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Introduction

The Division of Education at Indiana University Kokomo serves an eleven-county area in north
central Indiana, which includes Carroll, Cass, Clinton, Fulton, Grant, Hamilton, Howard,
Madison, Miami, Tipton, and Wabash counties. The mission of the Division of Education at
Indiana University Kokomo is to prepare successful teachers for the classroom who must master
both a body of content and pedagogical knowledge and effective teaching skills. As a result, our
Teacher Education Programs offer a balance of broad liberal arts education and specialized
knowledge in professional education and concentrated areas. Specifically, our Advanced
Teacher Education Program, the Master of Science in Education degree is designed to enhance
practicing teachers’ knowledge, skills and dispositions, regardless of where they received their
initial teacher training, to become master teachers. The program prepares them to become not
only highly qualified in their content areas, but also well-versed in research, adept at technology
integration in P-12 teaching and learning, cognizant of the needs of teaching in a diverse and
global society, while still maintaining compassion and concern for the students they interact with
every day. The graduate faculty of the Division of Education believe, as reflected in the
following quote from Teaching with Fire:

o f school s ar ¢ promaie adademic,psbcelc and pergorala
development for students, everything hinges on the presence of intelligent,
passionate, caring teachers. Teachers have a colossal influence on what happens
in our schools, because day after day they are the ultimate decision makers and
tone setters. They shape the world of the classroom. Thus we need educators
who can each and every day teach with fire (Intrator and Scribner, 2003).

To this end, the purpose of our graduate teacher education program is to advance the practicing
teacher’s knowledge, skills, and dispositions in four primary ways:

1. Support the foundational knowledge of teachers through advanced study and
professional endeavors to add currency and relevancy concerning best practice.

2. Advance the content knowledge and content pedagogy of practicing teachers in order to
allow for advanced conceptualization and competence.
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3. Develop the technological expertise of teachers so that that may be able to
operationalize technology within their classroom.

4. Establish the sense of inquiry for teachers in everyday practice within the classroom to
support the creation, interpretation, critique and evaluation of educational research.

To achieve these goals, the Division of Education has developed a single, comprehensive
Masters program to serve the areas’ professional educators and educational leaders.

Shared Vision

This past year, Indiana University Kokomo unveiled a new Mission Statement that clearly
expresses the goals of the campus, as follows:

The mission of Indiana University Kokomo, a regional campus of Indiana

University, is to enhance the educational and professional attainment of the

residents of North Central |l ndi ana by pro
degrees, and a | imited N udegbees.r Indiand master’
University Kokomo is further dedicated to enhancing research, creative work, and

other scholarly activity, promoting diversity, and strengthening the economic and

cultural vitality of the region and the state through a variety of partnerships and

programs.

Consistent with the goals expressed above, the Mission Statement of the Division of Education is
as follows:

The mission of the Division of Education at Indiana University Kokomo, a
regional campus of Indiana University, is to enhance the educational and
professional attainment of the teacher candidates and practicing teachers within
our three baccalaureate degree programs — Early Childhood, Elementary, and
Secondary Education — aligned with state (Division of Professional Standards,
DPS) and national (Interstate New Teacher Assessment and Support Consortium,
INTASC) standards and with our graduate degree program aligned with the
National Board for Professional Teaching Standards (NBPTS). The Division of
Education has further made a commitment to enhance the knowledge, skills and
dispositions of these teacher candidates and practicing teachers by incorporating
experiences within both the collegiate classroom and P-12 classroom, integrating
technology across the curriculum, and affirming a multicultural and global
perspective throughout each program.

The Division of Education is further dedicated to strengthening the region and the
state through a variety of partnerships and programs with professional and civic
organizations, P-12 schools, and other colleges and universities.



As part of the Indiana University Kokomo mission and vision for the campus, the University
contributes to its students and to the region through the affirmation of particular values they refer
to as Statement of Commitments. Below are listed the specific statement of commitments of
Indiana University Kokomo and the shared commitments of the Division of Education.

