
 

 1

CONCEPTUAL FRAMEWORK 

Table of Contents 

Institutional Background: Past and Present .................................................................. 3 

Evolving Mission............................................................................................................. 3 

Academic Programs and Degrees Offered ..................................................................... 3 

Building a Better Future ................................................................................................. 4 

Advancing Research, Policy, and Practice..................................................................... 6 
Innovation ................................................................................................................... 6 
Practice........................................................................................................................ 7 
Policy .......................................................................................................................... 9 
Research...................................................................................................................... 9 
Technology ............................................................................................................... 10 

Attracting and Supporting a Diverse Community of Students, Faculty and Staff ........ 11 

Developing the Conceptual Framework ....................................................................... 13 

Mission Statement........................................................................................................... 14 

Philosophy and Knowledge Bases for Professional Preparation Programs.............. 15 

Inquiry and Reflective Practice .................................................................................... 15 
Preparing Inquirers and Reflective Practitioners ...................................................... 17 

Building Curricula to Meet the Needs of Diverse Learners ......................................... 21 
Preparing Knowledgeable and Culturally-Responsive Professionals....................... 23 

Education for Social Justice ......................................................................................... 26 
Preparing Change Agents (Transformational Educators) for Social Justice ............ 28 

Performance Expectations for Candidates................................................................... 30 

The Assessment System .................................................................................................. 33 

Candidate Level Assessment ......................................................................................... 33 
Admission ................................................................................................................. 33 
Fieldwork (Student Teaching and Internships)......................................................... 38 
Completion and Licensure ........................................................................................ 41 

Program and Unit Level Assessments........................................................................... 42 

Transition Plan................................................................................................................ 45 

Towards An Outcome-Based Assessment System ......................................................... 45 

Procedures for Building the Assessment System: A Status Report ............................... 49 

Timeline for Unit-level Assessment System Design ...................................................... 51 



 

 2

References........................................................................................................................ 52 

Appendices....................................................................................................................... 60 

Appendix A: Teachers College Centers and Institutes (2002)...................................... 61 

Appendix B: Teachers College Information Technology Progress Report .................. 63 

Appendix C: Report of the Summer 1999 Teachers College Taskforce on Diversity and 
Community .................................................................................................................... 70 

Appendix D: The Office of Diversity and Community Highlights Report 2001-2002 112 

Appendix E: Candidates’ Knowledge, Skills and Dispositions .................................. 113 

Appendix F: Teacher and Other School Professional Preparation Programs........... 117 

Appendix G: Inventory of Current Candidate-Level Assessments.............................. 119 

Appendix H: Department of Arts and Humanities Student Teaching Handbook ....... 121 

Appendix I: Teachers College School Site Selection Criteria .................................... 152 

Appendix J: NYS Teacher Certification Examination Pass Rate Data....................... 153 

Appendix K: Course Evaluation Form ....................................................................... 154 

Appendix L: Student Satisfaction Survey Form .......................................................... 155 
 



 

 3

INSTITUTIONAL BACKGROUND: PAST AND PRESENT 

 

Teachers College, Columbia University is an independent graduate and 

professional school of education, psychology and health. It is located in the Morningside 

Heights area of Manhattan. The College has been affiliated with Columbia University 

since 1898 but remains a separate corporation with its own endowment and Board of 

Trustees responsible for general oversight of its affairs and for its financial support. As 

the oldest and, in terms of number of students and faculty, largest school of education in 

the nation, Teachers College consistently ranks as one of the top three institutions in 

national surveys of graduate teacher education.  

 

Evolving Mission 

 

Though significantly evolved, the current mission of the College remains closely 

connected to the founding principle, which was to “provide a new kind of schooling for 

New York city’s poor, one dedicated to helping them improve the quality of their 

everyday lives.” Teachers College is currently in the process of revising its mission 

statement as part of the college-wide strategic planning initiative. The new mission 

statement will focus on three main themes that have guided the College over its long 

history and that define its vision for the future:  

• a commitment to building a better future, especially for urban and underserved 

populations;   

• aspirations to advance research, practice and policy about teaching, learning 

and human development across the lifespan;  

• a dedication to attracting and supporting a diverse community of students, 

faculty, and staff intent on learning from their differences and common 

humanity. 

 

Academic Programs and Degrees Offered 
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Academic programs at Teachers College are organized into nine academic 

departments, “augmented by centers, institutes, and projects that reinforce instructional 

areas with research, service and experiential initiatives” (Teachers College, Columbia 

University Bulletin, 2002-2003). The nine departments are: 

• Arts and Humanities 

• Biobehavioral Sciences 

• Counseling and Clinical Psychology 

• Curriculum and Teaching 

• Health and Behavioral Studies 

• Human Development 

• International and Transcultural Studies 

• Mathematics, Science, and Technology 

• Organization and Leadership 

As a graduate professional school, degree offerings include the Master of Arts, Master of 

Science, Master of Education, Doctor of Education, and Doctor of Philosophy. All but 

one department have at least one program leading to school certification, in addition to 

other programs that range widely in career outcomes. Teacher education, therefore, is 

distributed throughout the College’s academic structure and forms an integral organizing 

theme across the College, allowing for a close interaction with faculty and programs 

associated with foundational disciplines in the humanities and the social and biological 

sciences. 

 

Building a Better Future 

 

Teachers College was founded in 1887 by the philanthropist Grace Hoadley 

Dodge and philosopher Nicholas Murray Butler to provide a new kind of schooling for 

the teachers of the poor children of New York—one that combined a humanitarian 

concern to help others with a scientific approach to human development. Over its long 

history, Teachers College has attracted many prominent educators and scholars such as 

John Dewey, William Kilpatrick, Edward Lee Thorndike, Larry Cremin, Maxine Greene, 
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Linda Darling-Hammond, and many others. All of them shared the same belief in the 

power of education to make the world more just and humane.  

 

The College’s long-standing commitment to the issues of social justice and 

equality is reflected in its achievements in improving education for disadvantaged 

populations. In the 1920s, 30s, 40s, and 50s, before the Brown vs. Board of Education of 

Topeka decision, during the summers, the College educated thousands of Southern black 

teachers and principals who were unable to attend universities in their own states. 

Through millions of dollars in scholarship funding, the College recruited and prepared 

thousands of minorities to serve as outstanding teachers and role models. The College 

grants approximately $6 million annually in scholarships and fellowships, including the 

International Student Scholarship and Minority Student Scholarship program funds (11 

and 41 percent of the total respectively). 

 

More recently, the College has been contending with the difficult problems of 

urban education and has reaffirmed its original mission of providing a new kind of 

education for those left most in need by society or circumstance. The College continues 

its collaborative research with urban and suburban school systems that strengthen 

teaching in such fundamental areas as reading, writing, science, mathematics and the arts. 

It prepares leaders to develop and administer psychological and health care programs in 

schools, hospitals and community agencies. It also advances technology for the 

classroom by developing new teaching software and keeping teachers abreast of new 

developments.  

 

Reaching across the nation and the world, Teachers College has always had a 

special interest in improving teaching and student achievement in New York City. The 

College is now working with over 400 public schools in the City (over 1,200 throughout 

the nation) through various outreach and professional development programs. The 

Heritage School is one of the examples of the collaboration between the College and New 

York City schools. The School provides a quality education to poor and minority children 

of East Harlem and serves as a teaching and research laboratory for the College. The 
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College educates the faculty, develops curriculum, and assigns pre-service teachers to the 

School. Three hundred ninth through twelfth graders, almost all from the surrounding 

Harlem community, are enrolled at the School. The New Teacher Academy established in 

1998 is another example of Teachers College’s involvement in the City’s public 

education. The Academy supports new teachers by providing them with mentors, 

continually offering opportunities to develop their skills and knowledge in pedagogy and 

content, and facilitating networking with members of the professional community.  

 

Advancing Research, Policy, and Practice  

 

Teachers College began almost a century ago with the radical mission of 

preparing a new breed of professional educators. In the years since, Teachers College has 

been a leader in defining the work of educators and the nature of their field.  

 

Innovation  

Through research and practice, the College created new fields for teaching that we 

now take for granted—social studies, special education, educational psychology, and 

modern mathematics instruction—and discovered the most effective ways of teaching 

these subjects. From the start, the College’s programs included such fundamental subjects 

as educational psychology and educational sociology to meet professional teachers’ need 

for reliable knowledge about the conditions under which children learn most effectively. 

In accordance with the founders’ belief that education must be combined with clear ideas 

about ethics and the nature of a good society, Teachers College developed programs in 

the history of education and in comparative education. As the number of school children 

increased during the 20th century, the problems of managing the schools became ever 

more complex, the College took on the challenge and instituted programs of study in 

areas of administration, economics and politics. Teachers College today is more than its 

name implies. Although it is a premier training ground for teachers and administrators, its 

institutional outreach extends much further to encompass the education of psychologists, 

biobehavioral and behavioral scientists, health professionals, policy analysts, and 

evaluation specialists. 
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Practice  

Still, one of the most basic functions of Teachers College is the preparation of the 

best possible teachers and other school personnel for careers in urban school systems. At 

any given time, about one-third, or 1,700 of the College’s 5,000 graduate students are 

preparing for teacher certification and careers as P-12 teachers. Approximately 400 

teacher preparation students each semester are performing internships or student teaching 

assignments in New York City's public schools. Teachers College graduates qualify for 

New York State Teacher Certification at a rate of over 98%, the highest success rate of 

any source of New York City teachers. After three CUNY schools, Teachers College is 

the fourth leading supplier of new teachers to New York City. In response to the 

increasing demand for qualified teachers and to the state regulations, the College is 

currently expanding and rethinking its pre-service programs.  

 

At the same time, the College does more than just recruit and prepare outstanding 

new teachers; it also provides support for early career teachers and professional 

development opportunities for experienced teachers. Some of the most successful 

examples of such projects include the Teachers College Professional Development 

School, the Reading and Writing Project, and the New Teacher Academy. 

 

• The Teachers College Professional Development School (PDS) Partnership was 

formed in 1988 to enhance the professional development of future teachers, 

experienced teachers and college faculty working in urban schools. The PDS 

Partnership succeeds as a collaborative among Community School District 3, the 

NYC Alternative High School Division, the United Federation of Teachers, and 

several TC teacher education programs.  The PDS Partnership presently numbers 

among its members 5 schools on the Upper West Side of Manhattan. The schools 

enroll nearly 4000 students; of whom over 75 percent are minority and approximately 

60 percent qualify for free lunch; 264 teachers serve the students. Over the life of its 

existence, more than 400 student teachers and teaching interns have been actively 

involved in PDS work through year-long commitments to their host schools. Most of 
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the participating schools have experienced important improvements in student 

achievement, especially in recent years. At the national level, our PDS was one of the 

first, and remains among the most active, members of the Holmes Partnership and the 

Urban Network to Improve Teacher Education (UNITE). 

• The Reading and Writing Project, founded in 1985 by Lucy Calkins, is perhaps the 

College’s most exemplary professional development program for New York City 

teachers. The project’s staff members work in 200 schools—150 in New York City 

and surrounding suburbs and 50 in cities around the country. The philosophy behind 

the project is that all schools and teachers should undergo a continual process of 

improvement in reading and writing instruction. 

• In 1998 the College established the New Teacher Academy to work directly in New 

York City schools with high teacher turnover rates. Through a program of mentoring 

by peers and experienced teachers, the Academy builds new teachers’ skills, content 

knowledge, morale, and commitment to urban teaching. The Academy now works 

with teachers from District 32 in Brooklyn and from District 5 in Harlem. Prior to the 

work of the Academy, both of these districts had suffered from attrition of almost 

65% of first-year teachers. Ninety-four percent of participating teachers have 

remained in their teaching positions. To replicate this success nationally and 

internationally, the College has begun pilot programs modeled after the Academy in 

Philadelphia; Stamford, Connecticut; several other American cities; and the 

Philippines. Partnerships with other school districts around the country are currently 

being developed. 

 

The College has always been responsive to the needs of public education. In the 

1980s the College developed programs that addressed the high attrition of inner city 

teachers; the dearth of qualified teachers in math, science, and English as a Second 

Language in New York and other cities; and the need for alternative routes to teaching 

careers. Started in 1985, the Peace Corps Fellows Program prepares returned Peace Corps 

volunteers for teaching careers in subjects for which there are critical shortages of 

teachers in New York City. Over 400 of the program’s graduates are now teaching in 40 

hard-to-staff City schools.  
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Policy 

As the largest and oldest education school in the nation, the College has always 

served as a national think-tank on teacher education; a convener of those who have the 

capacity to lead for change; a research center; a developer and implementer of model 

programs; and a disseminator of best-practices. In collaboration with other universities, 

the College established the Holmes Group in the 1980s, now known as the Holmes 

Partnership. The partnership includes a group of college and university deans and P-12 

education practitioners who continue to meet regularly to rethink the way P-12 and 

higher education work together to improve teaching and student achievement. 

Recommendations made by the Holmes Partnership have become policy in states. In 

1996, Teachers College’s National Commission on Teaching and America’s Future 

(NCTAF) released its landmark report, What Matters Most: Teaching for America's 

Future. The report, which was updated in 2000, offers specific recommendations for how 

to recruit, prepare, and support excellent teachers in all of America's schools. The 

Commission continues to demonstrate through its research and outreach that access to 

competent, qualified teachers is the most important factor in determining student 

achievement.   

 

Research  

Teachers College professional preparation programs offer students the 

opportunity to develop skills in educational practice, research, scholarship, and policy 

analysis and development. In fact, Teachers College provides more research and 

complementary training opportunities than any school of its kind. In the applications of 

knowledge to practical problems of society and schools, the College has helped to shape 

the nation’s educational thought. Most of the College’s research and program 

development work is conducted through its centers and institutes (Appendix A). Most of 

the ongoing research at Teachers College involves not only professors but also students 

who learn under the mentorship of experienced and nationally renowned investigators to 

explore and examine data, analyze and interpret findings, and present the material in a 

coherent and comprehensive fashion. 
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Technology  

Teachers College realizes that its ability to remain a leader in educational 

innovation depends on its ability to harness new technology. In 1996, the Technology 

Advisory Committee articulated a set of goals for technology in support of the 

institutional mission:  

• to create models of using technology to support inquiry-based and 

collaborative learning;  

• to work with P-12 schools to incorporate technology in ways which 

fundamentally enhance learning, particularly through activities that are not 

otherwise possible;  

• to develop ways of using technology to more effectively provide education, 

transcending constraints of scheduling and location, increasing our ability to 

serve area school districts and other institutions;  

• to use technology to enable outreach to parents, superintendents, journalists, 

and policymakers, providing leadership in the national dialogue on critical 

issues in education;  

• to develop applications of technology in teaching and learning; to evaluate the 

effectiveness of technology in educational outcomes;  

• facilitate the research and publication efforts of our faculty and student 

scholars;  

• to improve the quality of services and information flow at the College with 

supporting technology that is easy to use.  

 

Since then, information technology has become an integral part of Teachers 

College’s instructional programs, research activities, and community life (Appendix B). 

For example, in 2000 stemming from the 1998 Task Force on Technology and the Future 

recommendations, a new position of educational technology specialist (ETS) was filled in 

the Dean’s office to support professional development of faculty in the use of technology. 

As a result of the collaboration between the ETS and program faculty, technology has 

been integrated into pre-service curricula in English Education, Social Studies, 

Humanities, and Elementary Education. A series of weekend workshops on technology 
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integration for in-service teachers, a summer conference on the use of technology in Arts 

Administration, a pilot project summer academy for teacher educators are just some of 

the examples of the College’s belief in the power of information technology to enhance 

instruction and improve educational outcomes. 

 

Attracting and Supporting a Diverse Community of Students, Faculty and Staff 

 

By virtue of our location in New York City, we are a diverse community. Our 

location in Morningside Heights is adjacent to Harlem and the ethnically diverse 

communities of the Upper Westside and Washington Heights. While Teachers College is 

an internationally recognized center for education and considers the world its audience, 

we feel a keen responsibility to New York City and the exquisite complexity and 

multiplicity of its people. Enhancing the diversity of our community is a target that we 

seek consistently to attain. Though not a mirror of the community, the students are 

currently 35 percent people of color, 11.5 percent are international, and 19 percent of the 

full-time faculty members are people of color.  

 

Teachers College has a long and notable record of welcoming and nurturing the 

broad spectrum of individuals and groups historically disenfranchised by other 

institutions or elements of our society. The College has had various structures in place to 

serve the interests of building a responsive agenda of diversity over the years such as the 

Institute for Urban and Minority Education (IUME), the Target of Opportunity program 

to identify and recruit outstanding faculty of color, an Affirmative Action Committee, 

and a Faculty Executive Subcommittee on Race, Culture, and Diversity. However, as 

recognized in the Report of the Summer 1999 Teachers College Taskforce on Diversity 

and Community, this practice and the values it represents have not always been easily 

applied or followed without periodic rededication to the principles and specific objectives 

of ensuring respect for diversity within the College community.  

