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CONCEPTUAL FRAMEWORK 

Bellarmine University is a vibrant community of educational excellence and ethical 

awareness that consistently ranks among the nation's best colleges and universities. Our students 

pursue an education based in the liberal arts – and in the distinguished, inclusive Catholic 

tradition of educational excellence. On the edge of downtown Louisville - the nation's 16th 

largest city - Bellarmine is set on three beautiful hills in the artful and eclectic Highlands 

neighborhood. Our 144-acre campus currently comprises more than 24 buildings, including the 

world-class W.L. Lyons Brown Library, the Norton Health Science Center, and halls that are 

home to nursing, education, business, and the arts and sciences. Bellarmine faculty scholars are 

passionate about teaching; 150 full-time faculty, with 82 percent holding a Ph.D. or the highest 

degree in their field, teach at Bellarmine. A diverse student body from 29 states and 20 foreign 

countries attends Bellarmine. Our total enrollment is 3,249 of which 2,276 are full-time 

undergraduate students. Bellarmine continues to expand its prominence as a regional and 

national institution, with a mission and vision to benefit the public interest, improve the human 

condition, and help create the future. The Annsley Frazier Thornton School of Education shares 

the historic and future vision of the university to instill the knowledge, skills and values for 

successful living, work, leadership, and service for creating a sustainable future. 

The Annsley Frazier Thornton School of Education’s (AFTSE) Conceptual Framework 

(1999, 2003, 2009, 2011) is a continuously evolving document reflecting the changes at the 

institutional level, in the AFTSE, and in the standards established by state and national 

professional associations and accreditation bodies. The conceptual framework brings together the 

vision and mission of the professional education unit and its relationship to the overall mission of 

the university, clarifying how that vision and mission are manifested in the objectives and 

commitments of the unit; the foundations of knowledge, skills, and dispositions that undergird 

best practice, educational leadership and P-12 student learning; and the methods designed to 

implement and assess candidate learning and program success. 

All initial certification and advanced programs in the unit are designed to align with the 

mission and vision of the university, the mission of the AFTSE, the requirements of the 

Kentucky Education Professional Standards Board, and the research supporting the need to 

address successfully the achievement of all learners in today’s schools. This alignment 

culminates in the overall theme of the unit, Educator as Reflective Learner, based on the premise 

that success in life, work, leadership, and service to others is undergirded by continuous and 

systematic reflective practice. 

I.  SHARED VISION, THEME, and MODEL 

Mission of the University 

Bellarmine University is an independent Catholic university serving the region, nation 

and world by educating talented, diverse students of all faiths and many ages, nations, and 

cultures, and with respect for each individual’s intrinsic value and dignity. We educate our 

students through undergraduate and graduate programs in the liberal arts and professional studies, 

within which students develop the intellectual, moral, ethical and professional competencies for 

http://www.bellarmine.edu/admissions/aboutlouisville.aspx
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successful living, work, leadership and service to others. We achieve these goals in an 

educational environment committed to excellence, academic freedom, and authentic 

conversations not dominated by particular political or other single perspective and thus to 

thoughtful, informed consideration of serious ideas, values, and issues, time-honored and 

contemporary, across a broad range of compelling regional, national and international matters. 

By these means, Bellarmine University seeks to benefit the public interest, to help create the 

future, and to improve the human condition.  Thus we strive to be worthy of our foundational 

motto:  In Veritatis Amore, In the Love of Truth (Approved 2007). 

Vision of the University 

 Our vision is that, by the year 2020, Bellarmine University will become the premier 

independent Catholic university in the South, and thereby the leading private university in the 

state and region – educating with excellence each Bellarmine student in the knowledge, skills 

and values for successful living, work, leadership and service, to help create a sustainable future 

for our regional, national and international communities (Approved 2007).  

Mission Statement of the Annsley Frazier Thornton School of Education 

The Annsley Frazier Thornton School of Education prepares caring, effective educators 

in the Catholic liberal arts tradition of Bellarmine University to teach and lead in diverse settings 

(Reaffirmed May 12, 2011). 

Vision Statement of the Annsley Frazier Thornton School of Education 

Our vision is to prepare dynamic educators to serve, work, and lead in a changing global 

community (Adopted August 16, 2011). 

Convergence of University and Unit Missions and Program Commitments 

The mission of the AFTSE is a natural extension of the mission of Bellarmine University. 

As an area of specialization, the AFTSE is responsible for the preparation of educators with the 

knowledge, skills and dispositions necessary for becoming effective contributors to the academic 

profession and society in the complex and diverse world of the 21
st
 century. Minimally, 

graduates in education and those pursuing advanced degrees in education should be able to 

demonstrate competency in the areas of leadership, communication, collaboration, critical 

thinking, and curriculum leading to positive student learning results.  

 Beyond these competencies, however, graduates and those pursuing advanced degrees 

should be prepared to respond to the broad diversity of learners within the schools by creating a 

culture of teaching and learning, fostering a disposition of service, and directing change in a 

reform-minded and standards-based educational environment. Meeting the challenges of 

diversity and change requires great resourcefulness on the part of educators in employing ―best 

practices‖ in teaching and school leadership. Both the mission of Bellarmine University and the 

mission and vision of the AFTSE are focused on preparing dynamic educators to live, serve, and 

work in a changing, global community.  

Additionally, educators in the 21
st
 century must develop the dispositional traits associated 

with effective practice that lead to successful student learning, linking the mission, vision and 
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objectives of both the university and the AFTSE. These dispositions include, but are not limited 

to, valuing the development of teachers and educational leaders; effectively using problem 

solving and conflict resolution skills; being sensitive to community and cultural differences; 

encouraging many modes of communication in the school and community through new 

technologies; utilizing the diverse talents all professional educators to build a positive culture 

resulting in student achievement and school improvement; and committing to reflection, 

assessment, and learning as an on-going and lifelong process (see Dispositions Self-Assessment 

and Institutional Assessment in Continuous Assessment Plan section).  

 The challenges of poverty, racism, sexism, family instability, crime, and lack of adequate 

healthcare (among others) threaten the learning and performance of students in the P-12 

classroom at a time when technology, diversity, and advanced research signal the promise for all 

students. Educators are thus called upon to exercise effective practice that will lead from 

problem to promise and that will herald confident renewal in the face of despair. This practice 

finds its locus in the university’s philosophical and theological foundation of Catholic social 

justice and the pursuit of virtue. The combination of resources required by such an 

educator/leader is embodied in the reflective learner, the overarching theme of the AFTSE. The 

reflective learner is one who uses acquired knowledge, skills, and dispositions to devise new 

methods of reasoning and new strategies of action when circumstances so demand. The reflective 

learner is capable of discerning the appropriate actions for testing newly formed hypotheses, then 

using that knowledge to reframe the situation and make needed adjustments (Schon, 1987). 

Consistent with this theme of reflection is the commitment to reform. The AFTSE 

proposes to direct change when challenges arise. The AFTSE further defines its mission for the 

21
st
 century as a healing one which addresses both societal and professional weaknesses. 

Ongoing self-assessment, standards-based assessment, and unit assessment combine to address 

professional weaknesses within the context of societal problems. The mission is also, more 

importantly, a prophetic one which signals vitality through reform entrusted to the reflective 

educator, teacher leader, and principal. 

Theme of the Annsley Frazier Thornton School of Education 

The theme, Educator as Reflective Learner, is the outgrowth of more than ten years of 

reading, discussing, and reflecting on the philosophy of the AFTSE. The AFTSE reaffirmed this 

theme (May, 2011) based on its recognized consistency with the mission of the institution and 

with the philosophy of the education faculty and community partners, as well as with the various 

programs for candidates. Every stage of the process was firmly based on research – both 

historical and current – from Cruikshank, 1987; Fellows and Zimpher, 1988; Kennedy, 1989; 

Schon, 1987; Valli, 1997; and Zeichner, 1990; to more current research including Price and Valli, 

2005; Cochran-Smith and Zeichner, 2005; Minott, 2008; and Edwards, Gilroy and Hartley, 2002. 

The survey of the scholarship on reflection included Dewey (1933), wherein one of the most 

notable definitions of reflective thinking was discovered. Dewey describes reflective thinking as, 

―Active, persistent, and careful consideration of any belief or supposed form of knowledge in 

light of the grounds that support it and further conclusions to which it tends‖ (p. 97).  It is 

Dewey’s foundational premise and Valli’s (1997) conception of reflective practice, including her 

five dimensions of that practice, that best convey the philosophy and mission of the unit, 

undergirding all facets of each program of the AFTSE. ―Reflective teachers link theory and 

practice by using varied sources of information, examine their own practices and school policies 
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in order to become better teachers, analyze problems from multiple perspectives, and use new 

evidence to reassess decisions‖ (Valli, 1997, p.70). Valli’s five types of reflection, which 

undergird many of the course assessments, all benchmark and anchor assessments, and field and 

clinical practice, are detailed in the following table: 

TABLE 1.  Valli’s (1997) Types of Reflection 

Valli’s five types of reflection Connection to Educator Preparation 

Programs 

Technical reflection: The educator 

matches one’s own performance to external 

guidelines.  Content of this form of 

reflection centers on general instruction and 

management behaviors based on research 

of teaching. 

Reflective inquiry encourages a continuous 

relationship between experience and 

understanding, which promotes a Triad of Life-

Long Learning: research, reflection, and 

refinement.  Relying upon recognized bodies of 

knowledge, educators perceive relationships and 

connections between parts of the teaching and 

learning process. This style of thinking develops 

within each teacher a critical disposition for broad-

based problem-solving abilities and also nurtures 

life-long learning. 

Reflection-in and on-action: The educator 

bases decisions on one’s own unique 

situation and considers personal teaching 

performance. 

Reflective thinking involves continuous 

assessment, creating a balance between new 

information and the critical examination of prior 

teaching experiences relevant to the new 

information. 

Deliberative reflection: The educator 

weighs competing viewpoints and research 

findings regarding a whole range of 

pedagogical concerns/decisions (e.g., 

curriculum, instructional strategies, rules 

and organization of classroom, etc.).  

Educators, while exercising freedom of choice for 

themselves and learners, rely on a strong research 

base as a guide for their pedagogy.  Educators, 

furthermore, are responsible for initiating such 

activities within various styles of performance in 

order to meet the diverse needs of students.  

Personalistic reflection: The educator 

listens to and trusts one’s own inner voice 

and the voices of others.  Content for this 

type of reflection includes personal growth 

and relationships with students. 

The reflective thinker knows that not only are 

one’s feelings, emotions, and cognition closely 

related, but they are highly interactive in the 

teaching and learning process. 

Critical reflection: The educator considers 

the social, moral, and political dimensions 

of schooling and judges these dimensions 

in light of ethical criteria such as social 

justice and equality of opportunity. 

