates progress through the CFS
coursework, they can contribute to and revise the Informed Beliefs section in light of new
learning and experience.

The Graduate Portfolio consists of a section on Informed Beliefs, documentation of proficiencies
demonstrated in field experience / internship in an inclusive setting, and a case study of a child
with a disability. The case study includes a child history, literature review of the child’s
condition, assessment methods and results, individualizing plan, monitoring progress, and final
recommendations.
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