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The Conceptual Framework was developed in 2001 by the professional community invested in teacher preparation at Meredith College including the public school partners as well as Meredith faculty.  The NCATE steering committee, composed of education faculty, arts and sciences faculty, college administrators, and public school teachers and administrators, worked throughout the 2000-2001 school year to articulate the beliefs of the teacher education program at Meredith College.  Since that time, faculty and our school partners have continued to review and discuss those ideas, and have found that the Conceptual Framework developed at that time, still reflects what we believe.  That same Conceptual Framework continues to guide the work of the Department of Education.  Research-based and aligned with professional and state standards, it embraces the vision of globalization set forth by the College and the North Carolina State Board of Education and is focused on preparing teachers who are well-equipped to meet the needs of the diverse students found in our schools.  


Although the basic Conceptual Framework designed in 2000-2001 has not changed, several program faculty asked that we reconsider the visual representation.  Working with a Meredith College graphic design student during the summer of 2006, the graphic was redesigned to one that reflects the revised mission statement of the department as well as the global emphasis of the college and the state.  The new visual was shared with education and campus faculty before its formal adoption by the Teacher Education Committee, and met with overwhelming approval.
VISION

     The Meredith College Department of Education seeks to become the premier teacher education program in the Southeast with a reputation that attracts intelligent, dedicated, and diverse students.  To achieve this vision, the department will work collaboratively with a variety of professionals to develop and implement quality undergraduate and graduate programs that are innovative, responsive to the needs of public schools, and rigorous in both content and pedagogy.  Our faculty will serve as leaders and role models and our graduates will be sought after nationwide as the best prepared in the field.




              MISSION
     The mission of the Department of Education is to prepare educators who have the knowledge, skills, and values to effectively teach all students.  With a foundation in the liberal arts, Meredith College students are transformed by a rigorous education that fosters leadership, promotes reflective practice, and cultivates passion for learning and the art of teaching.  We develop teachers who appreciate their significant role in a diverse society.

CONCEPTUAL FRAMEWORK

Our courses and fieldwork prepare our students to be teachers who will:

Exhibit culturally relevant and inclusive teaching

     Teacher candidates recognize that they participate in a diverse global community and maintain high expectations for all students.  In making instructional decisions, they consider the needs of all students and are inclusive of every student.  They practice culturally relevant teaching, are open to cultures and ideas other than their own, and affirm the cultural diversity that their students bring to their classrooms.  They know how to modify instruction to support the unique learning needs of each student and provide a relevant and rigorous education to all students 

     The key disposition that every teacher candidate must possess is the belief that all students can learn.  They must know how to create and maintain high expectations for each student and facilitate rigorous instruction in their classrooms regardless of the sociocultural, academic, and other differences in their students.  Gay (2002) proposes five elements of culturally responsive teaching: developing a knowledge base about cultural diversity, including ethnic and cultural diversity content in the curriculum, demonstrating caring and building learning communities, communicating with ethnically diverse students, and responding to ethnic diversity in the delivery of instruction.  In order for preservice teachers to possess the knowledge, attitudes, and skills to carry out these elements in a classroom they may first need to question their own assumptions of ethnically diverse students that they have perceived through their own cultural and experiential filters.  Teacher educators have a responsibility to help preservice teachers understand the power of racial, ethnic, and socioeconomic inequities and the impact of these factors on their instructional decisions in classrooms.  By carefully examining these issues, teacher candidates are prepared to utilize innovative strategies that turn differences into academic assets (Ares, 2006; Delpit, 2006; Jenlink & Jenlink, 2005; Ladson-Billings, 1995, 2000; Ryan, 2006).

     In addition to cultural and socioeconomic differences, teacher candidates need to understand the unique learning needs of each student and have the attitudes and skills necessary to modify instruction to meet those needs.  Teacher candidates need to have a sensitivity and understanding of developmental issues, abilities, and disabilities in order to identify and build upon individual students' strengths and needs.  Through differentiated instruction, they maintain high expectations for all students by offering levels of support that are responsive to individual differences and needs (Turnbull, Turnbull, Shank, & Leal, 1995).
Practice connected pedagogy

     Teacher candidates understand that teaching and learning must be relevant to the students.  As such they connect the content they teach to the lives of their students.  