As the educator models reflective thinking, s/he 

encourages the same kind of thinking in her/his 

students.  Such thinking—open-mindedness and 

discernment, rational judgment and creativity—are 

likely to transfer to other aspects of students’ lives. 
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Effective educators are called to reflect consistently and systematically on their own 

practice, as well as mentor and collaborate with their colleagues in reflective practice, in order to 

advance successful professional learning communities within schools and the broader 

community. As Valli (1997) notes in her discussion of the merits of reflective practice, it is 

reflection that produces problem solving from multiple perspectives, permitting the use of new 

evidence to improve practice and therefore, student success. 

Annsley Frazier Thornton School of Education Program Objectives (Revised August, 2011) 

Foundational to the conceptual framework and integral to the mission and theme of the 

AFTSE are the Program Objectives, which form the basis of the overall Continuous Assessment 

Plan of the unit, and specifically frame the assessments in each of the three Transition Points (in 

the continuous assessment plan) of both the initial and advanced programs. The AFTSE requires 

candidates in all initial and advanced programs to demonstrate proficient performance on its 

Program Objectives through the following criteria of continuous assessment:  individual course 

assessments, field and clinical evaluations, dispositions assessments, benchmark and/or anchor 

assessments, and Capstone Project and/or standardized exams (where appropriate). Based on this 

program assessment data, the candidate who achieves proficiency accomplishes the following 

Program Objectives: 

1) Collaborates with education stakeholders, including parents, teachers, administrators, and 

the community, to improve student learning and achievement (Collaboration); 

2) Reflects on diverse field and clinical experiences, making instructional decisions based 

on individual learner needs (Field and Clinical Experiences); 

3) Demonstrates educator dispositions that value the dignity and unique development of 

individual learners, and the intellectual, moral, ethical, and professional competencies 

that characterize effective teaching and leading (Dispositions); 

4) Analyzes data to make pedagogical and content based decisions that inform teaching, 

learning, leading, and achievement in the 21
st
 Century (assessment driven Pedagogy); 

and  

5) Employs Valli’s five reflective processes which include technical, personalistic, 

deliberative, in and on action, and critical reflection (Reflection). 

 

Each of these objectives is based on research and a specific knowledge base, and requires 

specific commitments on the part of the AFTSE to prepare teachers, teacher leaders, and 

principals to use their knowledge, skills, and dispositions to impact positively P-12 student 

learning and achievement. Candidate proficiency is based on connections between these 

commitments and the standards (specifically the Kentucky Teacher Standards), themes, and 

initiatives of the broader educational community (as delineated in the knowledge bases section). 

The five key components (in bold) are the framework for the development of knowledge, skills, 

and dispositions required for educator proficiency. 

Annsley Frazier Thornton School of Education Program Model 

The AFTSE identifies a pyramid as its visual model to represent Educator as Reflective 

Learner.  Historically, the pyramid has represented knowledge, integrity, and mystery.  

Physically, the pyramid has continued to represent strength, durability, and technical 

sophistication. Metaphorically, the pyramid represents wisdom, thoughtful reflection, and 
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stability. Pertinent to the AFTSE’s mission, the pyramid offers both a durable structural symbol 

and a creative and evolving metaphorical presence for education in the 21
st
 century.  

 

As a durable structural symbol in terms of its base, the pyramid’s four sides symbolize 

the four knowledge bases upon which the AFTSE builds its program: Collaboration, Field and 

Clinical Experiences, Dispositions, and data driven Pedagogy. The five points of the pyramid 

represent the five types of reflection that Valli (1997) offers: Technical reflection, Reflection-in 

and on-action, Deliberative reflection, Personalistic reflection, and Critical reflection.  

The positioning of these forms of reflection at their specific points signifies the particular 

reflective emphasis emerging from the respective knowledge base. Moreover, the three points 

that relate to each knowledge base also point toward the interactive nature of both multiple forms 

of reflection and that of knowledge/action and reflection. Finally, as triangles, the three-sided 

faces of the pyramid articulate the program theme of Educator as Reflective Learner and the 

AFTSE’s commitment to continuous assessment by symbolizing reflection undergirded by 

research, motivated by refinement, and oriented toward achievement. 

As a creative and evolving metaphorical presence, the pyramid represents the AFTSE’s 

commitment to creating the most effective educator for the 21
st
 century. The continuous 

assessment of candidates’ knowledge, skills, and dispositions has as its foundation the wisdom, 

stability, and best practices that come from periodic, constructive, and deliberative reflection.  

The reflective educator/learner holds the promise to direct change when challenges arise, to 

ensure the quality education of all children, and to signal vitality through reform. 

Background of Changes to the Conceptual Framework 

Technical 

Reflection 

Reflection-

in and on-

action 

Deliberative 

Reflection 

Critical 

Reflection 

Personalistic 

Reflection 

Field and 

Clinical 

Experiences 
Pedagogy 

Collaboration 

Dispositions 
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The continuous revision of the AFTSE’s Conceptual Framework is the result of study, 

research, and evaluation efforts of Bellarmine faculty, administrators, education candidates, and 

community partners, with particular attention to its relevance to the mission of equipping 

educators for addressing the needs of 21
st
 century learners. In preparation for re-accreditation by 

the Education Professional Standards Board (EPSB) and the National Council for the 

Accreditation of Teacher Education (NCATE) in Fall, 2012, the AFTSE began a formal and  

intentional self-study of its Conceptual Framework in August, 2010, with its annual faculty 

retreat. All components of the existing Conceptual Framework were ―on the table‖ for discussion, 

revision, and/or elimination. This self-study, culminating in the present document, was discussed 

throughout the academic year by the faculty and the Advisory Committee on Education (ACE), 

composed of candidates, arts and sciences faculty, educators and community partners. The 

following changes were made since the last major revision in 2003: 

1. A re-affirming of the unit’s theme Educator as Reflective Learner and Valli’s (1997) 

types of reflection as integral to effective teaching and leading. A review of current 

research on reflection confirmed its authenticity and continued relevance to educational 

practice in addressing the diversity of today’s learners. 

 

2. The addition of a vision statement for the unit that captures the dynamic of change – 

personal, professional, and global. 

 

3. The updating of the knowledge base for the Conceptual Framework to reflect more 

current conceptualizations of the reflective professional educator in a diverse and rapidly 

changing world and extension of that knowledge base to include the theoretical and 

standards base for the Master of Arts in Teacher Leadership program and the Educational 

Specialist Degree in Instructional Leadership and School Administration.  

  
4. A re-conceptualizing of the AFTSE Program Objectives to emphasize the diversity of 

learners and the skills needed for success in the 21
st
 century, the need for data-driven 

instructional decisions based on assessment for and of learning, and the inclusion of 

leadership dynamics in all facets of educational practice. The Program Objectives have 

been expanded to include the commitments and philosophies of the AFTSE as well as 

their connection to the Kentucky Teacher Standards and EPSB themes. 

 

5. The framing of initial certification candidate dispositions within five Themes (I: 

Continuous Reflection and Lifelong Learning; II: Personal Integrity, III: Cultural 

Responsiveness; IV: Professional Integrity; and V: Collaboration and Leadership), which 

better articulate the mission and vision of the unit and the program objectives as they 

integrate with the Kentucky Teacher Standards. The unit’s dispositions continue to be 

articulated within a developmental framework of self-and institutional assessment, as 

well as intervention in areas of concern. 

 

These changes to the Conceptual Framework relative to its theme, ideology, and model were 

approved and adopted by the AFTSE in August, 2011. 

II. KNOWLEDGE BASES, PROGRAM COMMITMENTS, and PHILOSOPHIES 
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 Each of the Program Objectives and its corresponding component area require specific 

commitments on the part of the AFTSE to prepare teachers, teacher leaders, and principals to use 

their knowledge, skills, and dispositions to effect P-12 student success. The AFTSE integrates 

the Kentucky Teacher Standards (Initial and Advanced Levels), Kentucky Core Content for 

Assessment and Program of Studies, and the Specialized Professional Association (SPA) 

Standards into program curricula and pedagogy. Candidate proficiency is based on connections 

between the unit’s commitments and the professional standards, themes, and initiatives of the 

broader educational community, including - but not limited to - the following: 

 Kentucky Teacher Standards (KTS) – both initial and advanced levels 

1. Demonstrates Applied Content Knowledge 

2. Designs and Plans Instruction 

3. Creates and Maintains Learning Climate 

4. Implements and Manages instruction 

5. Assesses and Communicates Learning Results 

6. Demonstrates the Implementation of Technology 

7. Reflects On and Evaluates Teaching and Learning 

8. Collaborates with Colleagues, Parents, and Others 

9. Evaluates Teaching and Implements Professional Development 

10. Provides Leadership Within School, Community, and Profession 

 

 Education Professional Standards Board (EPSB) Themes 

1. Diversity (with attention to exceptional children, including the gifted and talented, 

cultural and ethnic diversity) 

2. Assessment (developing skills to assess student learning) 

3. Literacy/Reading 

4. Closing the Achievement Gap (emphasizing strategies for closing the gap) 

 

 Interstate New Teacher Assessment and Support Consortium (InTASC) Standards (2011) 

1. The teacher understands how learners grow and develop, recognizing that patterns 

of learning and development vary individually within and across the cognitive, 

linguistic, social, emotional, and physical areas, and designs and implements 

developmentally appropriate and challenging learning experiences.  

2. The teacher uses understanding of individual differences and diverse cultures and 

communities to ensure inclusive learning environments that enable each learner to 

meet high standards. 

3. The teacher works with others to create environments that support individual and 

collaborative learning, and that encourage positive social interaction, active 

engagement in learning, and self motivation. 

4. The teacher understands the central concepts, tools of inquiry, and structures of 

the discipline(s) he or she teaches and creates learning experiences that make the 

discipline accessible and meaningful for learners to assure mastery of the content. 

5. The teacher understands how to connect concepts and use differing perspectives 

to engage learners in critical thinking, creativity, and collaborative problem 

solving related to authentic local and global issues. 
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6. The teacher understands and uses multiple methods of assessment to engage 

learners in their own growth, to monitor learner progress, and to guide the 

teacher’s and learner’s decision making. 

7. The teacher plans instruction that supports every student in meeting rigorous 

learning goals by drawing upon knowledge of content areas, curriculum, cross-

disciplinary skills, and pedagogy, as well as knowledge of learners and 

community context.  

8. The teacher understands and uses a variety of instructional strategies to encourage 

learners to develop deep understanding of content areas and their connections, and 

to build skills to apply knowledge in meaningful ways. 

9. The teacher engages in ongoing professional learning and uses evidence to 

continually evaluate his/her practice, particularly the effects of his/her choices and 

actions on others (learners, families, other professionals, and the community), and 

adapts practice to meet the needs of each learner. 