Statement of Values

Commitment to Student Learning

The campus community provides a learner— | The Division of Education is committed to
centered environment grounded in the liberal arts | student learning at all stages of development.
and sciences and linked to the professional | We provide an enriching, standards—based
schools. We are committed to open and free | curriculum for initial teacher education
inquiry, high quality instruction and academic | candidates, as well as for practicing teachers.
support services, experiences that foster students’ | Additionally, we are committed to ensuring
development, opportunities for experiential | that P-12 students benefit (i.e., student
learning, and the enhancement of skills in the | learning is positively impacted) from the
areas of civic engagement, diversity, and global | interactions they have with candidates and
awareness and involvement. practitioners in our programs.

Commitment to Regional Engagement

The campus community works with regional | The Division of Education engages in
partners, including other educational institutions, | multiple activities with stakeholders in the
to enhance the vitality of the region by promoting | community. These stakeholders include
community engagement opportunities as a key | teachers, staff , and administrators from P-12
campus strategy and by valuing service as a core | school systems in the eleven-county region
component of faculty, student, and staff | as well as directors from accredited childcare
responsibilities and experiences. centers, Head Start and Early Head Start
facilities. We advocate a vast array of
partnerships with local school systems and
continue to develop articulation agreements
with many post secondary institutions in the
region.

Commitment to Diversity

The campus community demonstrates its | The Division of Education is committed to
commitment to diversity by providing a safe, | enhancing diversity in both our student body
welcoming, and inclusive environment that | and among our faculty. In addition, the
promotes integrity and respect among all | Division is dedicated to ensuring all
members of the campus community and by | candidates and practicing teachers enrolled in
valuing shared governance and open, civil | our programs are engaging in meaningful
discourse. experiences with diverse groups of P-12
students, teachers, and administrators.

Commitment to Innovation

As a community of learners, the campus | The Division of Education embraces
embraces innovation and creativity in its pursuit | technology and innovation in multiple ways,
of best practices in teaching and learning, student | from the integration of technology in the
development, institutional stewardship, and | development of curriculum, and modeling
scholarly activity. best practices in teaching and learning, to the




creation of e-Portfolios, and the advancement
of candidate knowledge and understanding of
current research and scholarship at all
program levels.

Commitment to Assessment

The campus community embraces a culture of | The Division of Education is committed to
assessment, actively seeking evidence for | program improvement and believes that
improving current practices while providing an | effective, efficient, purposeful assessment is
atmosphere in which new initiatives can develop | the means by which this improvement can be
as the campus strives for excellence in all of its | achieved. To this end, the Division strongly
work. supports  fair, accurate, and consistent
assessment that avoids bias and promotes
student learning at all levels.

Candidate Proficiencies Aligned with Professional Standards

The philosophical and programmatic genesis of the graduate teacher education program in the
Division of Education can be traced to the National Board for Professional Teaching Standards
(NBPTS) which was formed in order ensure that teachers maintain high and rigorous standards,
vis-a-vis NBPTS was developed “by teachers, with teachers, and for teachers” and establish
standard for teaching excellence, as reflected in the following excerpt from the NBPTS report,
What teachers should know and be able to do:

The fundamental requirements for proficient teaching are relatively clear: a
broad grounding in the liberal arts and sciences; knowledge of the subjects to be
taught, of the skills to be developed, and of the curricular arrangements and
materials that organize and embody that content; knowledge of general and
subject-specific methods for teaching and for evaluating student learning;
knowledge of students and human development; skills in effectively teaching
students from racially, ethnically, and socioeconomically diverse backgrounds;
and the skills, capacities and dispositions to employ such knowledge wisely in the
interest of students.

The standards, or Core Propositions, established by NBPTS set the groundwork for all advanced
teacher education programs in the country, and have been adopted, more specifically, by the
State of Indiana, as the requisite principles for advanced programs of study in education. These
core propositions are:

ore Propao 0
1. Teachers are committed to students and their learning.
2. Teachers know the subjects they teach and how to teach those subjects to students.
3. Teachers are responsible for managing and monitoring student learning.
4. Teachers think systematically about their practice and learn from experience.
5. Teachers are members of learning communities.