 

Most recently, President Levine initiated a Taskforce on Diversity and 

Community in response to a dialog that had begun within the TC community in 
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recognition of a growing concern about issues of “inclusion and mutual respect” in a 

period of fast-paced fundamental change within the College. The charge of the Taskforce 

was that of “fashioning a plan for enhancing the diversity and quality of community at 

the college.”  The Taskforce, made up of members from a broad base of the TC 

community, reported to the faculty in the fall of 1999 its goal and short-term and long-

term recommendations for achieving the goal (Appendix C). The goal, as amended and 

approved by the faculty on October 17, 2002, is: 

To establish Teachers College as an institution that actively attracts, 
supports and retains diverse students, faculty and staff at all levels, 
demonstrated through its commitment to social justice, its respectful and 
vibrant community and its encouragement and support of each individual 
in the achievement of his or her full potential. 

Teachers College is actively engaged in the work necessary to achieve this vision 

set by the College community and endorsed by the faculty and administration. The 

specific recommendations of the Taskforce are being addressed by the College in a 

variety of ways, not the least of which is the activity of the Affirmative Action 

Committee, the newly appointed Committee for Community and Diversity, and the 

President’s Office of Diversity and Community created in January 2001.  

 

“For more than a century, Teachers College has stood at the forefront of 

education. And it will remain there. It will hone the skills of today’s educators and 

prepare tomorrow’s; it will conduct research, and it will set the standards. Teachers 

College is no different than it was at its birth. True to its heritage, it will inspire, it will 

take risks, it will dare to lead in the next century.” (The Campaign for Teachers College, 

1999) 
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DEVELOPING THE CONCEPTUAL FRAMEWORK  

 

The development of the conceptual framework took place over a semester of 

discussions with Teachers College faculty, organized through the collaborative efforts of 

the Teacher Education Policy Committee (TEPC) and the Teachers College Accreditation 

Team (TCAT). Because of the delayed start in the preparation for the accreditation 

application, the time to develop the conceptual framework and assessment plan was 

somewhat truncated, yet the process allowed for broad reflection by the teacher education 

faculty and other interested faculty who offer foundation courses. The TEPC comprises 

representatives from all nine departments as well as representatives from most of the 

programs across the College that focus on the preparation of teachers and other school 

professionals. There are usually 20 to 30 faculty members present at the TEPC meetings. 

At the October 8th TEPC meeting, the process for developing the Teachers College 

conceptual framework was discussed and initiated.  

 

During the course of the fall semester, a series of nine meetings and workgroup 

sessions related to the conceptual framework were held, all with broad participation. In a 

special meeting open to all faculty held on October 22nd, workgroups discussed five 

topics previously identified by a planning group. These topics eventually became 

elements of our conceptual framework. Subsequent TEPC meetings, including another 

open faculty meeting, were used to refine concepts and work toward identifying the three 

stances that form the pillars of the conceptual framework of this document. The three 

stances were approved in principle by the TEPC and reported to the faculty at its 

December meeting. The draft conceptual framework document was reviewed for 

comment at the January 21st special meeting of the TEPC. We recognize that the 

conceptual framework is an evolving document and expect that it will continue to be 

refined and elaborated as it receives wider circulation in the TC community. We are 

comfortable that it represents the present consensus vision and philosophy for teacher 

education at Teachers College.   
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MISSION STATEMENT 

 

In keeping with the College’s long tradition of the leading intellectual influence 

on the development of the teaching profession, of serving the needs of urban and 

suburban schools, in the United States and around the world, the mission of teacher 

education at Teachers College is to establish and maintain programs of study, service and 

research that prepare competent, caring, and qualified professional educators (teachers, 

counselors, psychologists, administrators and others). This mission is based on three 

shared philosophical stances that underlie and infuse the work we do: 

 

1. Inquiry stance: We are an inquiry-based and practice-oriented community. 

We and our students and graduates challenge assumptions and complacency, 

and embrace a stance of inquiry toward the interrelated roles of learner, 

teacher, and leader in P-12 schools.  

2. Curricular stance: Negotiating among multiple perspectives on culture, 

content, and context, our graduates strive to meet the needs of diverse 

learners, both students and other adults, in their school communities. 

3. Social justice stance: Our graduates choose to collaborate across differences 

in and beyond their school communities to demonstrate a commitment to 

social justice and to serving the world while imagining its perspectives. 

 

These stances are the three dimensions of the educational space that we 

continuously create. By using critical inquiry as a tool in approaching the complexity of 

students and their learning, of ourselves and our teaching, our subject matter, and the 

contexts in which all these operate (Rogers, 2002), we and our students and graduates 

build effective curricula which benefit students’ learning and ultimately serve the larger 

purpose of the moral growth of the individual and society.  
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PHILOSOPHY AND KNOWLEDGE BASES FOR PROFESSIONAL 

PREPARATION PROGRAMS 

 

Inquiry and Reflective Practice 

 

The main goal of education is not to transmit previously defined knowledge and 

skills but rather to develop an individual’s capacity for critical thinking and learning. 

Critical thinking, or “active, persistent, and careful consideration of any belief or 

supposed form of knowledge in the light of the grounds that support it and the further 

conclusions to which it tends” (Dewey, 1933, p. 9), is a central principle of education 

(teaching, learning, and leading). As Freire (1970) wrote, “knowledge emerges only 

through invention and reinvention, through the restless, impatient, continuing, hopeful 

inquiry human beings pursue in the world, with the world, and with each other” (p. 53). 

We believe that effective educational practice is impossible without continuous reflection 

based on principles of scientific inquiry. Critical reflection is a powerful strategy for 

addressing persistent and complicated challenges in education and for attending to 

demands for continuous educational improvement.  

 

Reflective practice rooted in scientific inquiry is “aimed at healing the splits 

between teaching and doing, school and life, research and practice” (Schon, 1987). By 

promoting inquiry-based, reflective practice, we challenge the prevalent assumptions that 

(a) theory is a privileged form of knowledge, and, consequently, practice is a second-

hand activity; (b) practitioners are to be taught the results of research carried out by 

researchers; (c) the practitioner is a blank slate that needs to be trained and has nothing to 

bring (Schon, 1987). 

 

We believe that practical knowledge and research-based knowledge are 

interconnected and reciprocal. Experiential knowledge of learning, teaching, and leading 

informed by theoretical knowledge of subject matter, child development, learning and 

social theory is an essential characteristic of effective educational practice (Elbaz, 1983). 

Our inquiry processes are based on the phenomenological understanding that certain 
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aspects of human experience cannot be understood by simply collecting data. Rather, one 

must be authentically inside the experience and in dialogue with those doing the 

experience to properly explore, understand, and interpret the experience. Polakow (1992) 

says, “the phenomenological task … lies both in the process of description and critical 

reflection where the primacy of experience holds sway, and in the attempt to penetrate to 

the essence of a phenomenon, to the core themes that underline what is being observed” 

(p. 36). 

 

We believe that research that values the voice of practitioners (Erickson, 1986; 

Evertson & Green, 1986; Feiman-Nemser & Melnick, 1992; Genishi, Ryan, Ochsner, & 

Yarnall, 2001; Paley, 1994; Tabachnick & Zeichner, 1991), including action research 

(Carr & Kemmis, 1986), and teacher (practitioner) research (Bissex, 1996; Cochran-

Smith & Lytle, 1992, 1993), provides unique perspectives on teaching and learning. We 

share Cochran-Smith and Lytle’s (1993) belief that teacher research as “systematic, 

intentional inquiry carried out by teachers about their own school and classroom work” 

(p. 23) is one of the routine responsibilities of a classroom teacher. Such research is 

dependent on teachers, educational leaders and other professionals’ capacity to create a 

culture of reflective practice and inquiry in classroom, schools, and districts. Participatory 

action research done by practitioners develops “a higher degree of self-determination and 

self-development capability” (Elden & Chisholm, 1993, p. 125) or what Schon (1987) 

calls “reflective practitioner.” 

 

We believe that teaching of adults, like teaching of children, begins with the 

learner and the choices made within the structures of adult education should reflect 

prospective practitioners’ own experiences (Dewey, 1938). Critical reflection is a central 

principle of adult learning. In constructivist studies on learning to teach, teacher learning 

is described as a process of organizing and reorganizing, structuring and restructuring a 

teacher’s understanding of practice. Teachers are viewed as learners who actively 

construct knowledge by interpreting events on the basis of existing knowledge, beliefs, 

and dispositions (Borko & Putnam, 1996; Feiman-Nemser & Remillard, 1996; Putnam & 

Borko, 1997). Prior knowledge and beliefs about learning, teaching, students and subject 
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matter play a central role in learning to teach. They function as interpretive lenses 

through which teachers make sense of their experience and which determine how they 

frame and resolve teaching problems. Learning to teach requires opportunities for teacher 

candidates to learn from personal experiences. Reflection on these experiences allows for 

the natural formulation of questions for investigation and the accumulation of new 

perspectives and discourse options (Short et al., 1996) and for personal exploration and 

expanded thinking (Harste, 1993). Inquiry-oriented teacher education builds on teachers’ 

prior knowledge, draws on theories of knowing and adult learning, and attends to the 

development of epistemologies about teaching (Clandinin, 1989; Richardson, 1999; 

Schoonmaker, 2002; cited from Clayton, 2002). The same principles apply to education 

of leaders and other school professionals. 

 

We believe that reflective practice of teachers, leaders and other school 

professionals implies not only individual examination and reflection but also participation 

in the discourse and practices of a professional community (Putnam & Borko, 1997).  

By participating with others in professional activities and conversations, 
teachers extend their knowledge of teaching. Collaborating with others on 
tasks of teaching is assumed an important means to continue to learn 
professionally. In working with colleagues on teaching tasks, by 
discussing and reflecting on problems of teaching, teachers may be 
confronted with divergent beliefs. By articulating what underlies their 
practice and the practice of others, an opportunity is created to adjust their 
beliefs and to learn about other instructional practices. (Uhlenbeck et al., 
2002, p. 249). 

Individual and collective inquiry is the driving force of life-long learning and 

professional growth, of organizational growth and continuous improvement. 

 

Preparing Inquirers and Reflective Practitioners 

 

The above discussion of our commitments shows that inquiry and reflective 

practice are both the content and pedagogy to which we aspire. Like many professional 

educators across the nation, we believe that 

Teachers must be able to think systematically about their practice and 
learn from experience. They must be able to critically examine their 
practice, seek the advice of others, and draw on educational research to 
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deepen their knowledge, sharpen their judgment, and adapt their teaching 
to new findings and ideas. (National Commission on Teaching and 
America’s Future, 1996) 

We expect our students and graduates to act in ways that are informed by theory 

and research findings while, at the same time, inquire into their educational practice in 

ongoing and rigorous ways. We do not mean that all of the tools of disciplined inquiry 

are learned and demonstrated by students in our programs of instruction. Rather, we 

expect that our students and graduates acquire a set of understandings and habits of mind 

that guide their own reflection beyond casual anecdotes about day-to-day happenings in 

their work contexts. 

 

In our efforts to prepare teachers, leaders and other education professionals, we 

teach reflective practice, model it, and encourage its use as a learning strategy. Our 

instructional programs provide various classroom and field-based experiences that 

emphasize teamwork, the use of data to inform instruction and decision-making, and the 

appropriate use of assessment, evaluation, and action research methods to support data-

driven problem solving. They require continuous reflection, and the constant linkage of 

theory, research, and promising practices to all learning activities. Our programs provide 

students with opportunities to learn central concepts and principles of good research 

practice (methodology), such as applied research methodology (Corey, Dewey); 

practitioner research (Cochran-Smith & Lytle); evaluation research (Weiss); and action 

research (Carr & Kemmis). Our students learn main ideas and concepts of reflective 

practice (Schon), experiential learning (Dewey), and theories of learning (Dewey, Piaget, 

Vygotsky, Lave & Wenger). In the course of studies they engage in experiences that 

demonstrate interrelated roles of learner, teacher, and leader, such as team and 

organizational learning; project-based teaching and learning, and problem-based learning. 

 

We realize that reflective practice requires particular dispositions. Dewey (1933) 

pointed out that good reflective practice is guided by wholeheartedness, directness, open-

mindedness and responsibility. That means that reflective practitioners are enthusiastic 

about their subject matter, committed to student learning, and open to new ways of seeing 

and understanding. They take responsibility to act upon the new meanings to facilitate the 
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personal and intellectual growth for themselves and others (Rogers, 2002). We strive to 

model these values, behaviors and attitudes, by putting teaching and learning at the center 

of our work, using data-driven reflective practice in our work, and working 

collaboratively to develop and refine our own curriculum and teaching. We recognize 

that our programs are powerful models of what we value in educational practice, and try 

to construct learning experiences that reinforce the norms and principles we value (cited 

from Education Leadership Program Report). 

 

Scientific inquiry and reflective practices are modeled within coursework by our 

faculty and instructional staff, and within student teaching and clinical experiences by 

cooperating practitioners and field supervisors. In courses and seminars, faculty teach 

students to learn from teaching, to apply methods of inquiry to challenge their basic 

beliefs and assumptions. During student teaching and clinical experiences, prospective 

educators are provided with opportunities to apply methodology to solve problems, make 

decisions and improve practice to facilitate their students’ learning. As members of 

Teachers College scholarly community, prospective teachers and professionals have 

multiple opportunities to engage in various research projects and activities where 

teaching and its inherent complexities are examined. 

 

Professional education is an ongoing continuum of opportunities to learn to 

become an expert teacher, leader or other school professional. We focus on engaging our 

students toward developing the habits of mind that prompt them to see their participation 

in our programs as the first step in the continual process of becoming professionals. It is 

our major concern that our students and graduates have the dispositions and skills to 

develop new understandings of teaching, to learn new instructional skills, and expand 

their knowledge base for learning, teaching, and leading. We believe that it’s essential for 

practitioners to learn to participate in professional discourse with colleagues and to 

collaborate on educational tasks. In large part because of the College’s wide-ranging and 

comprehensive programs of graduate study our candidates are exposed to a community of 

scholarship and practice. Through multiple opportunities for engagement with pre-

eminent scholars, research programs, workshops, colloquia and the like, our candidates 
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are encouraged to see themselves as life long learners, as partners in journeys of 

understanding, and as colleagues in a professional community. 

 

Thus, inquiry-based reflective practice is the method and the first dimension of 

our philosophy. Our second stance provides the content for inquiry and reflection. 
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Building Curricula to Meet the Needs of Diverse Learners 

 

Student learning is the ultimate goal of the educational enterprise. The increasing 

diversity of P-12 student population (Educational Research Service, 1995; National 

Center for Educational Statistics, 2000) challenges schools to become more responsive to 

the student diversity to ensure successful learning for all students regardless of their 

personal characteristics, learning styles, linguistic, cultural, and socio-economic 

backgrounds. We share a constructivist perspective that all students are capable learners 

and acknowledge that diversity plays a central role in learning. It is the educators’ 

responsibility to know as much as possible not only about their subject matter or their 

area of expertise but also about the children they work with. They need to know more 

about how children learn, about the learning needs of different populations, and about 

effective curricular, instructional, and assessment approaches to improve student 

learning. They need to know how to use data and data systems to identify strengths and 

weaknesses, to improve teaching and learning, and to close achievement gaps based on 

race, ethnicity, poverty, disability, and language barriers. They need to know how to 

create conditions in which all members of school and larger community can work 

collaboratively to address the multifaceted learning needs of diverse student population 

(Heubert, 1999). 

 

Teaching and learning is a highly-complex, context-specific activity (Zumwalt, 

1982); “teaching requires considerable judgment, a variety of pedagogical and 

instructional strategies, and a good understanding of the context in order to select those 

strategies that best fit the situation” (Uhlenbeck, Verloop, & Beijaard, 2002, p. 245). 

Expertise in teaching requires the use of multiple skills appropriately applied to particular 

situations, rather than the unvarying exhibition of uniform behaviors in all teaching 

circumstances (Brophy & Everston, 1976; Doyle, 1978; Darling-Hammond, Wise, & 

Klein, 1995; Good & Brophy, 1986). Our view of curriculum encompasses all 

opportunities—formal, informal, and hidden—that students have to learn “under auspices 

of schools” (McCutcheon, 1988/1997) and highlights the “lived experience” (Connelly & 

Clandinin, 1988) of teachers and students in classrooms, within multiple embedded 
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contexts. In this view teachers understand that the curricular questions of “what” and 

“why” are “… as central to teaching as the understandably pressing questions of how” 

(Zumwalt, 1989, p. 174; cited from Clayton, 2002). The contextualized character of 

teaching and learning implies that teachers’ expertise rests on their ability to create 

situated knowledge—a “contextually developed knowledge that is assessed and used in a 

way that tends to make use of characteristic features of the environment as solution tools” 

(Leinhardt, 1988, p. 146; cited from Clayton, 2002). We view teachers as curriculum 

makers rather than implementers. 

 

We believe that schools should respond effectively to realities of increasing 

student diversity. Educators all over the nation realize that the students they teach are 

different but the approaches in dealing with these differences may vary. We believe that 

culturally responsive education does not accommodate for differences but rather builds 

from difference as the strength and creates an inclusive and transcultural educational 

space. Culturally responsive educators draw on students’ differences to build curricula 

extending beyond differences in the classroom and drawing on the funds of knowledge 

found in the families and communities from which the students come (Moll et al, 1992; 

Moll & Gonzalez, 1997; Turnbull & Turnbull, 2000). We believe that what all of us 

know is filtered through our frame of reference that is shaped by our experience of the 

world (Banks, 1993; Code, 1991; Habermas, 1971). 