10. The teacher seeks appropriate leadership roles and opportunities to take 

responsibility for student learning, to collaborate with learners, families, 

colleagues, other school professionals, and community members to ensure learner 

growth, and to advance the profession. 

  

 Interstate School Leaders Licensure Consortium (ISLLC) Standards (2008) 

1. An education leader promotes the success of every student by facilitating the 

development, articulation, implementation, and stewardship of a vision of 

learning that is shared and supported by all stakeholders. 

2. An education leader promotes the success of every student by advocating, 

nurturing and sustaining a school culture and instructional program conducive to 

student learning and staff professional growth. 

3. An education leader promotes the success of every student by ensuring 

management of the organization, operation, and resources for a safe, efficient, and 

effective learning environment. 

4. An education leader promotes the success of every student by collaborating with 

faculty and community members, responding to diverse community interests and 

needs, and mobilizing community resources. 

5. An education leader promotes the success of every student by acting with 

integrity, fairness, and in an ethical manner. 

6. An education leader promotes the success of every student by understanding, 

responding to, and influencing the political, social, economic, legal, and cultural 

context. 

 

 International Society for Technology in Education (ISTE) Standards (2008)  

      1. Facilitate and Inspire Student Learning and Creativity 
Teachers use their knowledge of subject matter, teaching and learning, and technology to 

facilitate experiences that advance student learning, creativity, and innovation in both 

face-to-face and virtual environments.  

      2. Design and Develop Digital-Age Learning Experiences and Assessments 
Teachers design, develop, and evaluate authentic learning experiences and assessment 

incorporating contemporary tools and resources to maximize content learning in context.  

      3. Model Digital-Age Work and Learning 
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Teachers exhibit knowledge, skills, and work processes representative of an innovative 

professional in a global and digital society.  

      4. Promote and Model Digital Citizenship and Responsibility 
Teachers understand local and global societal issues and responsibilities in an evolving 

digital culture and exhibit legal and ethical behavior in their professional practices.  

      5. Engage in Professional Growth and Leadership 
Teachers continuously improve their professional practice, model lifelong learning, and 

exhibit leadership in their school and professional community by promoting and 

demonstrating the effective use of digital tools and resources.  

 Technology Standards for School Administrators (TSSA) 

1. Educational leaders inspire a shared vision for comprehensive integration of 

technology and foster an environment and culture conducive to the realization of 

that vision. 

2. Educational leaders ensure that curricular design, instructional strategies, and 

learning environments integrate appropriate technologies to maximize learning 

and teaching. 

3. Educational leaders apply technology to enhance their professional practice and to 

increase their own productivity and that of others. 

4. Educational leaders ensure the integration of technology to support productive 

systems for learning and administration. 

5. Educational leaders use technology to plan and implement comprehensive 

systems of effective assessment and evaluation. 

6. Educational leaders understand the social, legal, and ethical issues related to 

technology and model responsible decision-making related to these issues. 

 

Thus, the AFTSE, in all its initial and advanced programs, commits to each of the Program 

Objectives in the following ways, and in alignment with its own knowledge base and the 

designated standards and themes as detailed above (in parens): 

 

Knowledge Base 1: Collaboration 

Commitment 1:  The AFTSE recognizes the critical role of knowledge of subject matter and the 

transfer of that knowledge to the lives of candidates and P-12 students. Thus, the AFTSE 

prepares educators interdisciplinarily. This interdisciplinary responsibility is shared by the 

institution, the College of Arts and Sciences, and the AFTSE. (KTS 1,8,10; EPSB 1,3; InTASC 4, 

5,10) 

Commitment 2:  The AFTSE provides candidates with a strong background in professional 

education, which is a shared responsibility among the AFTSE, the university, and the public, 

private, and parochial schools of the Commonwealth of Kentucky. (KTS 2,3,4,5,6,7,8; EPSB 3; 

InTASC 1,3,5,6,7,8,10; ISLLC 2) 

Knowledge Base 2: Field and Clinical Experiences 

Commitment 1:  The AFTSE requires and facilitates extensive field and clinical experiences in 

diverse classroom and community settings in order to strengthen the knowledge, skills, and  

dispositions of candidates to work successfully with all students. (KTS 1,2,3,4,5,6,7,8; EPSB 
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1,2,3,4; InTASC 1,2,3,7,9; ISLLC 4) 

Commitment 2:  The AFTSE also requires and facilitates critical reflection on diverse field and 

clinical experiences with P-12 students, colleagues, and professionals in order to construct a 

more contextualized understanding of P-12 education and practices that enhance student learning 

and achievement. (KTS 1,2,3,4,5,6,7,8; EPSB 1,2,3,4;  InTASC 2,3,5; ISLLC 4,6) 

Knowledge Base 3: Dispositions 

Commitment 1 (Theme I: Continuous Reflection and Lifelong Learning):  The AFTSE 

prepares candidates to be lifelong learners who value continuous reflection as integral to the 

instructional process. Candidates understand that reflection facilitates critical thinking and 

problem solving. (KTS 1,2,3,4,5,6,7,8; EPSB 1,2,3,4; InTASC 4,5,9; ISLLC 5,6) 

Commitment 2 (Theme II: Personal Integrity):  The AFTSE recognizes the importance of  

integrity and honesty as foundational to professionalism, and the need for educators to accept 

responsibility for their own actions. Candidates are expected to demonstrate respect and care for 

others as well as a steady emotional temperament for a safe and healthy environment for student 

learning. (KTS 3,4,7,9,10; InTASC 1,3,4,8,9,10; ISLLC 1,2,3,5) 

Commitment 3 (Theme III: Cultural Responsiveness):  The AFTSE believes that all 

children/youth can learn and creates opportunities for candidates to understand and appreciate 

individuals with unique learning needs and exceptionalities. Candidates are prepared to work 

effectively with, lead, and be led by individuals of diverse races, cultures, religions, sexual 

orientations, and ethnic backgrounds, thereby expanding their worldview. (KTS 1,2,3,4,5,6,7, 

8,9,10; EPSB 1,2,3,4; InTASC 1,2,4,6,8,9; ISLLC 1,2,4, 5,6) 

Commitment 4 (Theme IV: Professional Integrity):  The AFTSE prepares candidates to lead 

socially and ethically responsible lives through active involvement in school, community and 

professional activities, exhibiting a positive work ethic, acting in a proactive manner, and 

maintaining professional behavior. (KTS 4,5,6,7,8,9; EPSB 1,3,4; InTASC 1,4,5,6,7,9,10; 

ISLLC 3,4,5; ISTE 4; TSSA 6) 

Commitment 5 (Theme V: Collaboration and Leadership):  The AFTSE prepares candidates to 

demonstrate effective interpersonal skills, share information and materials willingly with others, 

seek to resolve conflict effectively, and mentor colleagues as appropriate. Candidates are 

prepared to use research to develop and/or improve their practice and to use that research 

collaboratively for the benefit of P-12 student achievement. (KTS 2,4,5,7,8,9,10; InTASC 

2,3,4,5,6,7,8,9,10; ISLLC 2,4,6; ISTE 5) 

 

Knowledge Base 4: Pedagogy 

 

Commitment 1:  The AFTSE incorporates research on current pedagogy and best practices into 

the educational program with a particular emphasis on reflection and continuous assessment, and 

based on an articulation of constructivist philosophy, mastery learning, and developmentally 

appropriate instruction. (KTS 1-10; EPSB 1,2,3,4; InTASC 1,2,3,5,6,7,8; ISLLC 1) 

Commitment 2:  The AFTSE develops a strong and comprehensive background in the liberal arts, 

with an awareness of ultimate questions from the religious, philosophic, and moral realms,  

particularly as these integrate with the Code of Ethics for educators. (KTS 1,2,3,4,7; EPSB 1,2,3;  

InTASC 9) 

Commitment 3:  The AFTSE promotes and facilitates the use of educational technology in 

instruction, practice, and assessment. (KTS 6,7; EPSB 2; InTASC 8, ISTE 1-5; TSSA 1-6) 
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Commitment 4:  The AFTSE prepares candidates to plan instruction and assess proficiencies of 

P-12 students based on professional, state, and institutional standards. (KTS 1-10; EPSB 1,2,3,4; 

InTASC 6,7,8; ISLLC 1) 

Knowledge Base 5:  Reflection 

 

Commitment 1:  The AFTSE prepares candidates to view reflection as integral to the 

instructional process, seeking opportunities to learn new skills, expand content knowledge, and 

develop professionally. (KTS 7,9; EPSB 1,2,3,4; InTASC 1,2,4,5,6,9; ISLLC 5,6) 

Commitment 2:  The AFTSE promotes reflection into action, particularly Valli’s (1997) critical 

reflection, as it impacts equality of opportunity and the social, moral, and political dynamics of 

educational change. (KTS 1,7,9,10; EPSB 1,4; InTASC 9; ISLLC 3,4,5; ISTE 4; TSSA 3,6) 

Knowledge Bases Relative to Program Objectives for Initial and Advanced Programs 

The following provides a more in-depth discussion of each of the knowledge bases, 

particularly as they explore numerous components of the AFTSE initial and advanced programs, 

support the AFTSE program theme of ―Educator as Reflective Learner‖ and highlight various 

combinations of Valli’s (1997) five types of reflection. 

Knowledge Base 1:  Collaboration 

      The AFTSE has a fundamental commitment to developing teachers as leaders and 

aspiring principals as leaders who work together across school corridors, departments, 

disciplines, and community settings to foster student learning in an era of educational challenge. 

Leadership and faculty of the AFTSE recognize the integral function of teachers, teacher leaders, 

and principals in creating responsive and effective environments for teachers, students and the 

broader community.  Successful schools result from intensive collaboration among stakeholders 

who embrace a focus on student successes and accomplishment (DuFour & Marzano, 2009). The 

emphasis on collaborative teaching, interdisciplinary curriculum, professional learning 

communities, and teacher professionalism has led teacher educators to see the necessity of 

modeling collaboration in educator preparation coursework, with the College of Arts and 

Sciences, with P-12 schools, and with the community at large (Goodlad, 1990; Grossman & 

Richert, 1996; Merz & Fuhrman, 1997; Wagner et al., 2006). Collaborations with public, private, 

and parochial schools for field and student teaching placements, as well as with trainings 

conducted in local, state, and national school districts by AFTSE faculty in the areas of special 

education, collaborative teaching, literacy, and curriculum integration, have broadened the 

knowledge and skill bases of candidates while enhancing relationships between the AFTSE and 

the professional community. 

      The AFTSE recognizes the critical role of knowing subject matter and translating that 

knowledge to the lives of candidates and P-12 students. A sufficient command of a subject to 

guide student learning is equally, if not more important than a teacher’s instructional techniques 

(Danielson, 1996). The AFTSE believes that collaboration with the Arts and Sciences faculty to 

determine critical knowledge, with P-12 students within the context of methods courses, and 

with each other in instructional conversation in education coursework better prepares candidates 

to use pedagogical techniques particular to the different disciplines taught. Candidates must 
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understand how a given idea relates to other ideas within the same subject area and to ideas in 

other subjects as well (Shulman, 1987).  