To allow for the full implementation of these Core Propositions, the Division of Education
developed a set of Metastandards and Components based in part on Charlotte Danielson’s,
(1996) components of professional practice in order to guide the development of rubrics for the
assessment of advanced program candidates at critical points (benchmarks) throughout the
program. These Metastandards and Components are as follows:

M.S. in Education Metastandards and Components |

Metastandard 1: Subject and Pedagogic Knowledge
1.1 Teachers demonstrate breadth and depth of knowledge and understanding of subject area content.
1.2 Teachers demonstrate knowledge and understanding of pedagogy and content-pedagogy and apply this
knowledge in their curriculum planning and classroom instruction.
1.3 Teachers know how to integrate learning experiences within and across disciplines.
1.4 Teachers are able to use diverse instructional strategies to teach for understanding.
Metastandard 2: Managing and Monitoring Student Learning
2.1 Teachers use a range of instructional techniques to keep students motivated, engaged and focused.
2.2 Teachers engage students to ensure a disciplined learning environment.
2.3 Teachers organize instruction to meet instructional goals.
2.4 Teachers can design and implement developmentally appropriate learning experiences.
2.5Teachers provide multiple paths to knowledge and respond to the individual needs of students.
2.6 Teachers know how to assess the educational progress of individuals and groups.
2.7 Teachers use multiple methods to measure/assess student growth and understanding.
Metastandard 3: Commitment to Diversity

3.1 Teachers understand how all students develop and learn.
3.2 Teachers can create safe, secure, and tolerant learning environments.
3.3 Teachers respect the cultural and family differences students bring to the classroom.
3.4 Teachers treat students equitably and address individual differences in their practices.

Metastandard 4: Technology and/or the Internet
4.1 Teachers can identify, evaluate, access, and adapt technology- and Internet-based resources to support learning.
4.2 Teachers are able to integrate technology and the Internet in the design and development of curricular and
instructional resources for the classroom.
4.3 Teachers effectively use technology- and/or Internet-based practices to promote student learning.

Metastandard 5: Field Practice

5.1 Teachers use subject, curricular and pedagogic knowledge to plan and deliver effective, developmentally
appropriate instruction.
5.2 Teachers design, select and employ instructional practices which are sensitive to the diverse needs of learners.
5.3 Teachers deliver instruction which includes the effective and dynamic use of technology.
5.4 Teachers demonstrate effective classroom management skills.
5.5 Teachers incorporate systematic and varied assessment techniques to monitor student learning.
5.6 Teachers are reflective, engaged participants in their learning communities.

Metastandard 6: Inquiry and Reflective Practice
6.1 Teachers regularly engage in inquiry and analyses of theory and practice.
6.2 Teachers are familiar with learning theories and instructional strategies and stay abreast of current issues in
American education.
6.3 Teachers synthesize emerging knowledge in an attempt to strengthen the quality of their
work and expand their repertoire of skills.
6.4 Teachers regularly engage in reflection about their professional practices,
incorporating feedback from both self- and external-evaluation.

Metastandard 7: Learning Community

7.1 Teachers collaborate with others to improve student learning.
7.2 Teachers are leaders who actively seek and build partnerships with individuals and groups in the community.




7.3 Teachers work with other professionals on instructional policy, curriculum development and staff development.

7.4 Teachers work collaboratively with parents to engage them productively in the work of the school.

Coherence

The program framework is conceptualized as a structure, or Supreme Court Building. The
metaphoric or symbolic structure this heuristic is both architectural and jurisprudential in focus.
To begin, architecturally the building (i.e. the advanced program) rests on a foundation created
by National Board for Professional Teaching Standards. Additionally, the foundation is
reinforced by DPS Mentor Standards, which serve as an essential role in the Division’s
conceptualization of the advanced program and expectations for its candidates. Constructed atop
that foundation are seven pillars (i.e. Metastandard), each offering support to the four curricular
clusters—foundations, area concentration, technology and inquiry—that program candidates
engage in through coursework, field experiences, program experiences, and e-Portfolio
development. This serves not only as a curricular framework but a programmatic emphasis
throughout.
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The overall jurisprudential, conceptual design, (i.e. the Supreme Court building) illustrates that
the program — is not designed to stand in judgment of advanced program candidates — solely
through external review, but more the expectation of reaching the pinnacle of self-evaluation,
whereupon leaving the program candidates, will be able to more able to critically evaluate their
own approach to teaching and learning. Utilizing the cohort approach, candidates move through
the program in a sequential manner, with courses designed to highlight the major components of
the program, while at the same time aligning to NBPTS Core Propositions and Standards, DPS
Mentor Standards, as well as the Division Metastandards, Components, and Dispositions.