 

We believe that schools cannot be understood without understanding the 

environment or larger social contexts in which they operate (Anderson, 1991; Ball, 

1987). The attention to how our schools have come to be as they are, for good or ill, and 

how they are or are not subject to improvement and reform is a large part of our belief 

that teaching is intellectual activity as well as practical engagement with students. A 

sense on the part of teachers that they are part of a stream of understanding that has been 

influenced by ideas, events, movements, political currents, and the like, is vital to the 

healthy engagement of teacher with students, with communities, and with the nation. 

Meeting the needs of diverse learners requires the ability to understand integral 

connections between schooling and society, to discern multiple and interrelated 
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influences that shape educational institutions, and to negotiate among multiple 

perspectives on culture, content and context. To develop such abilities, 

Teachers-to-be must be introduced to concepts and principles that 
compose the relevant interpretive disciplines. They must be enabled to 
look through the perspectives opened by history, sociology, anthropology, 
economics and philosophy; they must learn how consciously to order the 
materials of their experience with the aid of such perspectives. (Maxine 
Greene, 1978, p. 59) 

 

Preparing Knowledgeable and Culturally-Responsive Professionals 

 

Our teacher preparation programs seek to prepare teachers that are able to 

integrate and apply the different kinds of knowledge—content, pedagogy, students’ 

learning and development, students’ backgrounds, social and political contexts—to build 

curricula that make learning meaningful and accessible for all students. Our leadership 

programs seek to prepare instructional leaders, not just good managers (Elmore, 2000), 

engaged in questions of curriculum, instruction and teaching, and a process of continuous 

improvement and change. All TC preparation programs strive to prepare educators 

capable of fostering educational environments that support learning for all students. 

 

Teachers College’s teacher preparation programs are rooted in an understanding 

of the important interaction of content and pedagogy, or “pedagogical content 

knowledge,” of how a teacher conceives knowledge of the various disciplines and how 

the teacher makes that knowledge present and meaningful to children and youth in 

classrooms. We believe that teachers must be accomplished learners with a clear 

command of the discipline(s) to be organized and made real to students. They also must 

know how to shape what is known in ways that are understandable and accessible to the 

particular students they serve. We believe that understandings are ongoing, socially 

constructed, open to change and challenge, and ever subject to critical inquiry. 

Pedagogical knowledge and skills are mutable. Content changes over time. The 

consequences of the interaction of pedagogy and content, then, must also be seen as 

evolutionary. 
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Our teacher and other school professional preparation programs emphasize deep 

and serious understanding of children and youth as learners. In order to shape knowledge 

for children and youth, it is vital that educators have a clear understanding of both the 

general attributes of students in particular age and other classification categories (e.g., 

gender, ethnicity, social class, and others) and the specific characteristics that individuals 

within such categories bring to opportunities to learn (e.g., family circumstances, prior 

habits of mind and life expectations, peer group role status, etc.). While students in 

certain age groups, for example, are likely to share certain developmental or demographic 

characteristics, there is also variation among and across those same students. For teachers 

to make meaningful instructional contact with all students, these shared characteristics as 

well as distinctions across student groups must be known, understood and acted upon. 

 

We educate our students to respond to the complexity of differences that they will 

find in their classrooms, particularly in large urban schools. The target is that every 

course pays attention to teaching all children including those with cultures and languages 

different from the mainstream, those who are recent immigrants and who are learning 

English, those with disabilities, those who are poor, those who live in non-traditional 

family or living contexts, those who have different sexual orientations (Ada, 1986; Baker, 

2001; Ballenger, 1994; Banks, 1991a, b; Banks, 1994). Our curriculum encourages the 

development of socio-cultural consciousness both in students and faculty (Villegas & 

Lucas, 2002). This target was made explicit in a recommendation of the Taskforce on 

Diversity and Community (see Appendix C) “…that the College design and foster the 

departmental and college-wide introduction of curriculum explicitly dealing with the 

educational issues facing African-Americans, Latin Americans, Native Americans, Gays 

and Lesbians, Immigrants, Persons of Disabilities, Women, and other groups forming 

part of the TC community and its environs.” The curriculum pays attention to the skills, 

knowledge, and orientations that urban teachers should have (Weiner 1999a, b). This is 

based on our conviction that teachers who respect cultural differences believe that 

students from non-dominant groups are capable learners (Bartolome, 1994; Cummins, 

1986; Delpit, 1988; Dillard, 1997; Garcia, 1990, 1996; Ladson-Billings, 1994; 

Lemberger, 1997; Lucas, 1997; Nieto, 1996).  
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It would be unrealistic to expect teachers-to-be to develop the extensive and 

sophisticated pedagogical knowledge and skills of culturally responsive teachers during 

their initial teacher preparation. Such knowledge and skills develop only with experience. 

We do, however, expect our graduates to come away from our teacher preparation 

programs with a vision of what culturally responsive teachers do. They are also expected 

to demonstrate an initial ability to tailor their teaching to particular students within 

particular contexts, a central quality of culturally responsive teaching (Villegas & Lucas, 

2002). We carefully design our students’ academic and student teaching experiences so 

that prospective teachers are exposed to diversity in their academic coursework and their 

student teaching placements. We believe that responsiveness to the diversity of students’ 

backgrounds and previous experiences are essential for effective teaching. We expect our 

graduates to be able to diagnose students’ specific needs and plan specific strategies to 

address those needs appropriately. 

 

We also realize that schools are not isolated from communities and a larger 

society. Teachers College programs are rooted in large measure in a serious 

understanding of the philosophical underpinnings, history, and other foundational 

knowledge of teaching and schooling as social instruments and central features of our 

nation’s history and future. All Teachers College professional preparation programs 

include foundations component which seeks to ground forward developments in the 

history of education, the ethical issues of educational practice, various philosophies of 

education, the emerging role of technology in educational practice, and the implications 

of educational policy for practice. 
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Education for Social Justice 

 

John Dewey (1916) stated that the purpose of education was the intellectual, 

moral, and emotional growth of the individual and, consequently, the evolution of a 

democratic society. The educators and scholars that have shaped Teachers College’s 

philosophy believed that education could enlighten democracy, challenge and transform 

social inequities, and help to build a more humane and just society. We see teaching as an 

ethical and political act. We see teachers as moral actors whose job is to facilitate the 

growth and development of other human beings (Villegas & Lucas, 2002), and as such, 

as participants in a larger struggle for social justice. We build our educational space on 

principles of access, equity and diversity: (cited from Educational Leadership Program 

Report) 

• Education has the power to transform human lives and to shape and guide social 

order. 

• Every person has the right to develop his or her intellectual, emotional, and 

physical capacities to the fullest extent, and a good school or school district 

promotes such development. 

• Ethical understanding helps educators create and sustain learning communities 

committed to social justice, equality, and democratic ideals, and provides a lens 

through which to understand educational goals, issues, and trends (Sobol, 2002). 

• As our society and our schools become dramatically more diverse, education 

leaders play pivotal roles in meeting new and different learning needs, in 

anticipating and addressing potential tensions, in ensuring that all students reap 

the educational and social benefits of diversity, and in promoting the mutual 

understanding and respect among students, staff, and communities on which our 

pluralistic society depends (Banks, Cookson, Gay, & Hawley, 2001). 

 

Schools and society are interconnected. Social inequalities are often produced and 

perpetuated through systematic discrimination and justified by societal ideology of merit, 

social mobility, and individual responsibility (Strum & Guinier, 1996). Traditionally 
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organized schools help to reproduce social inequalities while giving the illusion that such 

inequalities are natural and fair. Schools purport to offer unlimited possibilities for social 

advancement but they simultaneously maintain structures that severely limit the 

probability of advancement for those at the bottom of the social scale (Labaree, 1997). 

Research has shown that the majority of teachers in the United States are European 

American and middle class (Kaelin, 1999) and that many of these teachers do not see the 

invisible yet profound social forces at work that bring about inequality among different 

cultural groups in society and in schools (Duesterberg, 1999; Fine, 1986; King, 1991).  

 

To change the system and make schools and societies more equitable, educators 

must recognize ways in which taken-for-granted notions regarding the legitimacy of the 

social order are flawed, see change agency as a moral imperative, and have skills to act as 

agents of change (Villegas & Lucas, 2002). They need to expand their reading of texts 

and symbols embedded in their social practices and institutions to uncover how they 

protect privilege and undermine democracy (Shannon, 1993). Thus, the stance of critical 

inquiry is essential in our vision of education for social justice. Through critical inquiry 

and collaborative activities teachers learn and practice transformative pedagogies (Freire, 

1970, 1998) that increase access to learning and educational success and support students 

in thinking about and contributing to a more democratic, just society, where diversity is 

viewed as a strength and a resource (Allen, 1999; Beane & Apple, 1995; Edelsky, 1994; 

Greene, 1988, 1995; Jennings & Green, 1999; Shor, 1992).  

 

We believe that collaboration and community building are essential in developing 

a common vision of schooling, and in fostering collective action around school change 

(Barth, 1990; Carnegie Task Force on Teaching as a Profession, 1986; Johnson, 1990; 

Lieberman & Miller, 1990; Louis & Kruse, 1995; McLaughlin & Talbert, 1993; 

Newmann & Associates, 1996; Rosenholtz, 1989; Sergiovanni, 1994).  Strong and 

dynamic communities engage in ongoing inquiry and transformation (Dewey, 1916; 

Gardner, 1991; Lieberman & McLaughlin, 1992; Newmann, 1994; Westheimer, 1998). 

Through reflective dialogue school communities challenge taken-for-granted assumptions 

of teaching and schooling practices and imagine alternatives for the purposes of changing 
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conditions (Freire, 1985; Louden, 1992; Schon, 1983; Tabachnick & Zeichner, 1991). 

Collaboration across differences and conflicts within and outside school communities 

brings outsider perspectives into educational discourse, expands the borders of 

communities themselves and helps to reshape the boundaries of thinkable thought 

(Chomsky, 1989).  

 

We believe that educators in learning dialogic communities support a notion of 

schooling for social justice and a transformative vision of the role of education in society. 

They believe that the purpose of schooling is to build critical thinkers and actors to 

transform, rather than to reproduce current society and they see themselves as agents of 

change. They acknowledge and critically reflect on their differences of belief and practice 

in efforts to foster fundamental change in the school. “Their conception of their roles as 

critically transformative educators within a diverse community supports their approach to 

embracing conflict, upholding dissent, and exploring multiple perspectives. If their values 

challenged schooling as it existed, then continual struggle and the exposure of inequity 

and difference needed to be at the center of their work” (Achinstein, 2002, p. 445). 

 

Preparing Change Agents (Transformational Educators) for Social Justice 

 

Teacher and professional preparation programs at Teachers College emphasize 

our strong commitment to education for social justice. We believe that for the change to 

occur, all educators need to believe that schools can be sites for social transformation 

even though they may currently serve to maintain social inequities. Our programs go 

beyond promoting awareness of the ways schools perpetuate social inequities. They help 

aspiring practitioners see that it is possible to reconstruct education to give all students 

opportunities to learn in academically rigorous ways. In the course of their academic 

studies, our candidates are encouraged to become agents of change through learning 

about the change process and examining the evidence that schools can become more 

equitable.  
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We recognize that neither we nor our students can understand society or education 

without understanding questions of diversity. Issues of equality and inequality require 

continuing conversation and ongoing attention. We promote diversity among our 

educational community through a curriculum that reflects a wide range of human 

experience and that recognizes the many sources of inequality in American society. 

Through discussions the curriculum enables prospective practitioners to improve the life 

choices of young people and adults whose lives have been blighted by discrimination 

(Heubert, 2001). 

 

The issues of race, class, gender, language, and ability are explicitly emphasized 

in professional preparation curriculum. Our graduates understand how students’ 

particular life contexts influence their willingness and propensity to learn in schools. 

They are prepared to act sensitively and effectively with students whose life experiences 

are most often very unlike their own. We do not just talk about this aspect of being an 

educator but we provide opportunities to learn about it in life situations. 

 

Our programs also emphasize the importance of dispositions in advancing the 

issues of social justice in education. These dispositions include appreciation of human 

diversity and respect for individual differences, commitment to personal and intellectual 

growth for self and others, and commitment to expression and practice of democratic 

values in teaching and beyond. We cultivate these dispositions by “…emphasizing the 

moral dimension of education, guiding prospective teachers in developing their own 

personal vision of education and teaching, promoting the developing of empathy for 

students of diverse backgrounds, nurturing their passion and idealism for making a 

difference in students’ lives and promoting activism outside as well as inside the 

classroom” (Villegas & Lucas, 2002, p. 25). 

 

We encourage our students to critically examine the inherent values in their 

practice as well as how their practice will lead to change, a commitment to quality and 

respect for differences. Critical reflection involves taking in the broader historical, socio-

political, and moral context of schooling. “By taking the broader context of schooling, 
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reflective practitioners come to see themselves as agents of change, capable of 

understanding not only what is, but also working to create what should be” (Kay & 

Johnson, 2002, p. 79). We encourage our students to endeavor to challenge, negotiate and 

renegotiate their beliefs and practices.  

 

PERFORMANCE EXPECTATIONS FOR CANDIDATES 

 

The mission statements and philosophy described above help us define the criteria 

for assessing outcomes of the professional preparation programs at Teachers College. The 

institutional standards, which sit at the core of the candidate expectations for our students 

and graduates, are organized around six areas of performance: 

a) Inquiring into and reflecting on learning and teaching; 

b) Taking responsibility for one’s and others’ learning; 

c) Meeting the needs of diverse learners; 

d) Responding to the realities of school and communities; 

e) Collaborating with others and participating in the community; 

f) Advocating for social justice. 

The standards are carefully aligned with state and national professional standards.  

  

Table 1: Aligning Institutional, National, and State Standards 

 
Areas of 

Performance 

Standard* INTASC 

 

State 

 

Inquiring into and 
reflecting on 
learning and 
teaching 

S1. Our candidates are inquirers/researchers 
who have breadth of knowledge and variety of 
tools to ask questions about educational 
environments. They reflect on and continually 
evaluate the effects of their choices on others 
(children, families, and other professionals in 
the learning community) 
 

Principle 9: 
reflective 
practitioner  

 

Taking 
responsibility for 
one’s and others’ 
learning 

S2. Our candidates are continuously engaged in 
learning and research. They take responsibility 
for their professional growth and seek/create 
learning opportunities for themselves and 
others. 

Principle 9: 
professional 
development 

Pedagogical 
core: (ix) 
means to 
update skills 
and knowledge 
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Meeting the needs of 
diverse learners  

S3. Our candidates understand the central 
concepts, tools of inquiry, and structures of 
their discipline/field and can create learning 
experiences that make them meaningful and 
accessible for students.  
 
S4. Our candidates understand and use a 
variety of instructional strategies and 
educational practices that foster learning, 
development, and achievement in all children.  
 
S5. Our candidates understand how students 
learn and develop, and can provide learning 
opportunities that support their intellectual, 
social, and personal development.  
 
S6. Our candidates understand how students 
differ in their approaches to learning and can 
create instructional opportunities that are 
adapted to diverse learners.  
 
S7. Our candidates understand and use formal 
and informal assessment strategies to monitor 
student learning, make appropriate adjustments 
to instruction, and ensure continuous 
intellectual, social and physical development of 
all learners.  
 
S8. Our candidates understand the social, 
economic, cultural, and linguistic contexts 
from which students come and consider them 
in providing for and supporting authentic 
opportunities for student learning.  
 

Principle 1: 
content 
knowledge 
 
Principle 2: 
developmental 
knowledge 
 
Principle 3: 
learning styles 
 
Principle 4: 
instructional 
strategies 
 
Principle 5: 
motivation 
 
Principle 6: 
communication 
 
Principle 7: 
planning 
 
Principle 8: 
assessment 

General 
education and 
content core** 
 
Pedagogical 
core including:  
 
(i) human 
development 
 
(ii) learning 
processes, 
motivation, 
communication 
and classroom 
management 
 
(iii) students 
with special 
needs 
 
(iv) language 
acquisition 
 
(v) curriculum 
development & 
instructional 
planning 
 
(vi) technology 
 
(vii)assessment 

Responding to the 
realities of school 
and communities 

S9. Our candidates are aware of different 
stakeholders and pressures that influence 
educational practice and consider how their 
work with students and families is affected by 
the larger organizational structures within the 
setting, and in the larger society. 
 

 Pedagogical 
core including: 
 
(viii) history, 
philosophy, 
and role of 
education 
 
(viii) rights and 
responsibilities 
 

Collaborating with 
others and 
participating in the 
community 

S10. Our candidates actively participate in the 
community or communities of which they are a 
part to support children’s learning and well 
being. 
 

 Pedagogical 
core: (viii) 
community 
relationships & 
conflict 
resolution  
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Advocating for 
social justice 

S11. Our candidates are familiar with legal, 
ethical and policy issues, and take a leadership 
role in advocating for children, families, and 
themselves in a variety of professional, 
political, and policy making contexts. 
 

 Pedagogical 
core including:  
 
(viii) rights and 
responsibilities 
 
(x) preventing 
child abuse 
 
(xi) preventing 
abduction, 
drug & alcohol 
abuse; safety 
education 
 
(xii) violence 
prevention  

* INTASC definitions and language were adopted to define the institutional standards. 