      The AFTSE recognizes that effective teachers engage in a variety of experiences within 

and beyond the school that promote a spirit of collegiality, collaboration, cooperation, and 

personal growth (Campbell, Cignetti, Melanyzer, Nettles, & Wyman, 1995). Candidates best 

learn this spirit of collegiality and collaboration by witnessing it firsthand in their own classes 

(Adelman & Taylor, 1998, Pugach & Johnson, 1995). The AFTSE works to accomplish this goal 

through co-teaching between general and special educators and university professors and P-12 

practitioners in many of its education courses. Effective instruction, particularly in inclusive 

classrooms, necessitates cooperation, teaming, and shifts in roles and responsibilities of many 

school personnel (Cook & Friend, 1995; Karten, 2005). Teacher preparation programs must 

model collaboration in their own programs in order for candidates to experience its benefits for 

their own (future) classrooms (Duchardt, Marlow, & Inman, 1999; Kluth & Straut, 2003; Villa, 

Thousand, & Chapple, 2000). The AFTSE is committed to the principle of modeling and 

―practicing what we preach.‖ 

      Co-teaching as modeling is a primary focus in the Instructional Leadership and School 

Administration Program based on the need for principals to support successful collaboration in 

their schools as well as be trained as the instructional leader of the school (Blum, Butler, & 

Olsen, 1987; Elmore, 2007; Owings & Kaplan, 2003). Comprehensive internships are a 

requirement of the program to ensure that expertise in dealing with parents, colleagues, and the 

broader community is firmly established.  Candidates in the Master of Arts in Education in 

Teacher Leadership program not only experience co-teaching with community partners in their 

coursework, but work as a professional team with their principal and university advisor to 

develop and continuously revise their professional growth plans for leadership success. 

      The AFTSE is committed to the involvement of parents as partners in education.  

Research confirms that students perform better in school when families and communities work 

closely with schools (Epstein, 1996; Henderson & Berla, 1995; Wiseman, Cooner, & Knight). 

Families want to support their children’s learning more effectively, to work with teachers, and to 

be more involved with schools (Comer & Haynes, 1991; Kelley-Laine, 1998).  The AFTSE 

believes that parents are the best resource for determining their children’s needs and that school 

personnel have an obligation to reach out to all families so that children and youth benefit.  This 

belief is exhibited in the commitment to helping candidates find ways to make positive 

connections between home and school. There is no more significant arena for this connection 

than literacy. Environments rich in literacy experiences, social interaction around reading 

experiences, and engagement in reading are key components in literacy achievement (Braunger 

& Lewis, 1997; Gallagher, 2010; Moss & Fenster, 2002; Reutzel & Cooter, 2012). The AFTSE’s 

commitment to collaboration with families in the area of literacy (reading and writing) is evident 

in field placements with teachers chosen for their excellence in teaching reading, in coursework 

that integrates parent and family connections with effective instruction, and in the Master of Arts 

in Education degree (and Rank I program) with an Endorsement in Reading and Writing.   

      In summarizing the AFTSE’s commitment to collaboration, the key foundational piece is 

reflection, particularly personalistic reflection and technical reflection (Valli, 1997). Good 

collaborators are willing to invest the time and energy to improve their own practice, and must 

engage in continuous technical and personalistic reflection to do so (Pugach & Johnson, 1995). 
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Teachers who collaborate with others are able to jointly address students’ needs and school-

related problems (Zabel & Zabel, 1996). Such collaboration requires more critical reflection 

(Valli), which encourages a process of discernment and creative thought in colleagues as well. 

The AFTSE is committed to modeling these types of reflection for candidates in order to 

facilitate their development and adoption for their future work in P-12 schools. 

A selected knowledge base that supports the AFTSE’s commitment to collaboration 

follows:  

Adelman, H. S., & Taylor, L. (1998). Involving teachers in collaborative efforts to better address 

the barriers to student learning. Preventing School Failure, 42(2), 55-61. 

Braunger, J., & Lewis, J. P. (1997). Building a knowledge base in reading. Portland, OR:  

Northwest Regional Educational Laboratory’s Curriculum and Instructional Services. 

Blum, R.E., Butler, J. A., & Olsen, N. L. (1987). Leadership for excellence: Research-based 

training for principals. Educational Leadership, 45(1), 25-29. 

Campbell, D. M., Cignetti, P. B., Melanyzer, B. J., Nettles, D. H., & Wyman, R. M. (1995). 

 How to develop a professional portfolio. Boston: Allyn and Bacon. 

Comer, J.P., & Haynes, N.M. (1991). Parent involvement in schools:  An ecological approach. 

 The Elementary School Journal, 91(3), 271-277. 

Cook, L., & Friend, M. (1995). Co-teaching:  Guidelines for creating effective practices. Focus 

on Exceptional Children, 28, 1-15. 

Danielson, C. (1996). Enhancing professional practice:  A framework for teaching. Alexandria, 

VA:  Association for Supervision and Curriculum Development. 

Duchardt, B., Marlow, L., & Inman, D. (1999). Collaboration and co-teaching: General and 

special education faculty. The Clearing House, 72, 186-190. 

DuFour, R., & Marzano, R.J. (2009). High-leverage strategies for principal leadership. 

Educational Leadership, (66)5, 62-68. 

Elmore, R. (2007).  School reform from the inside out:  Policy, practice and performance. 

 Cambridge, MA:  Harvard Education Press. 

 

Epstein, J. L. (1996). Perspectives and previews on research and policy for school, family, and 

community partnerships. In A. Booth and J. F. Dunn (Eds.), Family-school links: How do 

they affect educational outcomes? Mahwah, NJ: Lawrence Erlbaum. 

Gallagher, K. (2010). Reversing readicide. Educational Leadership, 67(6), 36-41. 

Goodlad, J. (1990). Teachers for our nation’s schools. San Francisco:  Jossey-Bass. 

Grossman, P. L., & Richert, A. E. (1996). Building capacity and commitment for leadership in 

preservice education. Journal of School Leadership, 6(2), 202-210.  
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Henderson, A. T., & Berla, N. (Eds.). (1995). The family is critical to student achievement. 

Washington, DC:  Center for Law and Education.  

Karten, T.J. (2005). Inclusion strategies that work: Research-based methods for the classroom. 

 Thousand Oaks, CA:  Corwin Press. 

Kelley-Laine, K. (1998). Parents as partners in schooling:  The current state of affairs. Childhood 

Education, 342-344. 

Kluth, P., & Straut, D. (2003). Do as we say and as we do. Journal of Teacher Education, 54(3), 

228-240. 

Merz, C., & Fuhrman, G. (1997).  Community and schools:  Promises and paradox. New York: 

Teachers College Press. 

Moss, J.F., & Fenster, M.F., (2002). From literature to literacy: Bridging learning in the library 

and the primary grade classroom. Newark, Delaware:  International Reading Association. 

Owings, W., & Kaplan, L. (2003). Best practices, best thinking, and emerging issues in school 

leadership.  Thousand Oaks, CA:  Corwin Press. 

Pugach, M. C., & Johnson, L. J. (1995). Collaborative practitioners: Collaborative schools. 

Denver, CO.:  Love Publishing. 

Reutzel, D.R., & Cooter, R.B. (2012). Teaching children to read: The teacher makes the 

difference. (6
th

 Ed.), Boston:  Pearson. 

Shulman, L. (1989). Teaching alone, learning together:  Needed agendas for the new reforms. In 

T. Sergiovanni & J. Moore (Eds.), Schooling for tomorrow:  Directing reforms to issues 

that count. Boston:  Allyn and Bacon. 

Valli, L. (1997). Listening to other voices:  A description of teacher reflection in the United 

States, Peabody Journal of Education, 72(1), 67-88.  

Villa, R., Thousand, J., & Chapple, J. W. (2000). Preparing teachers to implement inclusive 

practices. In R. Villa and J. Thousand (Eds.), Restructuring for caring and effective 

schools:  Piecing the puzzle together. Baltimore:  Brookes. 

Wagner, T., Kegan, R., Lahey, L., Lemons, R.W., Garnier, J., Helsing, D., Howell, A., & 

Rasmussen, H.T. (2006). Change leadership: A practical guide to transforming our 

schools. San Francisco, CA:  Jossey-Bass. 

Wiseman, D.L., Cooner, D.D., & Knight, S. L. (1999). Becoming a teacher in a field-based 

setting:  An introduction to education and classrooms. Boston:  Wadsworth. 

Zabel, R. H., & Zabel, M. K. (1996). Classroom management in context:  Orchestrating positive 

learning environments. Boston:  Houghton Mifflin. 

Knowledge Base 2: Field and Clinical Experiences 
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The AFTSE is committed to extensive field and clinical practice experiences in diverse 

settings with subsequent reflection from the beginning of initial coursework to the student 

teaching experience or advanced degree completion. Extensive field and clinical practice 

experiences provide opportunities for professional decision-making, intercultural experiences, 

collaboration with education professionals, service to the community and the development of 

knowledge, skills, and dispositions in a developmental and guided progression (Gay, 2002; 

Ladson-Billings, 2006; Sleeter, 2001; Zeichner, 1993). Perhaps the two most significant aspects 

of the field and clinical experiences are cultural integration and highly structured supervision in 

the professional semester (student teaching). 

In its commitment to preparing educators to teach and lead all learners, the AFTSE 

places a high priority on diverse field, internship, and clinical placement settings, closely 

monitoring the range of placements of candidates with regard to diversity of P-12 students, 

cooperating teachers, and building leaders. Research supports that many candidates come to a 

teacher education program viewing diversity as a problem rather than a resource (Gay & Howard, 

2000; Paine, 1989; Sleeter, 2001), and are often reluctant to teach students with backgrounds 

different from their own (Bennett, 2003; Siwatu, 2007). Many candidates in Bellarmine’s 

educator preparation programs have attended parochial schools that are predominantly 

monocultural, or have had limited experience in highly diverse settings. The imperative to 

experience multicultural settings and culturally responsive teaching in an effort to impact 

knowledge, skills, and dispositions is a significant priority for both initial and advanced 

programs. Initial candidates are likely to find employment in the linguistically and culturally 

diverse urban school district surrounding the university, and advanced candidates generally come 

from this urban district – necessitating a significant emphasis on culturally diverse practica and 

internships to ensure the success of candidates in addressing the needs of all students. 