Advanced Program Conceptualization

Dewey was once quoted as saying “Have you taught ten years or one year ten times?” (Thies-
Sprinthall and Sprinthall, 1987). This begs the question of what is necessary/sufficient for a
teacher to meet standards, and what is the difference there a difference between meeting
standards/expectations and exceeding them. It is the conceptual premise of the Division of
Education’s advanced program that learning and professional development for teachers is a
lifelong pursuit, and that pursuing an advanced degree plays a critical role in that process.
Therefore, in the Division’s advanced program the development of the professional educator
means going far beyond the boundaries of what is found in an initial teacher education or license
renewal program.

In the Division’s conceptualization of an advanced degree, there are several unique
programmatic features. The primary assessment system in the advanced program consists of two
parts. The first is coursework, which is the seemingly more traditional part of any graduate
education program. Although what is taught within the context of those courses is anything but
traditional the model of classroom interactions, discussions, textbooks and course assignments
still plays a role in the preparation of advanced teacher candidates. However, the subject matter,
(asynchronous and synchronous) teaching environments, and use of digital technology,
expectations go far beyond what one would typically find in a more traditional classroom.
Advanced programs often integrate P-12 assessment into the curriculum, however, the design
and utilization of online rubrics tools for data aggregation and analysis addressed within P507
Assessment in the Schools, for example, is cutting-edge and of tremendous utility for teachers in
this era of assessment and accountability.

The second feature of the program is manifest in the multiple performance assessments. These
performance assessments were designed and are evaluated using the Division Metastandards,
Components, Dispositions, as well as the DPS Mentor Standards, and are evaluated across
multiple benchmarks throughout the program. These performance assessments can be grouped
together in three primary categories: e-Portfolios, Program Experiences and P-12 Classroom
Experiences.



e-Portfolio

Mentor
Standards

Metastandards

Dispositions

P-12 Classroom
Experiences

e-Portfolios consist of a collection of artifacts and reflective statements, maintained in a digital
format, which collectively represent the evidence that advanced program candidates have
amassed to date, which demonstrate the attainment of program standards and expectations.
Advanced program candidates are evaluated at critical formative and summative decision points
within the benchmark sequence, which provides for introspection and improvement. All reviews
are conducted by faculty along with master teachers and administrators. Although the artifacts
are generated in courses, the e-Portfolio reviews, take place outside of any specific course.

Program Experiences are performance assessments that occur across benchmarks within the
program and, as with the e-Portfolios, outside specific courses. In these experiences, candidates
are mentors to initial program candidates, thereby assuming a role of great professional
experience beyond the academy. Research has noted the “reciprocal nature” (Grisham,
Ferguson, & Brink, 2004, p. 308) of the mentoring of initial program candidates and growth and
development of the mentor, as well as the mentee, through greater reflection and self-evaluation.
Activities that involve co-teaching and co-planning as well as observing and critiquing (Siebert,
Clark, Kilbridge & Peterson, 2006) are experiences that are unique to mentor teaching. As
Bloom’s Taxonomy so aptly demonstrates (Krathwohl, 2002; Ormrod, 2003), the highest level of
conceptual understanding is evaluation, which requires a full complement of knowledge, skills
and dispositions expected of teachers at this level.
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Within Program Experiences there are two elements: initial teacher candidate e-Portfolio review,
and mentor teaching. In the first element, advanced program candidates participate in the review
of e-Portfolios developed by initial teacher candidates within the Early Childhood, Elementary,
and Secondary Education program. In the second element, the advance program candidate
serves as a mentor teacher for Early Childhood, Elementary, and Secondary teacher candidates’
field experiences and/or clinical practice within the initial program.