This must first be accomplished through relationships with students.  Rogers and Renard (1999) discuss a relationship-centered framework, which focuses on motivating students by caring about them personally and educationally.  The teacher seeks to manage the learning context rather than the learner, and centers the curriculum on the emotional needs of students, thus fostering an intrinsic desire to learn.  Noddings (2005) also talks about this ethic of caring to determine the expressed needs of students.  In designing instruction that fulfills the students’ fundamental needs teachers are able to create meaning for the students and a greater motivation to understand the content.  Teachers and students should work together towards the construction of personal and collective meaning (Noddings, 2005).

     Candidates lead student-centered classrooms that utilize constructivist principles to build learning opportunities on the experiences of the learners. They first use their relationships with their students to understand the learners’ lives and interests.  Then they respond to the learners’ needs by incorporating the learners' purposes and interests, the circumstances of their lives, and problems they would like to address into their instruction.  This process brings relevance and ultimately purpose into the classroom for the learners and thus enhances the intrinsic motivation to learn the content (Stears and Malcom, 2005).

     Instruction is designed not only with a consideration of the needs of their students, but also an understanding of their students' development.  Teacher candidates have a deep understanding of their students and are able to design instruction that is developmentally appropriate.  They are able to differentiate to address individual differences and learning preferences, and when appropriate, respond to diversity in cultural practices and exceptionalities (Banks, Cochran-Smith, Moll, Richert, Zeichner, & LePage, 2005; Hamacheck, 1987; Trawick-Smith, 1997).



Engage in reflective teaching

     Teacher candidates believe that reflection is essential to improving the quality of their teaching.  They are able to examine the dilemmas of classroom practice within the cultural contexts in which they teach.  They are able to question the assumptions they bring to teaching and strive to understand how their actions impact their students.    

     Reflective teaching is not a new idea.  Dewey (1933) defined reflective thought as "active, persistent, and careful consideration of any belief or supposed form of knowledge in the light of the grounds that support it and the further conclusions to which it tends" (p. 9).  For Dewey, the process of reflection begins with some problem or troublesome event that does not have an immediate or obvious solution.  This uncertainty prompts the teacher candidate to step back and analyze her experience.  This may be done either in the midst of the action or after the action is completed.

     Schon (1983, 1987) spoke of reflection as exploratory experimentation in unique and uncertain situations.  He claimed that teaching is an uncertain activity and that the technical rationality approach fails to acknowledge that thought rises out of action.  The teacher candidate makes decisions based on her own unique situation.
     Teacher candidates are able to engage in reflection not only within their own classroom but also within a community of professionals who have the common goal of improving student learning.  Zeichner and Liston (1996) emphasize that reflection does not have to be a solitary process involving only the individual teacher, but should also be a social process that takes place within a community of teachers.  Zeichner makes a distinction between two types of teaching:  technical teaching and reflective teaching.  Technical teaching locates the problem in the students, and teachers look for programs or techniques to alter the students’ behavior.  Reflective teaching requires that teachers consider their beliefs and actions and the context of the situation.  Teachers attempt to design interventions for particular situations.  Teachers who embrace reflective teaching internalize the disposition and skills to study their practice and to continually improve it.  These teachers take ownership and responsibility over their own professional development.

     Valli (1997) defines a reflective person as “someone who thinks back on what is seen and heard, who contemplates, who is a deliberative thinker” (p. 68).   Reflective teachers teach with careful thought and judgment and are open to the voices and opinions of others.  They have the ability to look back on events and consider competing claims and alternative actions.  Valli claims that teacher education has traditionally emphasized teachers’ behaviors and skills and should make a switch to focusing more on consideration of teaching beliefs and assumptions.

     A common thread among these theorists is the belief that intellectual activity can come out of practice and is not solely dependent on the knowledge of experts.  Teachers can and should be empowered to pose and solve their own problems. The underlying belief in reflection is that you can learn without being taught.  According to Danielewicz (2001), “Pedagogy is powerful when it is responsive, dynamic, and flexible” (p. 133).  Pedagogy is most effective when teachers engage in reflection about their students learning, the context of learning, and educational theory, and then apply all of these ideas to their individual practice. This is a view of teacher candidates as reflective practitioners who are empowered to both pose and solve problems related to their teaching.  
Utilize continuous assessment

     Teacher candidates are knowledgeable in the use of formal and informal assessment and use this data to inform instruction.  They are able to use a variety of authentic and traditional forms of assessment to determine their students' understanding and are able to interpret this information and use it to meet the instructional needs of each student.  Teacher candidates know how to use appropriate technology in both collecting assessment data and recording that data for analysis.