 

In addition to culturally diverse field placement and clinical practice settings, the AFTSE 

is also committed to providing candidates with service learning opportunities that bring 

children/youth and candidates together outside the context of the school classroom.  Candidates 

in both initial and advanced programs complete service learning activities including tutoring, 

family literacy events, and diagnostic assessments at the Volunteers of America Emergency 

Family Shelter, Sons of Issachar after school program for disadvantaged youth, and Nativity 

Academy, a private middle school in the Catholic tradition for low-income youth. These 

opportunities further enhance candidates’ knowledge, skills, and dispositions in working with 

students and their families in a community context (Malone, Jones & Stallings, 2002; O’Grady, 

2000).  

      The AFTSE is also committed to highly structured student teaching experiences in 

diverse settings where the candidate is supervised by either full-time education faculty or highly 

experienced community educators serving as adjunct faculty. Research supports this type of 

supervision because the practicum experience is better connected to the entire preparation 

program when supervisors are integrally involved with the same program (Beck & Kosnik, 2002; 

Sandholtz & Wasserman, 2001).  

 

 Likewise, integral to the Instructional Leadership and School Administration Program is 

an internship that pairs exemplary administrators as mentors to prospective principals. The 

internship provides the optimum environment where the principal candidate experiences day-to-
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day decision-making involved with issues such as school safety, implementation of curriculum 

and instruction, and interpretation of school law (Owings & Kaplan, 2003; Stein & Gewirtzman, 

2003).  

Undergirding all field, clinical, and internship experiences are reflective inquiry and 

thinking. Candidates are required to assess continuously the field environment and their progress 

toward competency in that environment. Of particular importance is critical reflection, whereby 

candidates consider the social, moral, and political dimensions of the school environment and 

how ideology meets action (Schon, 1987; Valli, 1997). Reflection provides a dialogic forum for 

shared discussion of what candidates are experiencing in their field placements and how this 

meshes with theory (Posner & Vivian, 2010). Most important, critical reflection is the impetus 

for change in circumstances that impede the full development and achievement of those P-12 

students who are marginalized in schools and who are most at-risk for not realizing their 

potential. 

The knowledge base that supports the AFTSE’s commitment to comprehensive field and 

clinical experiences follows: 

Beck, C., & Kosnik, C. (2002). Professors and the practicum:  Involvement of university faculty  

in preservice practicum supervision. Journal of Teacher Education, 53(1), 6-19.  

Bennett, C.I. (2003). Comprehensive multicultural education: Theory and practice. (5
th

 Ed.),  

Boston:  Allyn and Bacon. 

Gay, G. (2002). Preparing for culturally responsive teaching. Journal of Teacher Education,  

53(2), 106-116. 

 

Gay, G., & Howard, T. (2000). Multicultural teacher education for the 21
st
 century. Teacher  

Educator, 36(1), 1-16. 

 

Ladson-Billings, G. (2006). ―Yes, but how do we do it? Practicing culturally relevant pedagogy.‖ 

In J. Landsman and C.W. Lewis (Eds.), White teachers, diverse classrooms:  A guide to 

building inclusive schools, promoting high expectations, and eliminating racism (pp. 29-

42). Sterling, VA:  Sylus. 

 

Malone, D.; Jones, B.J.; & Stallings, D.T. (2002). Perspective transformation:  Effects of a 

service-learning tutor experience on prospective teachers.  Teacher Education Quarterly, 

29(1), 61-81. 

O’Grady, C. (2000).  Integrating service learning and multicultural education in colleges and 

universities.  Mahwah, NJ: LEA. 

Owings, W., & Kaplan, L., (2003). Best practices, best thinking, and emerging issues in school 

leadership.  Thousand Oaks, CA:  Corwin Press. 

Paine, L. (1989). Orientation towards diversity:  What do prospective teachers bring? (Research  
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report 89-9). East Lansing:  Michigan State University, National Center for Research on 

Teacher Learning. 

Posner, G.J. & Vivian, C. (2010). Field experience:  A guide to reflective teaching. 7
th

 Ed.,  

Boston:  Allyn and Bacon. 

 

Roe, B.D., & Ross, E. P. (2002). Student teaching and field experiences handbook. 5
th

 Ed.,  

 Upper Saddle River, NJ:  Merrill/Prentice Hall.  

Schon, D.A. (1987). Educating the reflective practitioner.  San Francisco:  Jossey-Bass. 

Sandholtz, J.H., & Wasserman, K. (2001). Students and cooperating teachers:  Contrasting 

 experiences in teacher preparation programs. Action in teacher education, 23(3), 54-65. 

Siwatu, K.O., (2007). Preservice teachers’ culturally responsive teaching self-efficacy and  

outcome expectancy beliefs. Teaching and Teacher Education, 23(7), 1086-1101. 

Sleeter, C.E. (2001). Preparing teachers for culturally diverse schools:  Research and the 

 overwhelming presence of Whiteness. Journal of Teacher Education, 52(2), 94-106. 

Stein, S.I., & Gewirtzman, L. (2003). Principal training on the ground. Portsmouth, NH:  

Heinemann. 

Valli, L. (1997). Listening to other voices:  A description of teacher reflection in the United 

States, Peabody Journal of Education, 72(1), 67-88.  

Zeichner, K. (1993). Educating teachers for cultural diversity. East Lansing:  Michigan State  

University, National Center for Research on Teacher Learning. 

Knowledge Base 3:  Dispositions 

      Professional and experienced educators in the AFTSE believe that there are personal 

dispositions within the broader arena of institutional dispositions that characterize and guide 

effective teachers. Researchers have been examining the dispositions of effective educators for 

decades under descriptors such as attitudes, perceptions, beliefs, and virtues (Cruickshank & 

Haefele, 2001; Maylone, 2002; Sockett, 2009; Taylor & Wasicsko, 2000). It has become 

increasingly clear in this literature that a significant part of the practice that informs the work of 

teacher (and leader) educators is uncovering, shaping, and nurturing the dispositions that enhance 

candidates’ abilities to apply in both public and private contexts the knowledge and skills learned 

in the AFTSE’s educator preparation program and in the field (Darling-Hammond, 1997; 

Freeman, 2007; McAllister & Irvine, 2002; Stronge, 2002). The AFTSE is committed to this 

mission of assessing and nurturing dispositions. 

The foundation of the AFTSE’s commitment to assessing and nurturing dispositions for 

effective leading and teaching in P-12 schools is the uniqueness of each individual learner, and 

the institution’s and education unit’s mission to create learning opportunities for all P-12 

children and youth to be successful achievers. This commitment is exhibited in the placement of 

candidates in diverse field experiences, in the undergraduate dual certification program’s 
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emphasis on meeting the needs of all learners, in service learning opportunities within the unit 

and the university, and the infusion of culturally relevant pedagogy in all education coursework 

(Gay, 2000; Irvine, 1990; Irvine & Armento, 2001; Ladson-Billings, 2001). Additionally, the 

AFTSE has instituted a comprehensive dispositions assessment process within the continuous 

assessment plan that aligns dispositions valued by the AFTSE and the university with the 

Kentucky Teacher Standards, InTASC standards (2011) and ISLLC standards for principal 

certification (AFTSE, 2011). 

The AFTSE recognizes the need for appreciating diversity in teacher and principal 

candidates – their qualities, personalities, and dispositional characteristics (Cruickshank & 

Haefele, 2001; Dufour, Dufour, Eaker, & Thomas, 2006; Maylone, 2002). In its commitment to 

model the disposition of valuing the diversity of learners, while maintaining an appreciation of 

diversity inherent in any group of people, the AFTSE includes self-assessment of dispositions of 

candidates in addition to institutional assessment. This self-assessment meshes with the AFTSE’s 

emphasis on deliberative, personalistic, and technical reflection (Valli, 1997). AFTSE faculty 

and cooperating teachers and administrators who supervise candidates in school placements 

complement the reflection process through the institutional assessment. Assessing dispositions is 

viewed as a developmental process, with continuous reflection resulting in a clearer 

understanding of the dispositions that enhance professional practice. Modeling of appropriate 

dispositional characteristics by the AFTSE faculty, particularly in leading socially and ethically 

responsible lives through active involvement in community and professional activities, further 

reinforces the importance of educator dispositions (Carroll, 2005). The unit recognizes that there 

are candidates whose dispositional behaviors warrant remediation, and willingly engages in an 

intervention process to assist the candidate in successful remediation. The AFTSE also 

acknowledges the interface between dispositions and ethical behavior incumbent on all educators, 

particularly as they (dispositions) mesh with the Professional Code of Ethics (Kentucky 

Education Professional Standards Board). 

Understanding that continuous reflection is the undergirding disposition that coexists 

with lifelong learning and development as an effective educator, the AFTSE is committed to 

developing candidates who value the ongoing work of critical thinking, problem-solving, and 

decision-making as active reflectors.  Initial and advanced candidates continually self-assess in 

order to be successful educators who accomplish their intended outcomes, but who are also good, 

moral teachers (Schussler, Stooksberry, & Bercaw, 2010). The AFTSE guides its candidates to 

become reflective thinkers who make instructional and leadership decisions contingent on 

student achievement, and then evaluate the quality of those decisions to inform future action 

(Ross, Bondy, & Kyle, 1993).  

      Since the knowledge base for dispositions is vast and continuously evolving, a sample of 

references used in the coursework and programs of the AFTSE follows: 

Carroll, D. (2005). Developing dispositions for teaching:  Teacher education programs as moral 

communities of practice. New Educator, 1(2), 81-100. 

Cruickshank, D. R., & Haefele, D. (2001). Good teachers, plural. Educational Leadership, 58(5), 

26-30. 
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Darling-Hammond, L. (1997). Doing what matters most:  Investing in transformative teaching. 

New York:  The National Commission on Teaching and America’s Future. 

DuFour, R., DuFour, R., Eaker, R., & Thomas, M. (2006).  Learning by doing: A handbook for  

 professional learning communities at work.  Bloomington, IN: Solution Tree. 

 

Freeman, L. (2007). An overview of dispositions in teacher education. In M.E. Diez and J. Raths  

(Eds.), Dispositions in teacher education (pp. 3-29). Charlotte, NC: Information Age. 

Friend, M., & Cook, L. (2000). Interactions: Collaboration skills for school professionals. (3
rd

 

ed.). New York:  Longman. 

Gay, G. (2000). Culturally responsive teaching:  Theory, research, and practice. New York:  

Teachers College Press. 

Interstate Teacher Assessment and Support Consortium. (2011). Model core teaching standards: 

A resource for state dialogue. Retrieved on May 18, 2011, from 

http://www.ccsso.org/Resources/Publications/InTASC_Model_Core_Teaching_Standard

s_A_Resource_for_State_Dialogue_(April_2011).html 

Irvine, J. J. (1990). Black students and school failure:  Policies, practices, and prescriptions. 

New York:  Greenwood. 

Irvine, J. J., & Armento, B. J. (2001). Culturally responsive teaching. New York: McGraw-Hill. 

Ladson-Billings, G. (2001). Crossing over to Canaan: The journey of new teachers in diverse 

classrooms. New York, NY:  John Wiley. 