Program Experiences — e-Portfolio Review: Engaging in the evaluation of portfolios is a
valuable experience for advanced program candidates. As the initial program is based on
INTASC Principles and DPS Standards, by evaluating artifacts against the standards, the
advanced program candidate will begin to see how the state and federal government’s
expectations for highly qualified teachers are actualized. The review of portfolios requires a
critical analysis of the standards and a deeper appreciation of their intent and objectives.

Program Experiences —Mentor Teaching: The other key element within Program Experiences is
the advanced program candidate’s assuming the role as mentor teacher for teacher candidates in
initial Early Childhood, Elementary, and Secondary Education programs. This experience is also
enriching, and allows for a more active role in collaboration, team teaching and planning, while
placing a greater level of responsibility and authority on the advanced program candidate.
Although this experience addresses similar programmatic goals as the e-Portfolio review, it does
it at a much more sophisticated level. In addition, some synergetic factors — such as the
association between theory and practice (Selke, 2001) — are able to be demonstrated. DPS
recognizes the importance of mentors, as they utilize the expertise of such professionals in the
continued licensing process for new teachers (Indiana Mentoring and Assessment Program for
Teachers, IMAP). As a result, DPS has developed a series of standards which identify the
knowledge, skills and dispositions of mentors as defined by the state. These standards are
identified below, and serve as a rubric and guide for the development of our program
expectations in this area.




KNOWLEDGE OF A MENTOR

The mentor:

1. Knows and understands exemplary standards-based practice in the classroom

2. Knows and applies constructive collegial behavior such as appropriate roles of peers, active listening techniques, and
modeling professional attributes

3. Knows own learning and teaching styles, approaches, strengths and weaknesses and how to reflect on own teaching and
learning

4. Recognizes the linkage of P-12 student academic standards with the corresponding teaching standards for each content
and developmental area

5. Knows the INTASC core standards from the Model Standards for Beginning TeacherLicensing and Development: A
Resource for State Dialogue (see reference statement)

6. Knows strategies for being a constructive observer such as asking appropriate questions for data collection, how to
access data to foster self analysis within beginning teachers, and for improved instructional techniques in the beginning
teachers practices

7. Knows how to support a beginning teacher in the construction of an induction portfolio which demonstrates standards-
based practices

8. Knows how to recommend and contact resources within the school, the community, the state and nation (e.g., colleges
or universities, professional organizations, human service agencies, educational resource centers, Internet sites,
consulting consortiums)

9.  Knows major areas of research on teaching and of resources available for professional learning (e.g., professional
literature, colleagues, professional associations, professional development activities, higher education)

10. Knows the stages of teacher development and possible affective needs of beginning teachers as they progress through
the initial years of teaching

DISPOSITIONS OF A MENTOR |

The mentor:

1. Is committed to allotting time for personal and collegial reflection on practice

2. Is enthusiastic about being a positive role model, coach, and mentor for beginning teachers

3. Values the enrichment of learning that comes from the diverse backgrounds, values, skills, talents, and interests and
from taking risks

4. Has the personal attributes of being empathetic, caring, adaptable, and enthusiastic about teaching and learning

5. Believes that all students can learn and perform at high levels

6. Values the roles that open communication and trust play in building strong, productive collegial relationships and
incorporates confidentiality, nonjudgmental dialogue and professional integrity into collegial relations

7. Believes in education as a profession

8. s a positive influence on good morale within a school

9. Values the opportunities that technology and new methodologies can provide for teaching and student learning

PERFORMANCES OF A MENTOR

The mentor:

1. Draws upon colleagues within the school and other professional arenas to support his/her professional development

2. Pursues professional development opportunities to access new content knowledge and instructional methods and to
incorporate them into relevant learning situations for students

3. Creates a supportive and reflective environment for addressing issues facing a beginning teacher and for analyzing
teaching and learning

4.  Exemplifies standards-based teaching in the classroom

5. Supports the beginning teacher in interactions with teachers, administrators, and parents

6. Displays a sense of humor, hope and optimism, high expectations, and an ability to act as a catalyst for the learning of
others

7. Exemplifies being a professional educator and a life-long learner

P-12 Classroom Experiences are designed to offer a platform for implementing the curriculum
and introduced in the advance program coursework. These elements consist of implementing
developed curriculum and conducting action research in P-12 classrooms.