** Assessed at the point of admission into the programs 

 

Each of the eleven standards includes corresponding knowledge and skill 

components that are largely based on the INTASC descriptions. The dispositions for each 

standard are grouped into three broadly defined sets—responsible, responsive, and 

respectful—that correspond to the three philosophical stances—inquiry, curricula, and 

social justice (Appendix E).  
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THE ASSESSMENT SYSTEM 

 

Teachers College offers twenty-eight programs that prepare teachers and other 

professional school personnel (Appendix F). The programs cover a wide range of 

specialty areas: early childhood, teaching of elementary and secondary schools subjects, 

special education, school psychology, school counseling, and educational leadership. The 

number and variety of programs makes development of a unified assessment system 

challenging. An assessment plan team was established to accomplish this task. The team 

includes one faculty member with expertise in evaluation and assessment, one faculty 

member with expertise in educational technology, TCAT Faculty Leader, TCAT Project 

Coordinator, Associate Dean of Teacher Education, Director of the Office of Institutional 

Studies, and Director of the Information Technology. The team has identified and 

analyzed the current candidate, program, and unit level assessments (Appendix G) and 

developed a process for aligning the College’s assessment system with institutional, state 

and national standards. The transition plan describes the proposed process and timeline 

for its implementation. 

 

Candidate Level Assessment 

 

Teachers College teacher and professional school personnel preparation programs 

use a variety of formative ongoing assessments, as well as a rigorous summative 

assessment for credentialing and graduation. The candidate assessment is a shared and 

ongoing responsibility that involves candidates’ advisors, course instructors, cooperating 

teachers, and fieldwork supervisors working systematically and closely together. The 

progress of every candidate is closely monitored and supported throughout the program.  

 

Admission 

 

All teacher and other professional preparation programs follow the general 

guidelines for admitting students. However, some programs have developed additional 

admissions requirements and criteria. 
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The general application materials include: a BA/BS from an accredited institution 

(transcripts, GPAs), the results of required/optional equivalency examinations (GRE, 

MAT, TWE), letters of reference and a personal statement. Some programs have 

additional requirements: an essay (e.g., programs in bilingual education and school 

psychology), an interview (e.g., programs in physical education and education of the deaf 

and hard of hearing), or a portfolio (e.g., art and art education). The materials are 

reviewed by one or several program faculty members (usually the coordinator of the 

program) and admissions staff professionals based on the following criteria: 

 

1. Academic background and ability (S1, S2 and S3) 

 

Because of Teachers College’s unique position as a freestanding college of 

education, we use the admissions process to screen for academic content preparation of 

students we admit to our programs. All programs require a bachelor’s degree from an 

accredited college or university. Teacher preparation programs in secondary school 

subjects (math, social studies and science) give preference to applicants with appropriate 

undergraduate majors; teacher preparation programs in elementary and childhood 

education give preference to candidates with well-rounded liberal arts preparation. 

Applicants’ transcripts are examined carefully to ensure that they have strong academic 

preparation and a discipline-oriented course of study.  

 

Occasionally, we admit a promising teacher education student based on other 

criteria (see below) even though she or he does not have the academic preparation in the 

traditional discipline(s). In such cases, admission is contingent upon the student agreeing 

to take courses elsewhere (e.g., Columbia College or another New York metropolitan 

area accredited institution) in sufficient number and depth to guarantee a strong academic 

preparation in addition to the content, pedagogy, foundations, psychology, and such that 

are conventional aspects of our teacher education programs of study. Recommendation 

for certification, then, is contingent upon evidence that this non-TC coursework has been 

completed successfully. 
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Applicant transcripts and other application materials (reference letters, personal 

statement) are examined carefully for evidence of academic ability (capacity for 

conceptualization, reflection, analysis, synthesis, as well as good oral and written 

language skills) to make a confident judgment that the applicant will be successful in 

graduate courses, will be successful in completing required assignments and projects, and 

will be able to make positive contributions in her or her professional life. The excellent 

quality of our candidates is demonstrated in high undergraduate GPAs (not lower than 

3.0), as well as in the recognized high quality of our main feeder schools (Table 2 and 

Table 3).  

 

Table 2: Average GPA and GRE Scores (2002) 

GRE* 

Program Admits GPA Verbal Quantitative Analytical 

Art and Art Education 45 3.48 545.71 608.57 595.71

Bilingual Education 14 3.81 453.33 506.67 576.67

Counseling Psychology 68 3.36 503.83 597.24 604.98

Curriculum and Teaching 72 3.31 503.73 559.80 551.37

Early Childhood 12 3.76 476.00 646.00 532.00

Ed Leadership 76 3.42 580.33 629.33 669.83

Elementary Childhood 49 3.46 520.00 618.89 598.89

Mathematics Education 33 3.26 516.25 743.75 658.13

Music and Music Education 37 3.57 610.00 690.00 565.00

Physical Ed  4 3.01 410.00 610.00 520.00

Reading Specialist 25 3.51 482.50 557.50 560.00

School Psychology 33 3.51 584.07 627.04 660.18

Science Education 53 3.21 599.84 669.60 619.44

Special Ed--Administration 1         

Special Ed--Behavior Disorders 29 3.38 487.86 612.86 650.77

Special Ed--Blind and VI 3 3.22       

Special Ed--Deaf and HH 15 3.19 505.00 575.00 675.00

Special Ed--Early Childhood 18 3.68 475.00 593.33 585.00
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Special Ed--Gifted Ed 5 3.75 575.00 645.00 675.00

Special Ed--Learning Disabilities 17 3.05 536.67 603.33 683.33

Special Ed--Physical Disabilities 1         

Special Ed--Speech-Language  48 3.45 503.33 602.67 612.00

Speical Ed--Mental Retardation 11 3.27 663.33 750.00 653.33

Teaching of ASL 7 3.09       

Teaching of English 95 3.41 597.93 641.03 659.31

Teaching of Social Sciences 55 3.43 558.24 575.88 632.94

Technology 77 3.26 546.77 609.69 571.44

TESOL 48 3.30 555.45 675.45 654.55

*Note: Most of the programs do not require GRE scores; the provided scores are not representative of all 
applicants. 
  

Table 3: Top Twenty Feeder Schools (2002) 

College Frequency 

New York University, NY 97 

Cornell University, NY 79 

University of Michigan, MI 66 

SUNY Center at Binghamton, NY 65 

University of Pennsylvania, PA 56 

University of California Berkeley, CA 45 

Barnard College, NY 44 

Columbia College, NY 43 

Brown University, RI 41 

Boston College, MA 40 

University of California Los Angeles, CA 38 

Queens College Undergraduate, NY 37 

Hunter College, NY 34 

Syracuse University, NY 34 

Boston University, MA 33 

Wesleyan University, CT 33 

Brooklyn College, CUNY, NY 32 

Tufts U Grad School of Arts & Sci, MA 32 

Rutgers University New Brunswick, NJ 30 
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If the evidence of academic background and ability is not sufficient, an applicant 

has a choice of demonstrating his/her competence through successful completion of an 

equivalence examination. The equivalency test results are examined by program faculty 

to ensure that the applicant’s content knowledge is sufficient to justify his or her 

admission to the program. (See Table 2 for available GRE scores by program). The 

TOEFL (also, CPE, IELTS, or EPT) is required of all applicants whose first language is 

not English and those who have received a bachelor’s degree from any country or 

university where English is not official language of instruction. 

 

2. Commitment to teaching and learning and/or working with children/families 

(S1 and S2) 

 

As a central part of the application packet, all candidates are required to submit a 

brief statement describing their background, past work in the intended field of study, 

plans for graduate study and a professional career, or any other information they feel is 

relevant. This statement provides evidence for faculty to make a judgment about the 

applicant’s interest in teaching and learning and their commitment to working with 

children and families. The statements are examined also for the evidence of emotional 

stability and maturity (sensitivity to others, self-reflection, flexibility, etc.). 

 

Previous successful experience with children and families is an important factor 

in determining candidates’ interest in a professional teaching career. Previous experience 

may include an actual teaching assignment or less formal experience such as involvement 

in after-school programs, volunteering in a non-profit organization with a focus on 

children and families, or babysitting. Because it is not realistic to expect such experiences 

from all career-change applicants, we consider also the diversity of experience and/or 

related professional skills and competencies. 

 

Applicants’ interest in a teaching or school professional career also can be evident 

from letters of reference, which are submitted with the application. We recommend that 
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letters of reference be written by people who can comment on the applicant’s academic or 

professional qualifications for graduate study based on personal knowledge. 

 

Fieldwork (Student Teaching and Internships) 

 

Teachers College offers a wide variety of educational experiences for students at 

the pre-service and in-service levels. The Office of Field Services coordinates the many 

teacher education programs, which are located in the various departments. Programs are 

field-based, offering up to two semesters of observations, internships, and student 

teaching at appropriate grade levels.  

 

Field Experiences in Teacher Preparation Programs (Student Teaching) 

 

In the student teaching experience, students apply what they are learning and 

work to modify and adjust their practice according to the specific context in which they 

are placed. There are normally two phases in the student teaching experience.  In the first 

phase, students have an opportunity to lead small groups, plan lessons, and observe the 

cooperating teacher as well as other teachers in the school. As the semester progresses, 

the cooperating teacher encourages the student teacher toward more independent 

teaching. In the second phase, the student teacher assumes classroom responsibility for 

the planning, teaching and assessment of classes. She or he is responsible for 

implementing the curriculum, monitoring classroom management, and assessing the 

students. In addition to classroom responsibilities, the student teacher is expected to 

interact as a member of the school staff, which includes duties such as attending faculty 

meetings and parent conferences. During both phases and on a regular basis, student 

teachers discuss aspects of their teaching with their cooperating teachers and university 

supervisors (as an example, see Department of Arts and Humanities Student Teaching 

Handbook for a detailed description of student teaching experiences, Appendix H).  

 

Careful consideration is given to a number of factors when student placements are 

made for student teaching. The criteria for student placements are: 
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• The school context in one that is supportive of teacher learning as a valued 

activity; 

• The teachers in the school are aligned philosophically and pedagogically 

with the TC programs of teacher preparation; 

• The teachers who serve as cooperating teachers have demonstrated 

(through observation of practice and formal and informal interactions with 

TC faculty) their effectiveness in working with students; 

• The history of promise of a continuing relationship among teachers, 

school, and TC is present; 

• The curriculum of the school and district is rigorous and aligned with 

standards for students as promulgated by current education reform 

proposals and state mandates for instruction. 

(For more information, see Appendix I, Teachers College School Site Selection 

Criteria) 

 

Supervision is an integral part of each teacher education program at Teachers 

College. Professors in pre-service programs assume responsibility for being involved in 

the placement of student teachers, visits to student teachers, identification of supervisors, 

and instruction in the student teaching seminar. In some programs, an instructor is hired 

to conduct the weekly student teaching seminar and supervise teachers. When an 

instructor teaches the seminar, the professor in charge of the program meets with the 

instructor at least four times during the semester. 

 

Student teaching is evaluated based on the students’ competencies in the 

following areas: planning, implementation, learner assessment, analysis of teaching, 

classroom management/learning environment, communication skills, cooperation, 

dependability, personal goals and educational philosophy (see Department of Arts and 

Humanities Student Teaching Handbook, pp. 9-12, Appendix H) (S1-S10). The specific 

assessments of student teachers’ performance varies across the programs, but is generally 

based on the following evidence: 

• Supervisor evaluation 
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• Cooperating teacher evaluation  

• Student teacher self-evaluation 

• Class participation and discussion in student teaching seminars 

• Reflective journal 

• Projects (a child study, a school study, an intervention plan, IEP, etc.) 

• Video of student teaching (two periods) 

• Student teaching portfolio (lesson plans, unit plans) 

 

Field Experiences in Education Leadership Program 

 

Like the TC teacher preparation programs, the program in Education Leadership 

provides candidates with multiple field-based experiences to apply their course learning, 

develop and broaden their leadership and school management skills, and reflect on these 

experiences. A public school or district internship (a minimum of 200 hours) is focused 

on instructional leadership, framed by a defined set of competencies, and supervised by 

an approved internship mentor. Candidates attend an internship seminar (internship in 

organization and leadership) throughout their internship experience for focused 

discussion, problem solving and reflection. They keep an internship journal, write an 

instructional leadership analysis (focusing on curriculum, instruction, superintendent and 

the learning environment; professional development and human resources; and student 

personnel services), and complete a field-based project. The other intensive field-based 

experiences are currently under development. 
 

The participants of the Future School Administrator Academy complete 600 hours 

of internship over two years, averaging 150 hours per semester, supervised by their 

school principals and an internship coordinator (who is a retired superintendent and 

adjunct faculty member), and mentored by their superintendents. They attend monthly 

internship seminars for two years (16 seminars in all), taught by two superintendents, 

during which they explore administrative career opportunities and concerns and have 

additional opportunities to reflect on their internship experiences.  
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Completion and Licensure 

 

To be awarded a degree, prospective teachers and other school professionals are 

required to complete: 

 

1. Required coursework (program specific), as documented in transcript lists, all 

elective and transfer courses completed, and all letter grades awarded.  Every applicant 

for New York State Certification in secondary academic subjects or in elementary 

education must have proof of completion of a two-session course providing instruction in 

the detection and reporting of child and substance abuse. 

 

The faculty of the College requires that all students maintain an acceptable grade 

point average. Some departments specify an overall minimum grade point average. Any 

department judging a student to be performing below expectation is authorized by the 

Faculty to require additional course work as a means to evaluate the student’s 

continuance within the degree program or at the College. Any student receiving grades of 

C- or lower in eight or more points is not permitted to continue registration in the college 

in any capacity and may not receive a degree or diploma. 

 

2. Field work (student teaching or internship) as documented by letter grade, P 

(pass), or F (fail) for the year of supervised fieldwork. 

 

3. Culminating project/essay demonstrating the ability of the student to select, 

organize, and present the results of professional investigation in the major field. It’s an 

inquiry-based practice-oriented project, which demonstrates an example of practitioner 

research integrating prospective teachers’ knowledge of theory and reflection on their 

practical experiences while in the program. In many programs this project/essay includes 

a presentation in a program-organized conference. 

 

4. Portfolios demonstrate prospective teachers’ reflection combining educational 

theory and teaching practice. Although electronic portfolios have only been piloted by a 
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few programs (speech language pathology, social science education), they have already 

proven to be a comprehensive formative and summative assessment tool which maybe 

recommended in the future for college-wide assessment of teacher candidates. Portfolios 

are representative of the prospective teacher’s knowledge of effective teaching, 

assessment and evaluation, the ability to meet the needs of diverse learners, their ability 

to create positive learning environments and their professional commitments. The 

culminating portfolio provides a student with the opportunity to reflect on and come to 

understand his or her role as a teacher. 

 

5. To be awarded a Doctorate degree, candidates are also required to pass 

Doctoral Certification Examination, prepare and defend a dissertation. 

 

6. State certification tests: Teachers College students in a degree program which 

lead toward both the award of a degree and the New York State Teacher Certification 

under the Teachers College Approved Program are encourage by the State Education 

Department and the Teachers College Registrar to apply for certification through the 

Office of the Registrar (See Appendix J for NYS Teacher Certification Examination Pass 

Rate Data). 

 

Program and Unit Level Assessments 

 

The assessment of the effectiveness of Teachers College programs is achieved 

through the evaluation of the competencies of candidates as they progress through the 

programs. Individual programs use the data from formative and summative evaluations of 

candidates’ performance to identify programs’ strength and areas that need improvement. 

They also use the results of the College-wide surveys: Course Evaluations and Student 

Satisfaction Surveys (Appendices K and L) to address specific concerns about program 

courses and other program components.   
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The unit level data analysis is performed by the Office of Institutional Studies. 

The data utilized for internal and external reporting can be grouped into four categories: 

student, educational quality, faculty, resources and graduates data (Table 3). 

 

Table 4: Unit Level Assessment Data 

Category Internal Data External Data 

Student Admissions data 

Enrollment data 

Retention data 

Graduation data 

Grade distribution 

Undergraduate GPA scores 

GRE scores 

New admit survey 

 

Educational quality Course evaluation 

Student satisfaction survey 

Research $ produced 

Ranking of the college by peers 

Faculty Faculty characteristics 

Course evaluation 

Faculty salary data 

Professional recognition 

Resources  Faculty/student ratios 

Library and technology resources 

Financial data 

 

Graduates Graduation data Graduates survey  

Pass rates for teachers on the state 

and national exams 

 

 

 Teachers College has been accredited by the Middle States Association of 

Colleges and Schools since 1921. Conditions of membership include ongoing self-study 

and response to external program reviews, an on-site evaluation visit by Middle States 

five years after each on-site visit. Teachers College’s accreditation was affirmed in 

November 2001. Following Self-Study Evaluation and Visit, the Commission reaffirmed 

accreditation and requested that the Periodic Review Report, due June 1, 2001, should 

carefully address all of the recommendations contained in the evaluation team report. In 

November 2002, the Commission accepted the Periodic Review Report and affirmed 

accreditation. The next evaluation visit is scheduled for 2005-2006. 
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The College conducts on-going self-study and uses its results internally (program 

and unit-level improvements) and externally (for purposes of accreditation and reporting 

to New York State Department of Education, to US Department of Education, and to US 

News and World Report). 
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TRANSITION PLAN 

 

As the preceding section portrays, a diverse array of program- and course-specific 

assessments are already in existence at Teachers College, including written, behavioral, 

and portfolio-based procedures. These curriculum-based assessments routinely yield 

evidence on candidate proficiencies in areas valued in particular fields of practice, such 

as speech and language pathology, science education, mathematics education, elementary 

education, or music education. The assessment procedures within programs are typically 

aligned with standards endorsed by national and state professional associations, and 

candidate-level data can currently be drawn from existing data sources to inform both 

formative and summative decisions for individual candidates, by course, or in aggregated 

form, by program. Because of the substantive differences in programs, however, existing 

assessments tap a wide array of proficiencies, some of which are well-aligned with 

institutional and NCATE candidate proficiency areas, while others are less so. A need 

thus exists in aligning program/course-level assessments with institutional and NCATE 

standards and candidate proficiency areas. 