Maylone, N. (2002, February). Identifying desirable pre-service teacher dispositions: An 

intractable problem? Paper presented at the annual meeting of the American Association 

of Colleges for Teacher Education, New York, NY. 

McAllister, G. & Irvine, J. J. (2002). The role of empathy in teaching culturally diverse students. 

Journal of Teacher Education, 53, 433-443.  

National Council for Accreditation of Teacher Education. (2000). NCATE unit standards. 

Retrieved January 14, 2003, from http://www.ncate.org/standard/unit-stds.htm. 

Oakes, J., & Lipton, M. (1999). Teaching to change the world. Boston:  McGraw-Hill. 

Ross, D.D., Bondy, E., & Kyle, D.W. (1993). Reflective teaching for student empowerment: 

Elementary curriculum and methods. New York, NY:  Macmillan. 

Schmidt, M. W., & Harriman, N. E. (1998). Teaching strategies for inclusive classrooms. Miami, 

FL:  Harcourt Brace College Publishers. 

Schussler, D.L., Stooksberry, L.M., Bercaw, L.A. (2010). Understanding teacher candidate 

dispositions:  Reflecting to build self-awareness. Journal of Teacher Education, 61(4), 

350-363. 

http://www.ncate.org/standard/unit-stds.htm
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Sockett, H. (2009). Dispositions as virtues:  The complexity of the construct. Journal of Teacher 

Education, 60(3), 291-303. 

Stronge, J. H. (2002). Qualities of effective teachers. Reston, VA:  Association for Supervision 

and Curriculum Development. 

Taylor, R. L., & Wasicsko, M. M. (2000, November). The dispositions to teach. Paper presented 

at the annual meeting of the Southeastern Regional Association of Teacher Educators, 

Lexington, KY. 

Valli, L. (1997). Listening to other voices:  A description of teacher reflection in the United 

States. Peabody Journal of Education, 72(1), 67-88. 

Knowledge Base 4: Pedagogy 

The Annsley Frazier Thornton School of Education conceptualizes pedagogy in a critical 

and expansive way to include all decisions that comprise an educator’s school or classroom.  

Pedagogical decisions can range from methods of instruction, seating arrangements, classroom 

management interventions, and types of assessment, to the relationships between administration 

and teachers and between teachers and students, curricular issues, and evaluation of student 

learning. The AFTSE is committed to preparation programs that are built upon a strong and vital 

foundation in pedagogy. With particular emphasis on technical reflection, reflection in and on 

action, and deliberative reflection (Valli, 1997), the AFTSE promotes throughout its courses on 

pedagogy reflective inquiry into:  the relationship between experience and understanding; a 

strong mastery of pedagogical content knowledge; continuous assessment for learning; and a 

foundation of a strong research base. To these ends, the AFTSE is committed to (1) 

incorporating research on current pedagogy and best practices with particular emphasis on 

reflection and continuous assessment; (2) facilitating the use of technology in assessing student 

learning and in instructional practice; and (3) preparing the aspiring principal to develop and 

assess proficiencies of all teachers in P-12 schools based on professional, state, and institutional 

standards. Without integral involvement of teachers and principals who possess diverse and 

specialized skills in curriculum, instruction, and assessment, school improvement efforts cannot 

achieve systematic progress toward steady, sustainable goals (Elmore, 2007). The AFTSE is 

committed to training teachers, teacher leaders, and aspiring principals to assess the design and 

delivery of instruction, identify problems of practice and study solutions, and evaluate student 

work as a primary component of assessment for learning (Elmore, 2007; Stiggins, 2007). 

Embracing a variety of educational philosophies, yet emphasizing constructivist 

philosophy in particular (Piaget, 1964; Vygotsky, 1978), the AFTSE concentrates on the 

theoretical, practical, and political decisions involved in teaching and leading across its entire 

course offerings.  For example, the AFTSE focuses on pedagogy for undergraduate and Master 

of Arts in Teaching (MAT) candidates in Foundations of Education, Curriculum Design, Child 

and Adolescent Development, Classroom Management, and Field Placement courses (Bloom, 

1976; Dewey, 1916; Elkind, 1988; Erikson, 1980; Gardner, 1993; Guskey, 2010; Kohlberg, 1976; 

Oakes and Lipton, 1999; Piaget, 1964; Ryan & Cooper, 2010; Roblyer & Doering, 2010; Selman, 

1980; Stiggins, 2007; Vygotsky, 1978).  Throughout these courses, candidates: 
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1) Study and reflect on the sociology, philosophy, and history of education, including 

articulating their own philosophy of teaching;  

2) Create lessons that are interdisciplinary and connect to multiple content areas, make use 

of technology, conceptualize varied formative and summative assessments, use best 

practices, consider students’ development, understand and attend to cognitive, affective, 

and psychomotor domains, and allow for choice, authenticity, and diversity;  

3) Design a classroom management plan in keeping with research-based practice and 

student diversity; and 

4) Engage and reflect on all field and clinical experiences, using Valli’s (1997) types of 

reflection. 

 

Consequently, candidates garner a more contextual and global understanding of the pedagogical 

decisions that go into one’s classroom and/or school. The AFTSE believes that the constructivist 

approach to learning - that of analyzing available data to detect patterns, form and test 

hypotheses, and then reinforce, refine, or revise previous knowledge and/or understanding  - is 

an optimal model for candidates to begin to look at learning from the perspective of P-12 

students. 

 As another example, pedagogy is discussed as an element of the focus on diversity in all 

coursework. Whether the course is taught in the AFTSE undergraduate dual certification 

elementary/middle program, the Masters in Teaching (MAT) or Masters in Education/Rank I 

programs, or the Instructional Leadership and School Administration  program, course content 

and discussion consider the importance of understanding, embracing, and promoting difference 

in schools. Pedagogically speaking, then, candidates are challenged to make sense of social 

difference and their own attitudes and experiences, understand how difference often leads to 

injustice, and, subsequently, endeavor to meet the diverse learning needs of all students (Freire & 

Macedo, 1987; Gay, 2000; Irvine and Armento, 2001; Karten, 2005; O’Grady, 2000). 

 The importance of a developmentally appropriate pedagogy is reinforced through course 

content and field experiences, as well as the use and modeling of a developmental approach in 

candidate preparation with regard to dispositions and assessment.  Continuous self- and 

institutional assessment of dispositions engages candidates in a process of connecting their own 

dispositions to best practices with P-12 students and colleagues.  Additionally, a mastery 

learning approach (Guskey, 2010) is used with candidates on key benchmark and anchor 

assessments in the continuous assessment plan to provide developmental feedback in the 

corrective process for proficiency. 

 As a final example, pedagogy is also addressed in the undergraduate and MAT programs 

in the professional semester or student teaching experience.  Candidates engage in and reflect on 

the everyday workings of the classroom, marshaling all the resources gleaned from their earlier 

coursework to prepare them to become critical and effective educators for the future (Goethels, 

Howard, & Sanders, 2004; Ladson-Billings, 1994; Lever-Duffy & McDonald, 2011; Wiseman, 

Cooner, & Knight, 1999). 

 The AFTSE, then, has created a holistic teacher preparation program that holds to a 

primarily constructivist philosophy centered around the ―Five Standards for Effective Teaching‖ 

of the Center for Research on Education, Diversity, and Excellence (CREDE) and is built upon a 

strong foundation in pedagogy (Dalton, 2008). These five pedagogical standards:  1) teachers 
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and students producing together; 2) developing language and literacy across the curriculum; 3) 

making lessons meaningful; 4) teaching complex thinking; and 5) teaching through conversation, 

are supported by research relative to their effectiveness at addressing the needs of diverse 

learners (CREDE, 2011). The commitment to accommodating the unique characteristics of the 

individual learner promotes active reflection on the part of the educator involved in best practice. 

Particularly emphasizing technical reflection, reflection-in and on-action, and deliberative 

reflection (Valli, 1997), the AFTSE promotes throughout its courses on pedagogy reflective 

inquiry into the relationship between experience and understanding, continuous assessment, and 

reliance on a strong research base. To these ends, the AFTSE is, once again, committed to (1) 

incorporating research on current pedagogy and best practices with particular emphasis on 

reflection and continuous assessment; (2) developing a strong and comprehensive background in 

the liberal arts; (3) facilitating the use of technology in instruction, practice, and assessment; and 

(4) preparing candidates to develop and assess proficiencies of students in P-12 schools based on 

professional, state, and institutional standards.  

 A selected knowledge base that supports the AFTSE’s commitment to pedagogy follows:  

Bloom, B. S. (1976).  Human characteristics and school learning. NY: McGraw-Hill. 

Center for Research on Education, Diversity &Excellence (2011). Retrieved July 7, 2011 at 

http://crede.berkeley.edu/research/crede/index.html. 

Dalton, S.S. (2008). Five standards for effective teaching:  How to succeed with all learners. San 

Francisco, CA:  Jossey-Bass. 

Dewey, J. (1916).  Democracy and education. NY: Macmillan Company. 

Elkind,  D. (1988).  The hurried child. NY: Addison-Wesley. 

Elmore, R. (2007).  School reform from the inside out:  Policy, practice and performance. 

 Cambridge, MA:  Harvard Education Press. 

 

Erikson, E. H. (1980). Identity and the life cycle. NY: W. W. Norton. 

Freire, P. & Macedo, D. (1987). Literacy: Reading the word and the world. Westport, CT: 

Bergin and Garvey.   

Gay, G. (2000). Culturally responsive teaching:  Theory, research, and practice. New York:  

Teachers College Press. 

Gardner, H. (1993).  Multiple intelligence: The theory in practice.  NY: Basic Books. 

Giroux, H. (1983). Theory and resistance in education: A pedagogy for the opposition. MA: 

Bergin and Garvey. 

Goethals, M.S., Howard, R.A., & Sanders, M.M. (2004). A process approach to reflective  

practice. 2
nd

 Ed., Upper Saddle River, NJ: Merrill/Prentice Hall.  
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Guskey, T.R. (2010). Lessons of mastery learning. Educational Leadership, 68(2), 52-57. 

Irvine, J. J., & Armento, B. J. (2001). Culturally responsive teaching. New York: McGraw-Hill. 

Karten, T.J. (2005). Inclusion strategies that work! Research-based methods for the classroom. 

Thousand Oaks, CA:  Corwin Press. 

Kohlberg, L. (1976).  Moral stages and moralization: The cognitive developmental approach.  In 

T. Lickona (Ed.), Moral development and behavior. NY: Holt, Reinhart, & Winston. 

Ladson-Billings, G. (1994).  The dreamkeepers: Successful teachers of African-American 

children. San Francisco, CA: Jossey-Bass. 

Lever-Duffy, J., & McDonald, J.B. (2011). Teaching and learning with technology. (4
th

 Ed.), 

 Boston:  Pearson. 