P-12 Classroom Experiences — Implementing Developed Curriculum: Each course in the
program is designed to advance the knowledge, skills, and dispositions of the advanced program
candidates. These particular field experiences are comprised of utilizing and implementing
curriculum, instructional strategies, technology, and best practices introduced and developed
through the coursework in each of the specified program course requirements. For example, in
K505, Introduction to Special Education, advanced candidates analyze curriculum through the
lens of universal design, which is a research-based framework to support the design and
implementation of curriculum, which promotes the educational attainment of all children while
simultaneously providing support for the learning and development of children with exceptional
needs. Advanced program candidates first design this type of curriculum, and then implement it
in their respective P-12 classrooms. This experience not only affords candidates the opportunity
to implement the curriculum in an authentic manner — vis-a-vis their actual classroom — but it
also allows for a critical, field evaluation by P-12 faculty and administrators as the situation
warrants.

P-12 Classroom Experiences — Action Research: In addition to the implementation of curricula
in P-12 classrooms, the program also includes an action research component (Schoen, 2007) that
is developed within the courses. The action research investigation is conducted in a P-12
classroom and culminates in a final action research project/paper. The action research
project/paper will be defended by the candidate and evaluated by faculty and P-12 master
teachers and administrators.

Professional Commitments and Dispositions

The Division of Education defines professional commitment as the sense of duty and level of
dedication to the profession held by a teacher. According to Ware and Kitsantas (2007),
professional commitment is the result of teacher efficacy, which they define as the extent to
which a teacher feels capable of influencing student learning. They indicate that teachers who
believe they have a positive effect on students are more likely to persist in the face of adversity,
demonstrate a greater interest in their students, develop better relationships with their colleagues,
and take more personal responsibility for their students’ learning.

The Division of Education’s advanced program — with its multifaceted integrated curriculum
which addresses foundational knowledge, content knowledge, technological expertise, and
inquiry T culminates in a comprehensive professional development experience for advanced
program candidates. It has been noted that “mastery experiences are enhanced through feedback
from superiors and social validation that connects teacher outcomes to teacher actions” (Ross
and Bruce, 2007, p.50). Such professional development experiences serve as a means for
enhancing the most significant teacher efficacy, and in turn, P-12 student learning.

In addition to professional commitment, the role of advanced teacher candidate dispositions must
also be addressed. It is understood that “proper training and certification, matched with the



identification and assessment of proper teaching dispositions, both have significant impact on
student learning” (Helm, 2007, p.110), what must also be addressed is that dispositions
assessment and evaluation is not a process that ends with an initial certification program. By
including dispositional evaluation as part of an advanced program, candidates will continue to
monitor and evaluate their dispositions, and to reflect on how they affect the students that are
under their charge (Helm, 2006). Below are listed the standards used to address the dispositional
expectations within the advanced program.

Professional Dispositions

Meets obligations and deadlines

Submits work that reflects high professional standards, commensurate with NBPTS expectations

Possesses effective oral, written, communication, organizational and managerial skills

Respects the knowledge, opinions and abilities of other professionals, support staff, parents and others

Reflects on and takes responsibility for actions and decisions

Accepts constructive criticism within the context of current practice and professional / NBPTS standards

Displays a positive attitude and emotional maturity

Demonstrates effective interpersonal skills

Functions effectively as a member of a learning community, including involvement with professional organizations,

school-community interest groups and agencies, and mentoring of other professionals

Treats all students fairly, ethically, morally and without bias

e  Thinks systematically about practices and learns from experience

e  Draws on research and scholarship (including action research and naturalistic approaches) to improve their professional
practices, and shares their conclusions and insights with the professional community

e Displays a commitment to professionalism and teaching

o Displays a commitment to students and their learning

Scores based on Satisfactory, Not Satisfactory, and Not Observed

Commitment to Diversity
Knowledge of Learners and Their Characteristics

It is the Division’s conceptualization that diversity is not something that is “covered” in isolation
— i.e as a single course offering, or part of one program feature/element. The Division’s
definition or conception of diversity, in fact, is consistent with that of NCATE, which asserts
that:

Theuni t s conceptual framework shoul d
candidates to support learning for all students and provides a conceptual
understanding of how knowledge, dispositions, and skills related to diversity are
integrated across the curriculum, instruction, field experiences, clinical practice,
assessments, and evaluations (NCATE Standards, p.19).