 

Towards An Outcome-Based Assessment System 

 

Consistent with the NCATE guidelines, Teachers College is moving towards the 

design of a coherent, unit-level assessment system aligned with six standards with a 

particular focus on the first standard—candidates’ knowledge, skills, and dispositions.  

The principles underlying the unit-level assessment system are depicted in Figure 1. 
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Figure 1: Teachers College Assessment System 
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These principles may be summarized as follows: 

 

1. The unit-level assessment system will simultaneously stem from the TC 

Conceptual Framework, developed by consensus among program 

faculty, and NCATE standards. 

2. Individual assessment tools/procedures will be aligned with targeted 

candidate outcomes, as given in course and program curricula/syllabi.  

3. Candidate-level data from assessments will be checked for validity and 

reliability, and cut-scores for classification of candidates at different 

proficiency levels will be validated with input from individual program 

faculty. 

4. The assessment data will permit aggregation and report-preparation to 

serve decision-making needs of various stakeholder groups, at different 

levels of the organization, at different times. 

5. The system will be easy to maintain and update by the Institutional 

Research division at TC. 

 

The assessment system will flow from the shared vision and conceptual 

framework arrived at by consensus among faculty across various programs and curricula.  

Simultaneously, it will aim towards a common core of targeted candidate outcomes for 

Teachers College as a unit that are connected with NCATE standards, specifically 

Standard 1. A series of assessments will be aligned, reflecting the shared values of faculty 

across professional preparation programs, that will reflect linkage with standards in 

particular fields/professional areas, while being aligned with the broader outcome areas 

identified by NCATE.  Individual programs might incorporate additional assessments 

that fall outside the conceptual framework and NCATE standards but are linked to other 

essential candidate proficiencies in particular fields. While data from such assessments 

will not be utilized in the unit-level assessment system or reports, they may continue to 

be utilized for decision-making within individual programs. 
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Categorization, aggregation, and reporting of outcome-based assessment data for 

different units of analysis—candidate, course, program, and the college—will be a central 

design feature of the Teachers College assessment system. Assessments that undergird 

the system will be selected or designed to generate quantitative data at the candidate level 

that permit categorization/classification of candidates at different proficiency levels. 

Validity and reliability of the data will be checked at appropriate times and documented, 

including decision-consistency rates. Such data will then be stored in a unit-level 

database that can be updated on an ongoing basis. The database may be accessed 

periodically to prepare reports to support evaluative decisions, both formative and 

summative, at different levels of the organizational system. Both internal and external 

stakeholders–including NCATE visiting teams–may be supplied with reports, on an “as 

needed” basis.   

 

Electronic Portfolios. Portfolios have been a part of the assessment systems of 

some programs for a number of years, though in a paper notebook format. With the 

change to outcome standards by accrediting organizations and the NYSED requirements, 

the portfolio system for documenting candidate progress toward content knowledge and 

skill acquisition and other outcomes associated with standards became an attractive 

option. Two programs at the College, Social Sciences Education and Speech and 

Language Pathology, began preliminary work on an electronic portfolio system that 

would facilitate the documenting process. The speech and language pathology program, 

for example, adapted a platform that was in use at another college by developing the 

structure of the portfolio around the new certification standards of the American Speech-

Language-and Hearing Association. The prototype was of interest to the College but the 

platform was not easily supported by the computing facilities. A pilot program was 

funded from a Dean’s Technology Grant (summer 2002) to develop a Web based system 

for speech and language pathology with a platform that could be easily adapted to other 

teacher education programs at the College. The Web based system has been developed 

and is currently being piloted with a small group of students in the speech and language 

pathology program. The system, organized around the standards, asks students to enter 

artifacts and reflections that relate to the specific sets of knowledge and skills throughout 
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their programs. The advantage of digitally stored information is that, in addition to the 

typical artifact of paper documents, video and other dynamic forms of documentation can 

be entered. Faculty advisors will have access to the portfolios for evaluation purposes on 

a password-protected basis. The students’ access to content knowledge, assessment of 

content knowledge, ability to apply the knowledge in clinical practice is continuously 

documented. The learning objectives across the curriculum, both academic and 

practicum, will be made explicit in the portfolio process. We anticipate that the Web 

based portfolio will be adopted by a number of programs at the College as it is refined 

and results from at least one program will be available in fall 2004. The system, with its 

digitally stored database, will allow the College to aggregate data across programs once it 

is fully implemented. 

 

Procedures for Building the Assessment System: A Status Report 

 

The assessment design work has already begun with the Speech and Language 

Pathology Program at TC, and will continue over the next calendar year. Design 

decisions will be made in close consultation with program coordinators and faculty, and 

guided by needs of individual programs. Table 5 provides the data collection tool used to 

gather data through interviews with the program coordinator and department chair. 

Documentary data provided by the programs, from manuals, syllabi, or curriculum 

guides, were used to supplement the interview data. 

 

As shown in Table 5, program-specific outcomes can be classified under the 

broader areas, such as knowledge, skills and dispositions, through dialog with program 

faculty, and then linked back to areas emphasized in the conceptual framework and/or 

external agency standards. Simultaneously, specific outcomes by course/program can be 

linked to particular courses and course- or program-level assessments. Types of data 

generated from the assessments can also be noted during the interviews, whether 

nominal, ordinal or interval. 
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Table 5: Outcome-based Assessment System: Data Collection Tool for Program-

level Interviews 

 

Program:   

Program Contacts/Interviewee: 

Institutional 

Standards 

Professional 

Specialty 

Standards 

Program-

level 

Targeted 

Outcomes  

Learning 

Opportunities 

Assessments Types of 

Data and 

Performance 

Link with TC 

Conceptual 

Framework and 

institutional 

standards (S1-

S11) 

List standards 

addressed by 

number/notation 

List KEY 

outcomes 

targeted by 

program 

List courses, 

field experiences, 

other learning 

opportunities that 

address targeted 

program 

outcomes 

List MAJOR 

assessments that 

address targeted 

program outcomes 

(describe briefly). 

Identify if 

proficiency levels 

are used and 

criteria for the 

same. 

Identify if data 

are qualitative, 

categorical, 

ordinal or 

interval.  

  Knowledge    

  Skills    

  Dispositions    

  Diversity    

 

Typically, after an analysis of program level assessments by outcome, areas of 

need may emerge. This offers an opportunity for program faculty to make decisions on 

whether they wish to modify existing assessment procedures, or design/select new 

assessments for outcomes previously untapped. For example, in the Speech and 

Language Pathology area, the outcome-referenced analysis revealed that there might be 

assessment gaps under the “dispositions” areas. In particular, collaboration, advocacy, 

and social justice dispositions of candidates, although addressed through course work, 

were not directly assessed in courses or at the program level. The analysis also made 

clear, which of the existing course/program assessments would yield categorical or 
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quantitative data, and permit validation, categorization, and reporting for the unit-level 

assessment system.  

 

Timeline for Unit-level Assessment System Design 

 

Task* Time 

Aligning course/program level assessments with NCATE areas; 
gathering outcome-referenced data from programs/courses; linking 
outcomes with assessments; conducting a gap analysis; making decisions 
on new assessment needs by program/unit. 
 

Jan-May 03
  

Developing/selecting and validating outcome-based assessments; 
conducting tryouts, setting cut-scores, evaluating validity/reliability. 
 

July-Dec 03 

Systematic data collection by program and unit on outcome-based 
assessments. 
 

Jan-May 04 

Database preparation, preliminary report preparation at program and unit 
level, presentation of reports to stakeholder groups, refining of 
procedures for ongoing use. 
 

July-Dec 04 

*Specific tasks may be modified after presentation of the proposal to TC program faculty. 



 

 52

 

 

REFERENCES 

Achinstein, B. (2002). Conflict amid community: The micropolitics of teacher 

collaboration. Teachers College Record, 104(3), 421-455. 

Ada, A. F. (1986). Creative education for bilingual teachers. Harvard Educational 

Review, 56, 386-393. 

Allen, J. (Ed.), Class actions: Teaching for social justice in elementary and middle 

school. New York: Teachers College Press. 

Anderson, G. (1991). Cognitive politics of principals and teachers: ideological control in 

an elementary school. In J. Blase (Ed.), The politics of life in schools: Power, 

conflict and cooperation (pp. 120-139). London: Sage. 

Baker, C. (2001). Foundations of bilingual education and bilingualism. Clevedon and 

Buffalo: Multilingual Matters. 

Ball, S. J. (1987). The micro-politics of the school: Towards a theory of school 

organization. New York: Routledge Press. 

Ballenger, C. (1994). Teaching other people's children: Literacy and learning in a 

bilingual classroom. New York: Teachers College Press. 

Banks, J. (1994). Multiethnic education: Theory and practice (3rd edition). Boston: Allyn 

and Bacon. 

Banks, J. (1993). Multicultural education: Issues and perspectives. Boston: Allyn & 

Bacon. 

Banks, J. (1991a). A curriculum for empowerment, action, and change. In C. E. Sleeter 

(Ed.), Empowerment through multicultural education (pp. 125-141). Albany: 

SUNY Press. 

Banks, J. (1991b). Teaching multicultural literacy to teachers. Teaching Education, 4, 

135-144. 

Banks, J., Cookson, P., Gay, G., & Hawley, W. (2001, November). Diversity within 

unity: Essential principles for teaching and learning in a multicultural society. Phi 

Delta Kappan.  



 

 53

Barth, R. (1990). Improving schools from within: Teachers, parents, and principals can 

make a difference. San Francisco: Jossey Bass. 

Bartolomé, L. (1994). Beyond the methods fetish: Toward a humanizing pedagogy. 

Harvard Educational Review, 64, 173-194.  

Beane, J. A., & Apple, M. W. (1995). The case of democratic schools. In M. W. Apple & 

J. A Beane (Eds.),  Democratic schools. Alexandria, VA: Association for 

Supervision and Curriculum Development. 

Bissex, G. L. (1996). Partial truths: A memoir and essays on reading, writing, and 

researching. Portsmouth, NH: Heinemann. 

Borko, H., & Putnam, R. T. (1996). Learning to teach. In D. C. Berliner & R. C. Calfee 

(Eds.), Handbook of educational psychology (pp. 673-708). New York: 

Macmillan. 

Brophy, J.E., & Evertson, C.M. (1976). Learning from teaching: A developmental 

perspective.  Boston, MA: Allyn and Bacon. 

Carnegie Task Force on Teaching as a Profession. (1986). A nation prepared: Teachers 

for the 21st century. New York: Carnegie Corporation. 

Carr, W., & Kemmis, S. (1986). Becoming critical: Education, knowledge, and action 

research. Philadelphia, PA: Falmer Press. 

Chomsky, N. (1989). Necessary illusions: Thought control in democratic societies. 

Boston: South End Press. 

Clandinin, D.J. (1989). Developing rhythm in teaching. Curriculum Inquiry, 19(2), 121-

141. 

Clayton, C.D.G. (2002). New teachers as curriculum makers: Exploring relationship of 

knowledge, practice and self. Dissertation Proposal, Teachers College, Columbia 

University. 

Cochran-Smith, M., & Lytle, S. (1992, May). Communities for teacher research: Fringe 

or forefront? American Journal of Education, (3), 298-324. 

Cochran-Smith, M., & Lytle, S. (1993). Inside/outside: Teacher research and knowledge. 

New York: Teachers College. 

Code, L. (1991). What can she know? Feminist theory and the construction of 

knowledge. Ithaca, NY: Cornell University Press. 



 

 54

Connelly, F.M., & Clandinin, D. J. (1988). Teachers as curriculum planners: Narratives 

of experience. New York: Teachers College Press. 

Corey, S. M. (1953). Action research to improve school practices. New York: Bureau of 

Publications, Teachers College, Columbia University. 

Cummins, J. (1986). Empowering minority students: A framework for intervention. 

Harvard Educational Review, 56, 18-36. 

Darling-Hammond, L., Wise, A. E., & Klein, S. (1995). A license to teach: Building a 

profession for 21st century schools. Boulder: Westview Press  

Delpit, J. (1988). The silenced dialogue: Power and pedagogy in educating other people's 

children. Harvard Educational Review, 58, 280-298. 

Dewey, J. (1938). Experience in education. New York: Collins. 

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

the educative process. Boston: DC Heath and Company. 

Dewey, J. (1916). Democracy and education. New York: Free Press. 

Dillard, C.B. (1997). Placing student language, literacy, and culture at the center of 

teacher education reform. In J. King, E. Hollins, & W. Hayman (Eds.), Preparing 

teachers for cultural diversity (pp. 85-96). New York: Teachers College Press. 

Doyle, W. (1978). Paradigms for research on teacher effectiveness. In L.S. Shulman (Ed.), 

Review of Research in Education (Vol. 5). Itasca, IL: F.E. Peacock. 

Duesterberg, L. M. (1999). Theorizing race in the context of learning to teach. Teachers 

College Record, 100(4), 751-775. 

Edelsky, C. (1994). Education for democracy. Language Arts, 71, 252-257. 

Educational Research Service. (1995). Demographic factors in American education. 

Arlington, VA: Author. 

Elbaz, F. L. (1983). Teacher thinking: A study of practical knowledge. London: Croom 

Helm. 

Elden, M., & Chisholm, R. F. (1993). Emerging varieties in action research. Conference 

Proceedings of Science Education in South Africa, Capetown, South Africa. 

Elmore, R. (2000). Building a new structure for school leadership. Washington, DC: The 

Albert Shanker Institute. 



 

 55

Erickson, F. (1986). Qualitative methods in research on teaching. In M.C. Wittrock, (Ed). 

Handbook of research on teaching (3rd edition). New York: Macmillan. 

Evertson, C. M., & Green, J .L. (1986). Observation as inquiry and method. In M.C. 

Wittrock, (Ed.). Handbook of research on teaching (3rd edition). New York: 

Macmillan. 

Feiman-Nemser, S., & Melnick, S. (1992). Introducing teaching. In S. Feiman-Nemser & 

H. Featherstone (Eds.), Exploring teaching: Reinventing an introductory course 

(pp. 1-17). New York: Teachers College Press. 

Feiman-Nemser, S., & Remillard, J. (1996). Perspectives on learning to teach. In F. B. 

Murray (Ed.), The teacher educator's handbook: Building a knowledge base for 

the preparation of teachers (pp. 63-91). San Francisco: Jossey-Bass. 

Fine, M. (1986). Why  urban adolescents drop into and out of public high schools. In G. 

Natriello (Ed.), School dropouts: Patterns and policies. New York: Teachers 

College Press. 

Freire, P. (1985). The politics of education. South Hadley, MA: Bergin and Garvey. 

Freire, P. (1970). Pedagogy of the oppressed . New York: Seabury Press. 

Garcia, E. (1990). Educating teachers for language minority students. In W. R. Houston 

(Ed.) Handbook of research on teacher education (pp. 712-729). New York: 

Macmillan. 

Garcia, E. (1996). Effective instruction for language minority students: The teacher. In A. 

Darder, R. Torres, & H. Gutiérrez (Eds.), Latinos and education: A critical reader 

(pp. 362-372). New York: Routledge. 

Genishi, C., Ryan, S., & Ochsner, M. B., with Yarnall, M. M. (2001). Teaching in early 

 childhood education: Understanding practices through research and theory. In V. 

Richardson (Ed.), Handbook of research on teaching (4th ed., pp. 1175-1210). 

Washington, DC: American Educational Research Association. 

Good, T.S., & Brophy, J.E. (1986). Educational psychology (3rd edition). White Plains, NY: 

Longman. 

Greene, M.(1995). Releasing the imagination: Essays on the education, the arts, and 

social change. San Francisco: Jossey-Bass Publishers.  

Greene, M. (1988). The dialectic of freedom. New York: Teachers College Press. 



 

 56

Greene, M. (1978). Landscapes of learning. New York: Teachers College Press. 

Habermas, J. (1971). Knowledge and human interest. Boston, MA: Beacon. 

Harste, J. (1992). Inquiry based instruction. Primary voices K-6, 1(1), 2-5. 

Heubert, J. (1999). Law and school reform: Six strategies for promoting educational 

equity. New Haven: Yale University Press. 

Jennings, L. B., & Green, J. L. (1999). Locating democratizing and transformative 

practices within classroom discourse. Journal of Classroom Interaction, 34(2), i-

iv. 