Oakes, J. & Lipton, M. (1999).  Teaching to change the world. Boston: McGraw-Hill. 

O’Grady, C. (2000). Integrating service learning and multicultural education in colleges and 

universities. Mahwah, NJ: LEA. 

Piaget, J. (1964).  The construction of reality in the child. NY: Basic Books. 

Roblyer, M.D., & Doering, A. H. (2010). Integrating educational technology into teaching.  

Boston:  Allyn and Bacon. 

Ryan, K. & Cooper, J. (2010).  Those who can teach. (12
th

 Ed.) Boston: Wadsworth Cengage. 

Selman,  R. (1980).  The development of interpersonal understanding.  NY: Academic Press. 

Simon, K. (2001). Moral questions in the classroom: How to get kids to think deeply about real 

life and their schoolwork. New Haven, CT: Yale University Press. 

Stiggins, R. (2007). Assessment through the student’s eyes. Educational Leadership, 64(8), 22-

26. 

Vygotsky, L .S. (1978).  Mind in society: The development of higher psychological processes.  

Cambridge, MA: Harvard University Press. 

Wiseman, D.L., Cooner, D.D., & Knight, S. L. (1999).  Becoming a teacher in a field-based 

setting:  An introduction to education and classrooms. Boston:  Wadsworth. 

Knowledge Base 5: Reflection 

Reflective connections are made throughout all facets of the preparation of teachers, 

teacher leaders, and principals in the AFTSE. As evidenced by the connections to Valli’s (1997) 

types of reflection in the previous four program objectives, consistent and systematic reflection 

on the professional educator’s work and P-12 students’ work is central to effective schooling. In 
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line with the university’s and unit’s mission, a significant emphasis of the AFTSE is on 

education reform, particularly systemic reform, that must be grounded in thoughtful, persistent 

critical reflection.  The initial and advanced programs at Bellarmine view teachers, teacher 

leaders and principals as synonymous with ―change agents‖ (Price & Valli, 2005). Candidates’ 

commitment to effect positive change in schooling begins with creating an environment where 

all students have equity in their opportunity to succeed.  In order to navigate change effectively, 

educators must be steeped in reflective practice beginning with the ability to self-reflect – 

intellectually, culturally, and morally (Schussler, Stooksberry, & Bercaw, 2010). Reflection is 

critical in giving the candidate an opportunity to learn effective practice from field and clinical 

experiences (Posner, 2010) and is best described by Wiseman (2010) in the statement, ―Some 

leaders make us better and smarter. They bring out our intelligence‖ (p. 6). Teachers and leaders 

who are unreflective—what Dewey and others might call merely skilled technicians—would be 

limited in their ability to make good decisions, to consider the consequences of their actions, or 

to alter their actions (Borko, Eisenhart, Kello & Vandett, 1984), and ultimately unable to effect 

productive change. 

The unit’s mission, theme, program objectives and continuous assessment plan revolve 

around reflection. This reflection is cyclical in nature: one plans, then acts, then observes and 

collects data, and then makes decisions on that data – leading to more planning (Ross, Bondy, & 

Kyle (1993). The goal is student empowerment – the development of eager and successful P-12 

learners who are knowledgeable and skillful in the learning arena. This conception of reflection, 

as an on-going and critical process, views teaching and leading as facilitating processes that 

enhance and enrich development.  Thus, the student is empowered, and the teacher/leader is 

empowered as a reflective decision-maker (Fosnot, 1989). 

 A selected knowledge base that supports the AFTSE’s commitment to reflection follows: 

Borko, H.; Eisenhart, M.; Kello, M.; & Vandett, N. (1984). Teachers as decision makers versus 

technicians.  In J.A. Niles (Ed.), Changing perspectives on research in reading/language 

process and instruction, 124-131. Rochester, NY: Thirty-third Yearbook of the National 

Reading Conference.  

Cochran-Smith, M., & Zeichner, K.M. (2005). Studying teacher education:  Report of the AERA  

 Panel on Research and Teacher Education.  Mahwah, NJ:  Lawrence Erlbaum. 

 

Cruikshank, D.R. (1987). Reflective teaching.  The preparation of students of teaching. U.S.A.: 

Association of Teacher Educators. 

 

Dewey, J. (1933). How we think: A restatement of the relation of reflective thinking to the 

educative process. Boston: D.C. Heath. 

Edwards, A., Gilroy, P., & Hartley, D. (2002). Rethinking teacher education: Collaborative 

 responses to uncertainty. London:  Routledge Falmer. 

 

Fellows, K., & Zimpher, N.L. (1988). Reflectivity and the instructional process: A definitional 

comparison between theory and practice.  In H.C. Waxman, H.J. Frieberg, J.C.Vaughan, 

& M. Weil (Eds.).  Images of reflection in teacher education. Reston, VA: Association of 

Teacher Educators. 
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Fosnot, C.T. (1989). Inquiring teachers, inquiring learners:  A constructivist approach for 

 teaching. New York, NY:  Teachers College Press. 

 

Kennedy, M. M. (1988). Reflection and the problem of professional standards.  Colloquy, 2(2), 

1-6. 

 

Minott, M.A. (2008). Valli’s typology of reflection and the analysis of pre-service teachers’ 

 reflective journals. Australian Journal of Teacher Education, 33(5), 55-65. 

 

Posner, G.J. & Vivian, C. (2010). Field experience:  A guide to reflective teaching. 7
th

 Ed.,  

Boston:  Allyn and Bacon. 

Price, J.N., & Valli, L. (2005). Preservice teachers becoming agents of change. Pedagogical 

implications for action research.  Journal of Teacher Education, 56(1), 57-72. 

Ross, D.D., Bondy, E., & Kyle, D.W. (1993). Reflective teaching for student empowerment: 

Elementary curriculum and methods. New York, NY:  Macmillan. 

Schon, D.A. (1987). Educating the reflective practitioner.  San Francisco:  Jossey-Bass. 

Schussler, D.L., Stooksberry, L.M., Bercaw, L.A. (2010). Understanding teacher candidate 

dispositions:  Reflecting to build self-awareness. Journal of Teacher Education, 61(4), 

350-363. 

Valli, L. (1997). Listening to other voices:  A description of teacher reflection in the United 

States. Peabody Journal of Education, 72(1), 67-88. 

Wiseman, L. (2010). Multipliers.  New York, NY:  Harper Collins. 

 

Zeichner, K.M.  (1990). Educational and social commitments in reflective teacher education 

programs.  In M. Diez (Ed.), Proceedings of the Fourth National Forum Association of 

Independent Liberal Arts Colleges for Teacher Education. 

 

III.   COMMITMENTS TO DIVERSITY, TECHNOLOGY and DISPOSITIONS 

Diversity 

Both the mission of Bellarmine University and the mission and vision of the AFTSE are 

focused on preparing dynamic educators to live, serve, and work in a changing, global 

community. This preparation has diversity at its very core - from the encouragement of 

participation in study abroad experiences to the AFTSE’s mandatory undergraduate dual 

certification programs in elementary education/learning and behavior disorders and middle 

school education/learning and behavior disorders - with its commitment to educators as agents of 

change in a social context of educational inequity and achievement gaps. The university and the 

unit are dedicated to diversifying the student body and the faculty who teach our candidates as 

well as placing a high priority on diverse field, internship, and clinical placement settings, 

closely monitoring the range of placements of candidates with regard to diversity of P-12 
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students, cooperating teachers, and building leaders. As mentioned previously, many candidates 

in Bellarmine’s educator preparation programs have attended parochial schools that are 

predominantly monocultural, or have had limited experience in highly diverse settings. The 

imperative to experience multicultural settings and culturally responsive teaching in an effort to 

impact knowledge, skills, and dispositions is a significant priority for both initial and advanced 

programs.  

The unit embraces an all-inclusive definition of diversity, with intentional curriculum in 

the arts and sciences and the professional education program that engages the concept of 

―difference as an asset.‖ All Bellarmine undergraduates must take a transcultural course in the 

interdisciplinary core of their liberal arts preparation as well as a senior seminar that focuses on 

Catholic social justice teachings. Additionally, diversity is an integral part of all AFTSE initial 

and advanced coursework in addressing gaps in achievement, social and political dynamics of 

schooling, literacy initiatives, and culturally responsive pedagogy. One of the five ―Themes‖ of 

the unit’s self- and institutional dispositions assessments is ―Cultural Responsiveness,‖ which is 

validated in field evaluations by cooperating teachers, delivery of teaching lessons that address 

diversity, and leadership assessments in mentoring and working with diverse colleagues. Table 2. 

provides examples of the integration of diversity in various course assignments and benchmark 

or anchor assessments in initial and advanced programs: 

TABLE 2.  EMPHASIS ON DIVERSITY SAMPLING 

COURSE/PROGRAM KY TEACHER 

STANDARDS 

ASSIGNMENT or ASSESSMENT 

EDUC 220 – Elementary/LBD 

undergrad. initial certification 

program 

1, 2, 3, 6, 7, 8 Developmental Assessment Profile, 

choosing a student from one of 3 highly 

diverse field placements including a self-

contained school for students with EBD 

EDUC 355 – Secondary 

education undergrad. initial 

certification program 

1, 2, 3, 4, 7, 8 Classroom Management Benchmark 

Assessment (includes demographic & 

achievement data for culturally responsive 

strategies) 

MAT 605 – MAT program 

Middle/Secondary grad. initial 

certification  

1, 2, 3, 4, 5, 7, 8, 

10 

Why/How Project & Presentation, asking a 

―why‖ question involving some aspect of 

race, class, gender, ability, ethnicity, sexual 

orientation based on the perspective of that 

specific group, then generating specific 

teaching practices of ―how‖ to teach 

students with that aspect of diversity 

EDUG 644 – MAED  

advanced program in Teacher 

Leadership 

1, 2, 3, 4, 5, 6, 7, 

8, 9, 10 

Equitable Classroom Characteristics 

Project where candidates self-assess their 

own teaching practices for equitable 

teaching characteristics, including 

technology, incorporating findings into 
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their professional growth plans for action 

LITR 663 – MAED advanced 

program in Reading & Writing 

1, 2, 3, 4, 5, 7, 8, 

10 

Diagnostic Reading Case Study 

Benchmark, involving an individual 

assessment and analysis of a struggling 

reader, including a section on cultural 

aspects impacting reading performance; 

with proposed interventions 

EDAD 709 – EdS advanced 

program in Instructional 

Leadership and School 

Administration 

1-10 

(ISLLC 1, 2, 4, 5, 

6) 

Create a plan for gifted and talented 

children/youth in your own school with 

components for students, classroom 

teacher, gifted teacher, and building 

principal 

 

 The university is fortunate to be in a highly diverse urban setting with a public school 

system that educates over 98,000 students who speak over 113 different languages. The unit, 

however, does not leave to chance its commitment to educate effectively all children and youth.  