In order to ensure advanced teacher candidates have the requisite knowledge, skills and
dispositions to be successful in the classroom, faculty have developed curricula and field
experiences — specifically designed for advanced program candidates — to help them engage in
“knowledge construction and reconstruction as they analyze their own previous understandings
of teaching and learning and preconceived notions about people from diverse cultural and
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linguistic backgrounds” (Baldwin, Buchanan, & Rudisill, 2007, p. 317). Candidates demonstrate
their abilities to support the learning of all P-12 students in a variety of diverse settings through
performance assessment within the classroom, through reflections and artifacts within the e-
Portfolio, and their professional dispositions.

It is the belief of the Division of Education that understanding and including children with
disabilities in the regular education curriculum is essential, as well. Heward (2000) believes that
children with exceptionalities have a fundamental right to live and participate in the same
settings and programs as do children without disabilities. Educators in the field must continually
strive to recognize these individuals and respond to their needs appropriately. This is part of our
expectations for advanced program candidates and plays a key role in candidate assessment, as is
found within the Metastandards, Dispositions and Mentor Standards. This serves as another way
of integrating the conceptualization of diversity throughout the advanced teacher education
program.

Commitment to Technology

The International Society for Technology in Education (ISTE) believes strongly that technology
should be integrated within the curriculum from the primary level on, and advocate the
advancement of technology at all levels of education. In 1998 ISTE published its first set of
standards defining what they believed were essential components guiding the utilization of
technology within the curriculum (2007). The basic standards include: Creativity and
Innovation, Communication and Collaboration, Research and Information Fluency, Critical
Thinking, Problem-Solving and Decision-Making, Digital Citizenship, and Technology
Operations and Concepts. As the standards categories denote, ISTE addresses everything from
utilization of curriculum for research to identifying proper, ethical practices involving
technology use.

In keeping with the intent of the ISTE Standards, the Division of Education believes that
advanced program candidates must be prepared to teach in a digital environment where — in
order for students to achieve these learning outcomes — advanced program candidates must have
the requisite knowledge and skills to develop and integrate technology across the curriculum. It
is not enough, however, for candidates to simply take one stand-alone course on technology.
Research has demonstrated that this creates an environment where teachers utilize technology
only when it fits existing curriculum, as opposed to actually creating the curriculum with
technology as part of the plan (Sandholtz & Reilly, 2004). The goal of the Division, therefore, is
to incorporate technology across the program, so that advanced program candidates’ utilization
of the technology becomes second nature. It has been demonstrated that teachers learn more
about technology from independent learning experiences than from those specifically designed
for professional development (National Center for Education Statistics, 2000). As a result, the
Division has integrated technology in multiple areas to achieve a variety of curricular and
programmatic purposes. For example, technology can be found within the curriculum of



individual courses, in the technological platforms used to deliver the courses (to include
asynchronous and synchronous learning environments), and through the utilization of technology
in the e-Portfolio system. Additionally, newsletters, student information, assessments, and many
other resources utilize technology and the Web-based environment so that technology and the
Internet have a ubiquitous presence within the Division of Education.

Conclusion and Summary

We believe through this conceptual framework we have embodied a program that will enhance
the knowledge, skills and dispositions of advanced program candidates. We have utilized the
most current research and resources available and have aligned with NBPTS, as a focal point for
the expectations of our program. It is our overarching goal that graduates of the M.S. in
Education degree program of Education will not simply be better teachers, but leaders,
innovators, dreamers and architects who will guide/lead their fellow educators in designing
education throughout the State of Indiana.
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