     Teacher candidates need to understand the variety of assessment methods available to them and understand the purpose, pros and cons of each method.  They need to be able to make assessment decisions that correlate their instructional goals and objectives with an appropriate method of collecting data regarding student understanding.  In a culture of high-stakes, standardized testing, teacher candidates need to be fully equipped to assist their students in navigating these tests and must be able to interpret the results accurately to support their classroom instruction (Quintero & Cooks, 2002).  But in addition to formal assessment methods, teacher candidates need to be adept at utilizing informal and authentic methods of assessing student understanding.  Teacher educators must prepare preservice teachers to be equipped to identify and develop methods of assessment that include relevant content for their students, especially students of color (Alexandrin, 2003; Otero, 2006).
     However, teacher candidates should view collection of assessment data as the first step in the assessment process.  They should understand how to utilize this data to inform their instructional decisions in the classroom.  Assessment should be viewed as a cyclical process where teachers collect vital feedback on their students' learning progress and understanding, pinpointing individual learning difficulties, interpreting that information, and using it as guidance and direction for adjusting instruction in order to differentiate to respond to the learning needs of their students (Guskey, 2001; Treagust, Jacobowitz, Gallagher, & Parker, 2003).
Demonstrate leadership  

     Teacher candidates demonstrate the professional dispositions necessary to become teacher leaders.  It is essential that teacher education provides a catalyst for the development of the essential characteristics of leadership in preservice teachers.  Characteristics of teacher leaders include: demonstrating expertise in their instruction and providing good examples of how to work with children; inspiring ideas and discourse; 
remaining on a professional learning curve; practicing reflection; and engaging in continuous action research (Patterson, 2001; Wynne, 2001).

     Teachers provide leadership by collaborating with colleagues, participating in and forging community-school partnerships, and structuring classrooms as communities of learners.  Teacher leadership can occur through formal roles such as a department chair or participation on a school leadership team, but it can also occur informally within the school.  Examples of ways that teachers can demonstrate leadership are: assisting others with problems; offering non-instructional support; sharing their instructional expertise and knowledge with colleagues; and collaborating with peers, parents, and community members.  Research has shown the importance of an effective building principal, but it has also found that the principal cannot do it alone.  In order for reform to be created and sustained in schools it is necessary to develop the capacity of teachers to be leaders and to encourage them to step out and lead (Center for Comprehensive School Reform and Improvement, 2005; Middlebrooks, 2004; Patterson, 2001; Sherrill, 1999; Wynne, 2001).
Understand content 

     Teacher candidates demonstrate strong content knowledge learned in their general education and liberal arts or professional majors and are able to combine that content knowledge with professional knowledge of pedagogy and best practices.  They are able to utilize technology effectively in both helping students understand content as well as expanding their own content knowledge.  In addition, teacher candidates are able to connect content to the student's community, and understand how cultural diversity and diversity in learning needs can interact with content understandings.

     There is overwhelming research to support that content knowledge is critical to effective teaching.  Teacher candidates must understand their subject matter in depth and at a much deeper level than has been considered acceptable in the past (Ball, 1991; Education Commission of the States, 2003; Fallon, 2003).  “To teach is first to understand.  We ask that the teacher comprehend critically a set of ideas to be taught.  We expect teachers to understand what they teach and, when possible, to understand it in several ways” (Shulman, 1987, p. 14).  

     In addition to knowing their content deeply teacher candidates must also possess pedagogical content knowledge (Shulman, 1986).  They need the ability to teach the content in ways that build on students' varied backgrounds and abilities; facilitating content-rich instruction that is engaging for students (Bain & Mirel, 2006; Gudmundsdottir, 1990).

PROFESSIONAL DISPOSITIONS

It is expected that Meredith students earning licensure for teaching are working to become effective professionals who will make a strong and positive contribution to the teaching profession.  All teacher candidates are expected to evidence the following behaviors:

A respect for the people with whom you are working  

     While on campus, this is reflected in classroom behaviors such as attending classes regularly and on time, notifying the instructor of absences and turning in adequately prepared work in a timely fashion.  Such standards are expected to be maintained while conducting field work.  

A respect for the diversity represented by the people with whom you are working     

     This involves demonstrating attitudes and behaviors that indicate fairness and sensitivity to all people and openness to other cultures and ideas.

An awareness of the significance of the individual’s role in social interactions

     This involves developing an awareness of how to communicate effectively and an understanding of how your manner of communication affects others.

A consistent demonstration of professional behavior 

     This is reflected in such behaviors as assuming responsibility for behavior, demonstrating professional responsibilities, and a willingness to make ethical decisions.
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