The unit’s theme of the reflective educator, pervasive in all aspects of initial and advanced 

programs, considers the social, moral, and political dimensions of schooling and judges these 

dimensions in light of ethical criteria such as social justice and equality of opportunity. 

Candidates are called upon to consider Valli’s critical reflection as an integral part of best 

practice. 

Technology 

 Educational technology is integrated into all facets of the unit, from the CARS database 

for housing AFTSE candidate data to the LiveText system for continuous assessment and 

program improvement to the integration of technology tools and practices in both initial and 

advanced coursework. Education classrooms house SMART boards for modeling and training 

purposes and the AFTSE maintains up-to-date digital and document cameras as well as other 

technology equipment for instructional purposes and candidate use with P-12 students. 

 The following sampling characterizes the AFTSE’s commitment to technology, as 

delineated in Standard 6 of the Kentucky Teacher Standards: 

 All initial certification candidates must complete a required technology course (EDUC 

116; MAT 615) that includes a Web Page Design for Content Enhancement Benchmark 

on which candidates must achieve proficiency. 

 Advanced candidates in the MAED programs (Reading and Writing Endorsement, 

Learning and Behavior Disorders Endorsement) must complete a required technology 

course (EDUG 648) that includes a Web Page Design for Content Enhancement 

Benchmark on which candidates must achieve proficiency. 



Bellarmine University                                 AFTSE Conceptual Framework Page 31 
 

 Candidates in the Instructional Leadership and School Administration Program must 

address technology competencies in instruction and school administration (TSSA) in 

internships and course/anchor asssessments. 

 All initial certification candidates must show proficiency in the teaching of their 

Standards-Based Unit of Study Benchmark with respect to proficient use of instructional 

technology with P-12 students.  

 All candidates are made aware of the ethical use of technology particularly as it impacts 

P-12 students and the Code of Ethics for professional educators. 

 The AFTSE has purchased over $35,000 of assistive technology equipment and software 

with grants from the WHAS Crusade for Children to educate all candidates on the use of 

assistive technology to advance the learning of P-12 students with disabilities and 

learning challenges. 

 Candidates in the MAED in Teacher Leadership program are required to self-assess their 

technology skills as part of the required Professional Growth Plan; with technology 

enhancement coursework provided for those who identify this as a need for professional 

development. 

Dispositions 

 As one of the AFTSE Program Objectives, ―dispositions‖ have continually evolved in 

definition, assessment, and intervention over the course of several years. Perhaps most 

significantly has been the recognition – based on assessment data and feedback from P-12 

partners – that dispositional concerns frequently have been the primary reason for unsuccessful 

professional semester experiences and/or dismissal from the AFTSE. It has become increasingly 

clear that a significant part of the practice that informs the work of teacher (and leader) educators 

is uncovering, shaping, and nurturing the dispositions that enhance candidates’ abilities to apply 

the knowledge and skills learned in the AFTSE’s educator preparation program and in the field 

(Darling-Hammond, 1997; Freeman, 2007; McAllister & Irvine, 2002; Stronge, 2002). The 

AFTSE has been and continues to be committed to this mission of assessing and nurturing 

dispositions, as evidenced by the numerous iterations of its measurement instruments and 

intervention procedures (2003, 2005, 2009, 2011). 

 The dispositions instrument developed by the AFTSE in 2003 largely reflected 

operationalized behaviors aligned with the Kentucky Teacher Standards (New and Experienced), 

and was administered at all three Transition Points (TP) of the Continuous Assessment Plan 

(CAP) as a self-assessment by candidates and an institutional assessment by faculty, cooperating 

teachers, and university supervisors (of the professional semester). Analysis of data from the 

administration of this instrument, as well as feedback from faculty, cooperating teachers, and 

university supervisors, revealed that the full spectrum of dispositional behaviors was not being 

effectively measured by this instrument. Thus, the current instrument is a substantially revised 

assessment that has led to better quality data for candidate proficiency and program improvement. 

 The current instrument continues to be a self-assessment and an institutional assessment 

that is used in both initial and advanced programs (with the exception of the Instructional 
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Leadership and School Administration Program and the Master of Arts in Education in Teacher 

Leadership Program– which have their own instruments) at all three Transition Points (see the 

CAP). The institutional assessment is completed by designated course faculty or the candidate’s 

advisor/mentor (TP 1 and 2), and the cooperating teacher and university supervisor (TP 3). This 

dispositions assessment is aligned with the Kentucky Teacher Standards and the AFTSE 

Program Objectives, and is comprised of five ―themes‖ as follows in Table 3: 

TABLE 3.  EDUCATOR DISPOSITIONS ASSESSMENT THEMES 

THEME KENTUCKY 

TEACHER 

STANDARD(S) 

InTASC in parens 

AFTSE PROGRAM 

OBJECTIVE(S) 

I:   Continuous Reflection and  Lifelong 

      Learning 

1, 2, 3, 4, 5, 6, 7, 8, 9 

(4,5,6,8,9,10) 

2, 3, 4, 5 

II:  Personal Integrity 3, 4, 6, 7, 9, 10 

(1,3,4,8,9,10) 

2, 3, 5 

III: Cultural Responsiveness 1, 2, 3, 4, 5, 6, 7, 8, 9, 

10 

(1,2,4,6,8,9) 

1, 2, 3, 4, 5 

IV: Professional Integrity 4, 5, 6, 7, 8, 9 

(1,4,5,6,7,9,10) 

1, 2, 3, 4, 5 

V:  Collaboration and Leadership 2, 4, 5, 7, 8, 9, 10 

(2,3,4,5,6,7,8,9,10) 

1, 2, 3, 4, 5 

  

 The AFTSE views the assessment of dispositions as a developmental process, 

recognizing that candidates may exhibit areas for growth as they matriculate through programs. 

When candidates self-assess or are institutionally assessed as ―needing intervention,‖ a 

Dispositions Intervention Plan is put into effect with specific intervention strategies and a 

timeline for remediating the area(s) of concern.  Dispositions assessment data are tracked 

individually and programmatically, as are Dispositions Intervention Plans. 

IV.   CONNECTION TO CONTINUOUS ASSESSMENT PLAN 

 The Continuous Assessment Plan (CAP) of initial and advanced programs of the AFTSE 

(see Table 4 in Appendix A) consists of three Transition Points of assessment, with a variety of 

assessments and evaluation measures at each point. At the heart of each Transition Point is the 

theme of the AFTSE, Educator as Reflective Learner. Self-assessment and reflection are the 
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cornerstones of initial and advanced practice in order for teachers, teacher leaders, and principals 

to exhibit and validate the knowledge, skills, and dispositions needed for truly effective practice. 

All benchmark and anchor assessments, dispositions assessments, and Capstone projects in 

initial and advanced programs, are aligned with the AFTSE’s Program Objectives, Kentucky 

Teacher Standards and/or ISLLC standards, and Valli’s (1997) types of reflection. Field and 

clinical experiences, including the internship experiences in the Instructional Leadership and 

School Administration Program, are undergirded by reflective practice and analyzed using 

Valli’s types of reflection. 

The Professional Growth Plan (PGP), completed at the entrance to the Master of Arts in 

Education in Teacher Leadership program (Transition Point 1) and the Educational Specialist in 

Instructional Leadership and School Administration program (Transition Point 1) and revised 

throughout, is based on self-assessment (and reflection on that assessment) of the Kentucky 

Teacher Standards (or ISLLC standards respectively), proficiency in the use of technology, 

dispositions, and the candidate’s school or district professional growth plan. Each candidate must 

reflect on his/her strengths and areas for growth to guide continuous progress in field experiences, 

internships, and professional development as key elements of the programs. At Transition Points 

two (2) and three (3), course assessments, benchmark or anchor assessments, field experiences, 

and the Capstone project contain Valli’s reflective components as fundamental to proficiency. 

 Movement through the three Transition Points in all initial and advanced programs 

involves successfully demonstrating proficiency in the knowledge, skills, and dispositions as 

delineated in the qualities and characteristics of effective teachers, teacher leaders, and principals 

as described in the research on best practices, the knowledge bases of the AFTSE Program 

Objectives, and the state and professional association standards of the education community. The 

Continuous Assessment Plan of the AFTSE moves the candidate from the goal of developing 

into an effective educator to the reality of leading improvement in 21
st
 century schools. 

 Correspondingly, the CAP provides the AFTSE with comprehensive data on which to 

reflect systematically for program change. As a school of education modeling reflective learning, 

the AFTSE must actively incorporate Valli’s types of reflection in its own data and program 

analysis in order to prepare highly effective educators and change agents for the success of 21
st
 

century learners. 

 

Appendix A. 

TABLE 4:  AFTSE EDUCATOR PREPARATION PROGRAMS 

PROGRAM NAME DEGREE 

AWARDED 

PROGRAM LEVEL 

Elementary (P-5) and Learning and Behavior 

Disorders (LBD P-12) 

BA Initial  

Middle Grades (5-9) English or Mathematics 

or Science or Social Studies and Learning and 

BA Initial 
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Behavior Disorders (LBD P-12) 

Secondary Education  Biology Concentration 

(8-12) 

BS Initial 

Secondary Education Chemistry Concentration     

(8-12) 

BS Initial 

Secondary Education English (8-12) BS, BA in English Initial 

Secondary Education Mathematics (8-12) BS, BA in 

Mathematics 

Initial 

Secondary Education Social Studies 

Concentration (8-12) 

BS Initial 

Art (P-12) BS Initial 

Integrated Music (P-12) BS Initial 

Masters in Teaching (MAT) Elementary (P-5) MAT Initial 

MAT Middle (5-9) in English and/or 

Mathematics, and/or Science and/or Social 

Studies and/or LBD (P-12) 

MAT Initial 

MAT Secondary (8-12) in Biology, Chemistry, 

English, Mathematics or Social Studies 

MAT Initial 

Master of Arts in Education (MAED) in 

Teacher Leadership (P-12) 

MAED Advanced 

MAED  in Reading and Writing Endorsement 

(P-12) 

MAED Advanced 

MAED  in Learning and Behavior Disorders 

Additional Certification (P-12) 

MAED Advanced 

Educational Specialist (EDS) in Instructional 

Leadership and School Administration (P-12); 

Alternative Route to Certification  (Option 6) 

in School Principal (P-12) 

EDS Advanced 

Rank I Post Master’s Program in Curriculum 

and Instruction, Learning and Behavior 

Disorders Additional Certification (P-12), 

Reading and Writing Endorsement (P-12), and 

Teacher Leadership Endorsement (P-12) 

Non-degree Advanced 
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Alternative Route to Certification (Option 6) in 

Master of Arts in Teaching (MAT) – 

Elementary (P-5), Middle Grades (5-9), 

Secondary (8-12), and LBD (P-12) 

MAT Initial 

 