Johnson, S. M. (1990). Teachers at work: Achieving success in our schools. New York: 

Basic Books. 

Kaelin, J. (1999). How white teachers perceive the problem of racism in the schools: A 

case study in “Liberal Lakeview.”  Teachers College Record, 100, 724-750. 

King, J. E. (1991). Dysconscious racism: Ideology, identity, and the miseducation of 

teachers. Journal of Negro Education, 60(2), 133-146. 

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

children.  San Francisco: Jossey Bass. 

Labaree, D. G. (1997). Public goods, private goods: The American struggle over 

educational goals. American Education Research Journal, 34(1), 39-81. 

Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral participation. 

New York: Cambridge University Press. 

Leinhardt, G. (1988). Situated knowledge and expertise in teaching. In J. Calderhead (Ed.), 

Teachers' professional learning (pp. 146-168). Basingstoke: Falmer. 

Lemberger, N. (1997). Bilingual education: Teachers' narratives. Mahwah, NJ: Lawrence 

Erlbaum. 

Lieberman, A., & Miller, L. (1990). Teacher development in professional practice 

schools. Teachers College Record, 92, 105-122. 

Louden, W. (1992). Understanding relection through collaborative research. In A. 

Hargreaves & M Fullan (Eds.), Understanding teacher development (pp. 178-

215). New York: Teachers College Press. 

Louis, K. S., & Kruse, S. D. (1995). Professionalism and community: Perspectives on 

reforming urban schools. Thousand Oaks, CA: Corwin Press. 



 

 57

Lucas, T. (1997). Into, through, and beyond secondary school: Critical transitions for 

immigrant youths. Washington, DC and McHenry, IL: Center for Applied 

Linguistics and Delta Systems. 

McCutcheon, G. (1988/1997). Curriculum and the work of teachers. In D.J. Flinders and 

S. J. Thornton (Eds.), The curriculum studies reader (pp. 188-197). New York: 

Routledge. 

McLaughlin, M. W., & Talbert, J. E. (1993). Contexts that matter for teaching and 

learning: Strategic opportunities for meeting the nation’s educational goals. 

Stanford, CA: Stanford University, Center for Research on the Context of 

Secondary School Teaching. 

Moll, L. C., Amanti, D. N., & Gonzalez, N. (1992). Funds of knowledge for teaching: 

Using a qualitative approach to connect homes and classrooms. Theory into 

Practice, 31, 132-141. 

Moll, L. C. & Gonzalez, N. (1997). Teachers as social scientists: Learning about culture 

from household research. In P. M. Hall (Ed.), Race, ethnicity, and 

multiculturalism: Policy and practice (pp. 89-114). New York: Garland. 

National Center for Education Statistics. (2000). Digest of educational statistics. 

Washington, DC: Government Printing Office. 

National Commission on Teaching and America’s Future. (1996). What matters most: 

Teaching for America’s future. New York: Author. 

Newmann, F. (1994, Spring). School-wide professional community. Issues in 

restructuring schools (Report No. 6), 1-6. 

Newmann, F., & Associates. (1996). Authentic achievement: Restructuring schools for 

intellectual quality. San Francisco: Jossey-Bass. 

Nieto, S. (1996). Affirming diversity. The sociopolitical context of multicultural 

education (2nd edition). White Plains, NY: Longman Publishers. 

Paley, V.G. (1994). The kindness of children. Cambridge, MA: Harvard University Press. 

Piaget, J. (1977). The development of thought: Equilibrium of cognitive structures (A. 

Rosin/trans.). New York: Viking. 

Polakow, V. (1992). The erosion of childhood. Chicago, IL: The University of Chicago 

Press. 



 

 58

Putnam, R. T., & Borko, H. (1997). Teacher learning: Implications of the new view of 

cognition. In B. J. Biddle, T. L. Good, & I. F. Goodson (Eds.), The international 

handbook of teachers and teaching (pp. 1223-1296). Dordrecht, Netherlands: 

Kluwer. 

Richardson, V. (1999). Teacher education and the construction of meaning. In G.A. 

Griffin (Ed.), The education of teachers: Ninety eighth yearbook of the National 

Society for the Study of Education. Chicago, IL: University of Chicago Press. 

Rogers, C. (2002). Defining reflection: Another look at John Dewey and reflective 

thinking. Teachers College Record, 14(4), 842-866. 

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

Schon, D. A. (1983). The reflective practitioner: How professionals think in action. New 

York: Basic Books. 

Schoonmaker, F. (2002). “Growing up” teaching: From personal knowledge to 

professional practice. New York: Teachers College Press. 

Shannon, P. (1993). Developing democratic voices. The Reading Teacher, 47(2), 86-94. 

Shor, I. (1992). Empowering education: Critical teaching for social change. Chicago: 

University of Chicago Press. 

Short, K. G., Schroeder, J., Laird, J., Kauffman, G., Ferguson, M., & Crawford, K. M. 

(1996). Learning together through inquiry. York, ME: Stenhouse. 

Sobol, T. (2002). The principal as moral leader. Tucker, M. S. & Codding, J. B. (eds.). 

The principal challenge. San Francisco: Jossey-Bass. 

Sturm, S., & Guinier, L. (1996). The future of affirmative action: Reclaiming the 

innovative ideal. California Law Review, 84(4), 953-1036. 

Tabachnik, B. R., & Zeichner, K.M., (1993). Preparing teachers for cultural diversity. 

Journal of Education for Teaching, 19, 113-124. 

Tabachnik, B. R., &  Zeichner, K. M. (Eds.) (1991). Issues and practices in inquiry-

oriented teacher education. New York: Routledge. 

Turnbull, A., & Turnbull, R. (2000). Families, professionals and exceptionality: A special 

partnership (3rd edition). Columbus, OH: Merrill Publishers. 



 

 59

Uhlenbeck, A. M., Verloop, N., & Beijaard, D. (2002). Requirements for assessment 

procedure for beginning teachers: Implications from recent theories on teaching 

and assessment. Teachers College Record, 104(2), 242-272. 

Villegas, A. M., & Lucas, T. (2002). Preparing culturally responsive teachers: Rethinking 

curriculum. Journal of Teacher Education, 53(1), 20-32. 

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

processes. Cambridge, MA: MIT Press. 

Weiner, L. (1999a). Urban teaching: The Essentials. New York: Teachers College Press. 

Weiner, L. (1999b). Preparing urban teachers to be change agents: A critical perspective. 

In F. Yeo, & B. Kanpol (Eds.), From nihilism to possibility: Democratic 

transformations for the inner city. Cresskill, NJ: Hampton Press.  

Weiss, C. H. (1998). Evaluation: Methods for studying programs and policies (2nd 

edition). Upper Saddle River, NJ: Prentice Hall. 

Westheimer, J. (1998). Among schoolteachers: Community, individuality, and ideology 

in teachers’ work. New York: Teachers College Press. 

Zumwalt, K. K. (1989). Beginning professional teachers: The need for a curricular vision 

of teaching. In M.C. Reynolds (Ed.), Knowledge base for the beginning teacher. 

Oxford: Pergamon Press. 

Zumwalt, K. K. (1982). Research on teaching: Policy implications for teacher education. 

In A. Lieverman, & M. McLaughlin (Eds.), Policy making in education: Eight 

first yearbook of the National Society for the Study of Education. Chicago: 

University of Chicago Press. 

 



 

 60

APPENDICES 

Appendix A: Research Centers and Institutes 

Appendix B: Teachers College Information Technology Progress Report 

Appendix C: Report of the Summer 1999 Teachers College Taskforce on Diversity and 

Community 

Appendix D: The Office of Diversity and Community Highlights Report 2001-2002 

Appendix E: Candidates’ Knowledge, Skills and Dispositions 

Appendix F: Teacher and Other School Professional Preparation Programs 

Appendix G: Inventory of Current Candidate-Level Assessments 

Appendix H: Department of Arts and Humanities Student Teaching Handbook 

Appendix I: Teachers College School Site Selection Criteria 

Appendix J: NYS Teacher Certification Examination Pass Rate Data 

Appendix K: Course Evaluation Form 

Appendix L: Student Satisfaction Survey Form 



 

 61

Appendix A: Teachers College Centers and Institutes (2002) 

 

Center for Arts Education Research 

Center for Educational and Psychological Services 

Center for Health Promotion 

Center for Technology and School Change 

Center for Opportunities and Outcomes for People with Disabilities 

Center for the Professional Education of Teachers 

Center on Chinese Education 

Community College Research Center 

Creative Arts Laboratory 

Edward D. Mysak Speech and Hearing Center 

Eric Clearinghouse 

Hechinger Institute on Education and the Media 

Hollingsworth Center  

Institute for Learning Technologies 

Institute for Research and Service in Nursing Education 

Institute for Urban and Minority Education 

Institute on Education and the Economy 

International Center for Cooperation and Conflict Resolution 

J. M. Huber Institute for Learning Organizations 

Klingenstein Center 

National Center for Restructuring Education, Schools, and Teaching 

National Center for the Study of Privatization in Education 

New Teacher Academy 

New York Accelerated School Center 

Peace Corps Fellows Program 

Peace Education Center 

Professional Development School Partnership 

Reading and Writing Project 

Research Center for Arts and Culture 
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Rita Gold Early Childhood Center 

School Law Institute 

Urban Science Education Center 
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Appendix B: Teachers College Information Technology Progress Report  

 

Teachers College has developed its information technology infrastructure by  

• creating a planning process;  

• continuously upgrading computers and network devices;  

• providing for faculty, staff and student development and user support; and  

• continuing to enhance electronic content resources. 

 

The Technology Advisory Committee is convened by the Director of Information 

Technology, and includes faculty, staff and students. It operates by discussion and 

consensus, with meetings open to all in the College. In fall, 1996, this group presented a 

set of recommendations for substantial information technology upgrades to the 

President’s Senior Staff The list was based on a set of goals for technology in support of 

the institutional mission, with an accompanying set of scenarios to more vividly describe 

activities that would be enabled as they are achieved (See Memorandum below). The 

administration, with support of the Trustees, designated $3 M for capital investment in 

technology, simultaneously committing to increased staff and life cycle funding for 

equipment in the operating budget. Since this work has been completed, the College is 

about to revisit the technology plan, the process for which will be determined in part by 

the institution’s developing strategic planning exercise. 

 

The Teachers College campus data network has a very high-speed connection to 

that of Columbia University. This provides TC with its Internet connection, while 

facilitating access to both the people and the content resources at the University. 

Columbia has multiple connections to the commodity Internet, as well as a link to 

Internet 2. All TC faculty, staff and students are entitled to free email accounts on the 

Columbia system. 

 

On the TC campus, all of the academic buildings and student residence halls are 

cabled for voice, data and video communication. All desktop computers have switched 

Ethernet connections, with higher bandwidth in areas such as computer labs. Portions of 
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the campus network backbone use Gigabit Ethernet, which will soon extend to all 

academic buildings. 

 

Active campus network/Internet connections are available in all offices, 

classrooms, meeting rooms and student residential units. The replacement cycle for 

computers is 2 years in computer classrooms, 3 years for public workstations, and an 

average of 4 years for offices. 

 

Three classrooms are designed for hands-on computer use during instructional 

sessions. Another 15 rooms have permanently installed multi-media equipment. This 

typically includes a computer, VCR, and video document camera, along with motorized 

screens, sound equipment, and touch-screen controls. Two or three additional classrooms 

are renovated and equipped at that level each year. More than 20 classrooms have a VCR 

and monitor. A variety of capture and replay devices such as video cameras, laptops and 

projectors, VCRs, audio tape decks and other equipment are available for use in other 

classrooms and off-campus. High-end computers equipped for ease of access by disabled 

students have been installed in the library. Laptops are loaned to disabled students for use 

in class. An Instructional Media Lab provides equipment and support for faculty and 

students to develop multi-media materials for use in TC classes, student practica, and 

research. 

 

Kiosks have been placed in over 20 corridor locations and the student lounge to 

provide convenient 24-hour web access to ClassWeb as well as to registration and student 

accounts, other TC and Columbia websites and email. 

  

While upgrading the network and computing equipment, the College has also 

undertaken to substantially increase the use of networked communication and online 

resources to enhance teaching and learning across the curriculum. TC ClassWeb is a 

common, user-friendly course environment that was initially developed in-house in 1997 

and is now based on the Prometheus product. It features pre-created websites for all 

credit courses in the schedule of classes. Information such as course title, instructor, and 
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students enrolled is loaded before the start of each semester and refreshed nightly. 

ClassWeb provides the typical array of course management system functions, from 

syllabi, to threaded discussions to file sharing and email. It is found within MyTC Portal, 

which provides College-wide announcements and collaborative tools for groups based on 

affinities other than class membership. 

 

A pro-active faculty training effort for ClassWeb includes email to all instructors 

prior to each semester, announcing system enhancements and the schedule of workshops 

on its use. Annual surveys and interviews of instructors and students have been used to 

gauge growing use and identify modifications to be made. 

 

A series of monthly informal Faculty Technology Luncheons has facilitated peer 

demonstrations and discussion of pedagogical issues. Topics have ranged from 

facilitating online discussions to new online resources to use of video clips in teacher 

education. 

 

Students have made extensive use of web and TouchTone access to registration, 

grade inquiry, and credit card payment. (More than 90% of all registration/drop/add 

transactions are performed in this way.) Plans are in place to enhance advising by 

enabling faculty to have web access to their students’ academic histories. 

 

Given the varied background in technology use that faculty and students bring, a 

multi-pronged approach is used to provide professional development and support. In 

addition to ClassWeb training, both Academic Computing and the Library provide a wide 

range of hands-on workshops open to faculty, students, and staff every semester 

(http://www.tc.columbia.edu/cis/training/default.htm) and 

http://lweb.tc.columbia.edu/cs/sessionmenu.html). Individual consulting is available to 

students and faculty for both high-end and low-end applications of technology. 

 

In 1998 the President convened a Task Force on Technology and the Future, 

which issued a report in April 1999. The recommendations included increased support for 
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faculty development and research efforts as well as creation of a semi-autonomous entity 

to develop innovative products and services based on technology and responsive to needs 

in the U.S. and internationally. Subsequent committee work led to adoption of an 

intellectual property policy that provides strong incentives to faculty creative efforts in 

the technology arena. 

 

Also stemming from the Task Force recommendations, a new position of 

educational technology specialist was filled in the Dean’s office in 2000 to support 

professional development of faculty in the use of technology. Graduate assistants have 

also been recruited for supporting faculty in the development of online content for 

courses. 

 

In 2000, two new faculty positions in the program in Communication, Computing 

and Technology in Education were authorized. The objectives are to grow the programs 

as well as to support development of technology integration throughout the College. 

 

TC is currently in the third year of a 3-year project funded by $ 1.1 M from a 

Department of Education program, Preparing Tomorrow's Teachers to use Technology 

(PT3). The project assists faculty in integrating technology into pre-service programs so 

that our graduates go out with the skills and experience from their coursework and 

student teaching that will enable them to use technology effectively in their teaching. 

 

The Dean’s grants for integrating technology in teaching and learning provide 

small grants in various combinations of summer salary, course relief, technical assistance 

and hardware/software was implemented several years ago at the recommendation of the 

Technology Advisory Committee. Recipients are expected to share findings at a Faculty 

Technology Lunch. 

 

By agreement with Columbia University, Teachers College faculty, staff and 

students have access to an extensive array of online databases including reference works, 
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indexes, full textbooks and journals, image archives, and news sources such as Lexis 

Nexis (see http://www.columbia.edu/cu/lweb/eresources/). 

 

In addition to providing technology infrastructure, support, and content resources 

for its faculty, staff and students, Teachers College provides resources to the wider 

community. Recent examples of this include the following: 

• The Center for Technology & School Change (CTSC) strives to integrate 

technology into all levels of education to improve teaching and learning. The 

Center works with organizations within Teachers College and outside of it to help 

them plan sound educational uses of technology, to implement projects that use 

technology, and to study the effects of new technologies on education. It has 

worked in 20-30 schools each year, providing teachers with assistance in using 

technology to enhance their curricula. 

• A computer lab was created in Milbank Library with a collection of software used 

in schools. The lab is used by pre-service students and faculty, individually and in 

classes and workshops, as well as by our partner schools, to learn about and test 

educational software. The lab was funded by the College and by our Preparing 

Tomorrow’s Teachers to Use Technology project from the US Dept. of 

Education. 

• Teachers College also participates in a second PT3 project, granted to a 

consortium of New York State colleges of education, which is working toward 

creating a model for the integration of technology in urban school settings. The 

NYS DOE is the lead partner in this project, and Ellen Meier directs the Teachers 

College part of it.    

• The Center for Technology and School Change has been working for the past four 

years with elementary teachers in our Professional Development School 

partnership, to integrate technology into their curricula. This project is headed by 

the National Council for Restructuring Education, Schools, and Teaching at 

Teachers College. 
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• An initiative of the Preparing Tomorrow’s Teachers to Use Technology project 

involves Milbank Library at Teachers College digitizing images from its archives 

for use by students, faculty, and partner schools. These images are being added to 

the Library’s database and include images from the history of New York schools 

and the Teachers College textbook and picture book collections. 

• The online public access catalog of Teachers College’s Milbank Library is 

available to the global community. The Model School Library website 

(http://lweb.tc.columbia.edu/cs/modelsl/) is also a resource open to the global 

Internet. Access to subscription-based databases and electronic text resources, 

however, generally requires a Columbia University ID. 

• The Distance Learning Program provides online learning which is available to 

people the world over, usually in both credit and non-credit modes. It sponsors 

two web-based certificates, Designing Interactive Multimedia Instruction, and 

Teaching and Learning with Technology. 

• In the past year, the Distance Learning Program has seen widespread response to 

new courses on teaching and learning in the post- 9/11 world, and AIDS 

education. 

• TC Innovations has developed a New Teacher Academy designed to provide 

online mentoring and professional development for new teachers and also 

increase retention. The work began in New York City public schools in Brooklyn, 

and has expanded from there. 

Projects underway and plans for the future include the following: 

 

• In January 2003, the student computer laboratory will reopen after a complete 

renovation funded by a donor. The reconfigured space will afford a 20% 

increase in the number of workstations along with increased space per person. 

Part of the area has been designed for collaborative learning. 
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• April 2003 will mark the beginning of the first phase of a multi-year, multi-

million dollar series of renovations to Milbank Library and Russell Hall in 

which it is located. Plans call for extensive additional technology installations 

for individual and collaborative student work, as well as for multi-media 

development. 

 

• The campus network backbone upgrades continue, along with implementation 

of wireless networking. 

 

• Increased capacity for videoconferencing is planned in order to support 

research, collaboration, and outreach efforts in areas including the Middle East 

as well as Asia and the U.S. 

 

• A new Fellowship Program for Distinguished New York City Principals has 

been funded for Spring, 2003, and will make use of technology in an innovative 

provide professional development initiative. 
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Appendix C: Report of the Summer 1999 Teachers College Taskforce on Diversity 

and Community 
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Report of the 

Summer 1999 Teachers College  

Taskforce on Diversity and Community 

September 9th, 1999 

 

Introduction 

 

Over the years, Teachers College has taken a position of attracting, welcoming 

and facilitating the broad spectrum of individuals and groups historically disenfranchised 

by other institutions or elements of our society. At times, this has been a difficult task, 

one which the College has struggled with and continues to struggle with. The concerns 

addressed by the Policy and Planning committee in the 1960s and 1970s, the problems 

voiced in 1994-1995 by the Faculty of Color (see memos in Appendix # 3), the current 

work of the Affirmative Action and Barrier Removal committees, and the recent 

resurgence of community-wide concerns at the College over issues of inclusion and 

mutual respect speaks to the difficulty and complexity of these challenges. 

 

At present, the College community is also facing tremendous upheaval during a 

period of fast-paced and fundamental change. This includes substantial changes in the 

physical plant, organizational structure, terms of employment, criteria for promotion, and 

so on. At this tune, the Teachers College community is struggling to maintain civility in 

personal interactions at all levels and attempting to build a sense of community in an 

institution where too many programs function in isolation and where the various College 

constituencies (trustees, administrators, faculty, professional staff, secretarial staff, 

maintenance staff; security staff; students) too often feel disconnected, misunderstood, 

and underappreciated. 

 

This report summarizes the charge, activities, and recommendations of the 

Summer 1999 Teachers College Taskforce on Diversity and Community. We see the 

current struggles of the College as challenging but hopeful. An effective response to the 

challenges will require dedicated efforts by all the elements of the Teachers College 



 

 72

To establish Teachers College as a magnet institution that attracts, supports 

and retains diverse students, faculty and staff at all levels, through its demonstrated 

commitment to social justice, its respectful and vibrant community, and its 

encouragement and support of each individual in the achievement of their full 

community (the administrative leaders, faculty, staff; and students) as well as cooperation 

among the elements. 

 

The Charge: 

 The President of Teachers College, Arthur Levine, in response to a Spring 

dialogue with the TC community, charged the taskforce with the task of “fashioning a 

plan for enhancing the diversity and quality of community at the College.” Specifically, 

he instructed us to: 

• Review the concerns and recommendations he had received from the TC 

Community in response to his initial letter in the Spring. 

• Diagnose & prioritize the issues. 

• Define goals & objectives for the College. 

• Suggest recommendations for achieving these goals. 

• Develop measurement indices to begin to assess the successful achievement of 

these goals. 

• Begin to foster Community buy-in to the objectives and recommendations. 

 

President Levine asked us to deliver this plan to him before the conclusion of the 

summer. 

 

Objective: 

The overall long-term objective identified by the taskforce was as follows: 
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Working Definitions: 

Diversity. The work of the Taskforce was guided by a most inclusive definition of 

diversity, which can be clarified through the categories of people recognized by the 

United States Government as historically having been denied equal access to the goods 

and services available to the dominant members of our society. These groups include 

individuals discriminated against on the basis of: age, disability, ethnicity, gender, race, 

religious affiliation, and sexual orientation. 

 

Community. The Taskforce worked with President Levine's vision of Teachers 

College as "(a) College that is a community defined as a place in which there is no "us 

and them, an environment characterized by caring, trust, mutual responsibility, integrity, 

communication, justice, and fairness...that is disciplined in the sense that individuals 

accept their obligations and responsibilities to the community and well defined 

governance procedures guide behavior supporting the common good...in which there is 

joy in that people are able to enjoy one another, rejoice in the accomplishments and 

special events in their lives, and celebrate what we accomplish together ... (and) that 

ensures diversity by aggressive recruitment of community members and support of those 

members in a climate of civility and respect." Our sense of a strong and vibrant 

community would be one that achieves unity by embracing constructive controversy and 

disagreement.  

 

Membership & Process of the Taskforce: 

 

• Membership: 

Leonard Blackman 

Michele Brown-Nevers   

Chris Cage 

Dennis Chambers, Co-chair 

Peter Coleman, Co-chair 

Robin Engels 

 Celia Genishi 
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Joseph Guagliardo 

Sharon Hewitt-Watkins 

Clarence Houston 

Richard Keller 

 Lee Knefelkamp 

 Connie McQueen 

 Sue Nanka-Bruce 

 Francisco Rivera-Batiz 

 Gita Steiner-Khamsi 

 Barbara Wallace 

 

The membership of the taskforce was expanded to involve other members of the 

community not initially appointed, members whom the taskforce felt were needed in 

order for the process to be more inclusive of the entire TC community. Members of 

Union 2110, Union 707, and a full-time student member were asked to work with the 

taskforce. The general approach to membership m the taskforce was not to ask people to 

be official representatives of any given constituency, but emphasized the bringing 

together of a diverse group a/individuals with different perspectives on the problems at 

the institution in order to foster a more inclusive and effective dialogue and problem-

solving process.  

 

• Our General Approach:  

The general approach to the process of the taskforce emphasized openness and 

inclusion. While, at times, this approach impaired the efficient achievement of the charge, 

it was felt to be necessary in order to thoroughly understand and effectively address the 

issues that we faced.  

 

We began our work by examining some of the data on community 

recommendations; however our access to the data was limited. Due to the confidential 

nature of the responses that had been elicited by the President, the taskforce worked 

mainly from summary reports. These included: 
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• Dr. Jacqueline Jordan Irvine's Report, 

• Arthur Levine's April 29th, 1999 letter to the TC community, 

• Barbara Wallace's DOVE Report, 

• The Management Network’s Report.  

 

We categorized the issues summarized in these reports into three general areas: 

• Diversity/Discrimination: those issues directly related to enhancing diversity 

at the College and ending institutional or interpersonal discrimination and the 

exclusion of minority voice and participation at the College; 

• Civility/Community: those issues related to building a more civil and 

cohesive community at the College including the need for better management 

practices and professional development; and 

• Academics: those issues related to the intellectual exploration and celebration 

of difference through such modalities as teaching, research, conferences, 

programs, institutes, and so on. 

Subcommittees were formed in these areas to define goals &, objectives and 

generate recommendations for each of these categories for: 

• immediate response (Summer 1999), 

• short-term response (beginning Fall 1999), and 

• long-term response (over the next 10 years). 

Each subcommittee was also instructed to develop assessment indices for their 

category, identifying the necessary base-line data and recommending the use of action 

research methodology. Each of toe subcommittees prepared and submitted reports (see 

Appendix #1). 

 

Immediate Concerns and Objectives: 

 

• Community Inclusion. The taskforce discussed at length the need to keep the TC 

community included in and informed about the on-going work of the taskforce. 
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• Crisis Intervention.  There was also great concern for members of the TC community 

who had expressed a high-level of stress, emotional or somatic problems, or other 

difficulties in coping with the environment at Teachers College. 

• Continuity. Members of the taskforce felt it was critical that whatever 

recommendations that were generated by the taskforce be informed by and perhaps 

build-on previous initiatives implemented by other individuals or offices at the 

College.  

• Base-line Data. It became apparent that the College had little institutional memory 

and no systematic method for describing and evaluating activities aimed at enhancing 

diversity and community at the College. 

 

Immediate Activities: 

In response to the above concerns, several immediate initiatives were set in 

motion by the taskforce: 

 

• Several activities were implemented to involve the community in the work of the 

taskforce. An email server list was established to communicate with the Diversity 

Taskforce on the Exchange email system. A private TC mailbox was established for 

the Taskforce. Summary sent to the TC community to members of the community 

informed about the work of the taskforce. Hard copies of the summary emails were 

posted on the bulletin board located outside of the Purchasing Office.  Special weekly 

office hours of all members of the taskforce were sent out to the community. The 

Diversity Committee Coordinator, Yolanda E. (Weal, was available to speak to 

members of the community on a full-time basis. Many members of the taskforce met 

formally and informally with numerous members of the TC community to further 

discuss concerns and recommendations. 

 

• We compiled a list of internal resources for support at the College for those members 

of our community that were in crisis and made this list available to the community 

through email and through a memo which was attached to paychecks (See Appendix 

#2). 
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• We recruited a part-time clinical psychologist from outside the College (Dr. Kendra 

Haven) to be available for members of our Community who were in need. This 

resource was intended to enhance the currently existing resources provided by the 

College.  

 

• We began conducting an inventory of all activities that had been or were currently 

being conducted at the College which were relevant to diversity and community. This 

data was collected through interviews and surveys. The hope of the taskforce is that 

our final set of recommendations will build on many of these current or prior 

initiatives (See Appendix #3).  

 

• We began to compile demographic and turnover trend data for the various 

constituencies at the College for the past several years (students, faculty, employees, 

etc. See Appendix #3).  

 

Short-term Priority Concerns and Objectives: 

Our analysis of the data identified a few priority concerns. They include the 

following: 

 

• There is a great need to facilitate a better shared-understanding for the entire TC     

community of the central problems that TC faces in the areas of diversity and 

community. This includes the need to raise community-wide awareness around rank, 

privilege and the stress and oppression that members of our community experience.   

• There is an important need for the leadership of the College to proclaim publicly and 

act in a manner that signals the high-level of importance that they hold for 

transforming Teachers College into an institution which successfully achieves 

"excellence and equity” at all levels. 

• There is a significant need to involve more diverse individuals in the critical decision-

making processes that reside at the higher-levels of the institution. 
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• There is a critical need to establish more effective systems of accountability at the 

College to ensure the timely implementation and follow-through of all initiatives 

related to diversity and community. 

• There is a need to provide a space at the College for all members of the community 

where concerns around diversity, inclusion and respect can be expressed and explored 

in a climate of openness, respect, genuine concern, and responsiveness. 

• There is an important need to begin to systematically measure and evaluate 

demographic and turnover trends at the College as well as all initiatives implemented 

to address diversity and community. 

 

Short-term Recommendations: 

The above concerns require immediate action beginning in Fall 1999. The 

Taskforce recommends that all new initiatives aimed at enhancing diversity and building 

community be implemented within the following parameters: 

 

• That all new initiatives be announced as part of a comprehensive and multi-faceted 

program for enhancing diversity and community at Teachers College and brought 

forth in the fall and developed with input from the trustees, the faculty, the 

administration, the staff, the various ethnic student associations and the student body.  

• That the taskforce reconvene once in February 2000 to offer feedback and assess 

progress of the program, and once again next September 2000 to continue to assess 

progress and modify the program. 

• That during the implementation phase of this work, the President continue to consult 

with members of the TC community who are actively involved with the initiation and 

management of activities aimed at enhancing diversity and building community at the 

College. The objective of these consultations would be to assist with the coordination 

and integration of any new activities and initiatives regarding diversity and 

community at the College with an ongoing activities in a manner that enhances and 

builds on the current work. Members of the TC Taskforce on Diversity and 

Community would be available to serve in this capacity on an as-needed basis far a 

period of one year. The subcommittees of the Taskforce include: 
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• Diversity/Discrimination:  Dennis Chambers, Peter Coleman, Joseph 

Guagliardo, Richard Keller, Connie McQueen, and Barbara Wallace.  

• Civility:  Leonard Blackman, Michele Brown-Nevers, Sharon Hewitt-

Watkins, Clarence Houston, and Sue Nanka-Bruce  

• Academics: Robin Engels, Celia Genishi, Lee Knefelkamp, Francisco 

Rivera-Batiz, Gita Steiner-Khamsi. 

 

The President should work with other members of the TC community on these 

activities as the need arises. Any on-going involvement m this work should be supported 

by the College in a manner that conveys the high priority given to this work. 

• Finally, all initiatives should be evaluated on an annual basis and be subject to 

modification and/or elimination if they are unsuccessful in achieving their objectives. 

 

Framework: 

Again, we wish to emphasize the overall objective of establishing Teachers 

College as a magnet institution that attracts, supports and retains diverse students, 

faculty' and staff at all levels, through its demonstrated commitment to social justice, its 

respectful and vibrant community, audits encouragement and support of each individual 

in the achievement of their full potential.  

 

Successfully achieving such an objective will require a systemic effort with 

substantial changes in the culture, structure, functioning, and output of the College. These 

areas are defined as follows: 

 

• Culture: the underlying values and meaning systems of the College. This tends to be 

most effected by the leadership, mission, and strategy of the institution.  

• Structure: the arrangement of functions and people into specific areas and levels of 

responsibility such as decision-making authority. 

• Functioning: the systems [policies and procedures], management practices, and social 

and task requirements of all members of the College.  
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• Output: the ideas, products, and services we generate at the College.  

 

Our short-term recommendations have been organized below to target change in 

the culture of Teachers College through its leadership, mission & strategy, and to begin 

to institutionalize these changes through initiatives aimed at the overall structure, 

functioning and output of the College. 

 

Recommendations: 

 

LEADERSHIP: 

1. The President of the College should take full responsibility for initiating, 

organizing, and supervising a comprehensive and multi-faceted program for 

enhancing diversity and community at Teachers College. The President should 

report annually to the trustees, faculty and community on the progress of this 

program. 

2. Other members of the formal leadership of the College (the Trustees, members of 

the Executive Cabinet, the Department Chairs, the Faculty Executive Committee, 

Student Officers, and so on) should be proactive in their efforts to work with the 

President and the College on any new initiatives implemented to enhance 

diversity and community at Teachers College. 

3. The President should appoint one member of the Executive Cabinet (or bring in 

another member) to be temporarily responsible for the management, coordination 

and accountability of the Colleges initiatives around diversity and community. 

4. The College should develop and search for an executive-level position responsible 

for the ongoing development, management, coordination and accountability of the 

Colleges initiatives around diversity and community. This individual should be 

designated a member of the Executive Cabinet and should report directly to the 

President of the College. 

5. The Taskforce wishes to forge a partnership with the leadership of the College 

(Executive Cabinet, FEC, Chairs, Trustees, etc.) by participating together in a 

joint-training program around awareness of privilege and diversity and in skills 
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for constructive conflict resolution. This training should eventually be College-

wide, however members of the Taskforce and the leadership of the College should 

begin the process to model its value and importance for the community. 

 

 MISSION & STRATEGY 

1. The College should include and prioritize in its mission the goal of establishing 

Teachers College as a magnet institution that attracts, supports and retains diverse 

students, faculty and staff at all levels, through its demonstrated commitment to 

social justice, its respectful and vibrant community, and its encouragement and 

support of each individual in the achievement of their full potential. 

2. The various strategic plans of the College (Departmental 5-year plans. 

Administrative plans, etc.) should be re-examined in light of the above change in 

the College's mission and be modified to lay-out specific goals and plans for 

enhancing diversity and building community in their domain. These plans should 

specifically address a means for     implementing an equal opportunity criteria and 

system of accountability for the hiring of all part-time teaching staff (adjuncts, 

instructors, etc.) in each Department at the College. 

 

STRUCTURE: 

1. The College should establish a substantial budget line in the 2000-2001 budget to 

support the human and institutional resources necessary for a comprehensive 

approach to diversity and community 

2. The President should expand his Executive Cabinet to include more members of 

underrepresented minorities and actively involve them in critical decision-making 

processes which concern the College and the surrounding community. 

3. It is recommended that the student aid process be restructured so that it become 

more accountable to the needs of the various populations of students seeking 

assistance. 

4. It is recommended that the College continue to support the research, teaching and 

service activities of the Institute for Urban and Minority Education (IUME). 

Along these lines, it is recommended that the College begin immediately a strong, 



 

 82

national search for a IUME Director. It is also recommended that the College, in 

consultation with the IUME Director, Dr. Erwin Flaxman, and representatives 

from the TC community set priorities for the development of IUME over the next 

five years, with the goal of making IUME the focus of the College's initiatives on 

the study of educational issues relating to race, ethnicity, etc. 

5. It is recommended that the College establish serious conversations with the 

various Columbia University academic centers and programs dealing with 

diversity and community, with the goal of engaging in joint initiatives regarding 

faculty recruitment, curriculum development, research and community service. It 

is recommended that the President and Dean of the College meet in September 

with the Director of Columbia's Center for the Study of Race and Ethnicity, the 

Director of the Institute for Research on Women and Gender, Vice-President 

David Cohen, and SIPA Dean Lisa Anderson to discuss joint ventures. 

6. It is recommended that the College separate the EEOC Officer position from the 

position of Director of Personnel in order to establish a better "check and balance" 

system for purposes of accountability. 

  

FUNCTIONING: 

1. It is recommended that, to begin the process of healing and reconstructing a 

community environment at the College, the President sponsor a special TC Town 

Meeting with the participation of students, faculty and staff early in the Fall 

semester. The Town Meeting would invoke the assistance of prominent figures 

representative of the diversity of groups at TC, and would encourage all classes at 

TC to devote a one-day period of reflection and discussion on the topic of 

community and diversity. 

2. The College needs to provide and institutionalize an on-going opportunity (town-

hall meetings, merged cunix and exchange email systems, etc.) for members of 

the community to speak-out and to become more directly involved in the on-going 

work of the College around diversity and community...in a manner that informs 

the work of the College. 
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3. The College should take a leadership role in President Clinton's Initiative for One 

America by agreeing to sponsor the following activities in Fall, 1999: 

            

• Campus Town Hall Meetings on Race 

• Campus-Community Partnerships 

• Student Leaders Meetings 

• Community Service Projects 

• Other Campus Activities 

 

4. The College should begin working with Personnel and the various TC research 

institutes (such as IUME) to continue the Diversity and Community inventory 

process and to begin to develop more specific and systematic methods of 

evaluating demographics and other indices of diversity at the College (such as 

satisfaction surveys, measures of attitudes, climate, promotion, turnover, etc.). 

The College should develop a specific protocol and mechanism for collecting 

diversity and community related information. It should include working 

definitions and reporting expectations. The existing support services and 

grievance procedures for employees for the College should also be thoroughly 

evaluated. 

5. It is recommended that the College request that department faculty meet in a 

retreat with departmental staff during the Fall semester to begin a process of team-

building which actively integrates the staff as partners in the activities of 

departments at TC. This would create a supportive work environment for faculty 

and staff that would ensure collaboration and communication across the 

administrative and academic boundaries. The outcome for this partnership would 

be a more cohesive and effective unit that would support and facilitate the-

students full academic experience at the College. 

6. It is recommended that the College appoint a Task Force to study means of 

improving student-faculty-staff interactions, with the goal of allowing systematic 

student input into the various structures at the College-wide level, in the 

Departments, and in courses. 
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7. It is recommended that the Affirmative Action Committee restructure its 

recruitment efforts so that offers for the Minority Postdoctoral Fellowship 

Program be made in February or early March instead of April or later. 

8. It is recommended that the College's Target of Opportunity Program be integrated 

more closely to the work of departments and research centers at TC, with the 

Program's committee members meeting as a group with department chairs and" 

research center directors (jointly and individually) in September or October to 

discuss recruitment efforts for the year. 

9. It is recommended that the College establish a Racial Harassment policy at TC. 

10. We recommend that staff orientations be altered to include a dialogue session with 

new employees regarding the institutions' values around diversity and community. 

These orientations should be implemented for all full and part-time employees. 

11. We recommend that on-site, consistent training be offered from the Office of 

Personnel services in such areas as conflict resolution, diversity/civility and TC 

history. This training must be monitored by the leadership of the College 

(Diversity Executive) in order to maintain quality control of these services. 

12. All members of the TC community should be encouraged to be accountable and to 

hold each other accountable for civility. 

13. We recommend that the College hold exit interviews for all employees who leave 

or retire. These interviews should be conducted in a confidential manner by 

someone other than the employee's supervisor to assure proper feedback for the 

institution. 

14. We recommend that the College include the criteria of respect and civility in all 

personnel performance appraisals and teacher evaluations. 

 

OUTPUT: 

1. It is recommended that, to foster the College's academic dialogue on age, disability, 

ethnicity, gender, race, religious affiliation, and sexual orientation, etc., the College 

sponsor a yearly series of academic panel discussions on these issues, tentatively 

titled: Diversity in Higher Education. These activities should be coordinated with the 
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work of Robert Carter's Cross-Cultural Roundtable and be carried out by IUME in 

collaboration with the President's Office. 

2. It is recommended that the College establish as one of its funding priorities the 

support of academic efforts oriented to study and teach the educational issues facing 

African Americans, Asian Americans, Immigrants, Latinos, Persons with Disabilities, 

Women, and the many other groups that constitute American communities. It is 

recommended that the funding efforts be targeted to specific populations rather than 

to general, vague areas, such as "diversity," or "multiculturalism." 

 

Long-term Goals: 

 

• Increase the numbers of diverse individuals among administration, faculty, staff and 

students.  

• Model valuing diversity through hiring, promotion and retention.  

• Create an environment in which the voice of the traditionally oppressed and 

marginalized is heard and valued.   

• Model curriculum design, student training, staff training, and professional 

development which prepares all members of the community to function effectively in 

diverse settings. 

• As with the College's technology initiatives, TC should undertake the task of 

modeling for others and marketing to them state-of-the-art approaches to the 

challenges of diversity, civility, privilege, and multiculturalism in institutions of 

higher education. 

 

Long-term Recommendations: 

 

1. It is recommended that the College design a plan to foster the departmental and 

college-wide introduction of curriculum explicitly dealing with the educational issues 

facing African Americans, Asian Americans, Latin Americans, Native Americans, 

Gays and Lesbians, Immigrants, persons with Disabilities, Women, and other groups 

forming part of the TC community and its environs. 
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2. It is recommended that the College target external fundraising efforts to create 

endowed chairs that would support College efforts to strengthen the College's 

research, teaching and service on the education of African Americans, Asian 

Americans, Immigrants, Latinos, etc. 

3. It is recommended that the College seek external fundraising, particularly among 

alumni, to target financial aid for minority students. 

4. It is recommended that the College study ways to reduce the administrative workload 

for junior faculty and reduce committee assignments in the pre-reappointment stage. 

It is also recommended that the College (a) study the possibility of a reduced teaching 

load in the 4th and 5^ year (that is the years before the tenure review), and (b) give 

more flexibility for faculty to allocate their teaching load among various semesters 

and years, leading, for example, to a 4-course teaching load in the fall semester, and a 

1-course load in the spring semester. 

5. It is recommended that the College target external fundraising efforts to endow the 

acquisition of special library collections on the education of African Americans, 

Asian Americans, Latinos, etc. 

6. It is recommended that the College engage in a long-term project to endow its 

facilities with art that reflects and celebrates the diversity of the TC community. The 

College should consider external fundraising to endow special seminar rooms at the 

College honoring or celebrating influential educators in the country, with the goal of 

incorporating the diversity of TC’s community into the visual and spatial 

environment of the College.         

 

Challenges and Constraints on the Work of the Taskforce: 

Finally, the challenges and constraints surrounding the successful achievement of 

our charge were considerable. 

• First, we were asked to address an extensively diverse array of institutional issues 

around civility, diversity and community.  

• Second, we were asked to accomplish our task in a relatively short period of time (3 

months).  
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• Third, we were asked to conduct community-based work over the summer when 

many members of our community were absent or unavailable.  

• Finally, and perhaps most importantly, we were asked to address many issues (such 

as experiences of racism at the College) that require substantial time for process, and 

that cannot be fully or even adequately addressed in a short period of time.  

 

It is due to these constraints that the taskforce has made immediate, short-term, 

and long-term recommendations. We see the Colleges work on diversity and community 

building as a long-term process. Such a process should learn from past mistakes, build-on 

past successes, address immediate concerns, and mobilize its members to work for short-

term and long-term change in pursuit of a healthier, more equitable, and more effective 

institution. 

 

APPENDIX # 1 

SUBCOMMITTEE REPORTS 

 

Diversity Task Force 

Report of Sub-Committee on Academics 

(July 22, 1999) 

Committee Members: 

 

 

Robin Engels 

Celia Genishi 

Lee Knefelkamp (absent) 

Francisco Rivera-Batiz (Chair/Coordinator) 

Gita Stemer-Khamsi 

 

The Sub-Committee on Academics focused on examining diversity and 

community issues in relation to the academic structures and environment of the College. 

The areas within this domain that were discussed included: the curriculum adopted by the 
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various academic departments; the supporting academic infrastructure, including 

libraries, research centers, facilities, etc.; the faculty and issues relating to recruitment 

and retention of professors; staff and administrative structures, including their role in 

academic community-building; the student population; and community relations. 

 

The Sub-Committee concludes that, although there are a number of exciting 

initiatives regarding diversity and community at Teachers College, the efforts appear to 

be limited in nature, are not coordinated, do not receive adequate resources, and are not 

given the college-wide priority that they deserve. In view of this overall conclusion, the 

Sub-Committee makes the following specific recommendations: 

 

Short-Term Recommendations: 

 

General Recommendation 

The Committee makes a number of short-term and long-term recommendations 

oriented to fostering diversity and community at Teachers College. In order to coordinate 

the various initiatives proposed by the Committee, and to begin the process, it is 

recommended that the College allocate $50,000 far these purposes, as detailed in the 

attached budget request. To avoid duplication of existing efforts, it is recommended that 

the Institute far Urban and Minority Education (IUME) coordinate this initiative and be 

in charge of its budget allocation, in collaboration with the President's Office. 

 

 

Specific Recommendations 

1. It is recommended that, to begin the process of healing and reconstructing a 

community environment at the College, the President sponsor a special TC Town 

Meeting with the participation of students, faculty and staff early in the Fall 

semester. The Town Meeting would invoke the assistance of prominent figures 

representative of the diversity of groups at TC, and it would bring all classes at 

TC to a one-day period of reflection and discussion on the topic of community 
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and diversity. Coordination of these activities would be carried out by IUME in 

collaboration with the President's Office. 

2. It is recommended that, to foster the College's academic dialogue on race, gender, 

ethnicity, disability, sexual orientation, etc., the College sponsor a yearly series of 

academic panel discussions on these issues, tentatively titled: Diversity in Higher 

Education. Coordination of these activities would be carried out by IUME in 

collaboration with the President's Office. 

3. It is recommended that the College request that department faculty meet in a 

retreat with departmental staff during the Fall semester to begin a process of 

team-building which actively integrates the staff as equal partners in the activities 

of departments at TC. 

4. It is recommended that the College appoint a Task Force to study means of 

improving student-faculty-staff interactions, with the goal of allowing systematic 

student input into the various structures at the College-wide level, in the 

Departments, and in courses. 

5. It is recommended that the student aid process be restructured so that it become 

more accountable to the needs of the various populations of students seeking 

assistance. 

6. It is recommended that the College establish as one of its funding priorities the 

support of academic efforts oriented to study and teach the educational issues 

facing African Americans, Asian Americans, Immigrants, Latinos, Persons with 

Disabilities, Women, and many other groups that constitute the Teachers College, 

Columbia, New York City, and National and American communities. It is 

recommended that the funding efforts be targeted to specific populations rather 

than to general, vague areas, such as "diversity,” or “multiculturalism.” 

7. It is recommended that the College continue to support the research, teaching and 

service activities of the Institute for Urban and Minority Education (IUME).  

Along these lines, it is recommended that the College begin immediately a strong, 

national search for an IUME Director.  It is also recommended that the College, in 

consultation with the IUME Director. Dr. Erwin Flaxman, and representatives 

from the TC community set priorities for the development of IUME over the next 
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five years, with die goal of making IUME the focus of the College's initiatives on 

the study of educational issues relating to race, ethnicity, etc. 

8. It is recommended that the College establish serious conversations with the 

various Columbia University academic centers and programs dealing with 

diversity and community, with the goal of engaging in joint initiatives regarding 

faculty recruitment, curriculum development, research and community service. It 

is recommended that the President and Dean of the College meet in September 

with the Director of Columbia's Center for the Study of Race and Ethnicity, the 

Director of the Institute for Research on Women and Gender, Vice-President 

David Cohen, and SIPA Dean Lisa Anderson to discuss joint ventures. 

9. It is recommended that the Affirmative Action Committee restructure its 

recruitment efforts so that offers for the Minority Postdoctoral Fellowship 

Program be made in February or early March instead of April or later. 

10. It is recommended that the College's Target of Opportunity Program be integrated 

more closely to the work of departments and research centers at TC, with the 

Program's committee members meeting as a group with department chairs and 

research center directors (jointly and individually) in September or October to 

discuss recruitment efforts for the year. 

  

Long-Term Recommendations: 

1. It is recommended that the College design a plan to foster the departmental and 

college-wide introduction of curriculum explicitly dealing with the educational 

issues facing African Americans, Asian Americans, Immigrants, persons with 

Disabilities, Women, and other groups forming part of the TC community and its 

environs. 

2. It is recommended that the College target external fundraising efforts to create 

endowed chairs that would support College efforts to strengthen the College's 

research, teaching and service on the education of African Americans, Asian 

Americans, Immigrants, Latinos, etc. 

3. It is recommended that the College seek external fundraising, particularly among 

alumni, to target financial aid for minority students. 
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4. It is recommended that the College study ways to reduce the administrative 

workload for junior faculty and reduce committee assignments in the pre-

reappointment stage. It is also recommended that the College (a) study the 

possibility of a reduced teaching load in the 4th and 5th year (that is, 1 and 2 years 

before the tenure review), and (b) give more flexibility for faculty to allocate their 

teaching load among various semesters and years, leading, for example, to a 4-

course teaching load in the fall semester, and a 1-course load in the spring 

semester. 

5. It is recommended that the College target external fundraising efforts to endow 

the acquisition of special library collections on the education of African 

Americans, Asian Americans, Latinos, etc. 

6. It is recommended that the College engage in a long-term project to endow its 

facilities with art that reflects and celebrates the diversity of the TC community. 

The College should consider external fundraising to endow special seminar rooms 

at the College honoring or celebrating influential educators in the country, with 

the goal of incorporating the diversity of TC’s community into the visual and 

spatial environment of the College. 

 

Work of the Sub-Committee 

• Establish sufficient base-line data on demographics by target, turnover (hiring, 

retention, firing), initiatives in place, and satisfaction/evaluation of initiatives. 

 

Short-term recommendations: (This will need to be organized systemically: 

structure, people, etc... and prioritized.) 

• Search and hire an executive VP of Diversity 

• Close the doors for business for a day and provide a forum to begin discussion of 

recommendations. 

• Provide training and supervision for faculty on integrating multicultural issues 

into their curriculum. 

• Conduct training/diversity work retreats for College leadership (Executive 

cabinets. Chairs, etc.). These should emphasize raising awareness around 
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privilege and diversity, and working to develop their own initiatives and 

performance evaluation criteria for their positions). 

• Begin planning for future search process involving entire TC community. 

• Establish a venue for ongoing dialogue on diversity and community concerns 

(town halls, lunch meetings, etc.). 

• Publish an article on the struggles with diversity at TC. 

• Integrate diversity into the main mission of the College. 

• Overhaul the systems of redress that currently exist at the College for persons 

who allege discrimination on the basis of their difference. 

• Separate EEOC officer from Director of Personnel. 

• Expand Executive cabinet to involve more diverse members of the community 

(VP of diversity, EEOC officer, HR manager). 

• Restructure personnel and student services in a manner that is more responsive to 

concerns around discrimination and diversity (watchdog, process, and grievance). 

• Set targets for each group of employees. 

• Examine equity and fairness issues around compensation at the College. 

• Provide sources of funding and support for the organization and mobilization of 

minority groups on campus. 

 

 Evaluation research: 

• Provide base-line data and current-status diversity inventory to entire 

community. 

• Begin systematic collection of demographic and turnover data (track who works 

and studies here and who leaves and why. The categories need to be inclusive of 

all members of the community [e.g., disabled, etc.]). 

• Make this data public. 

• Involve Research Centers m establishing better (specific and measurable) indices 

for the ongoing evaluation of diversity initiatives around the college (satisfaction 

surveys, measures of attitudes, climate, promotion, etc.). 

• Begin a thorough evaluation of support resources for the College. 
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• Action research: Apply ongoing findings to work in this area. 

 

Definition of Diversity 

In our society as well as in the field of higher education, there have been many 

attempts to define and describe diversity. Some of the resulting approaches have been 

developed to facilitate research, while other approaches emphasize certain aspects 

included under the rubric of diversity geared toward minimizing the effects of long 

standing discrimination through the development of programs and services. At base, 

however, all approaches have sought to achieve a working definition of "diversity" in the 

face of a consistently evolving social context. Struggling with such approaches to grasp 

the concept of diversity. The Diversity Task Force has taken into consideration the long 

standing and cutting edge philosophy underpinning the overall mission of the College, 

which is to effectively utilize distinctive human experiences for the ultimate goal of 

weaving a social web. Over the years, Teachers College has taken a position welcoming, 

attracting, and facilitating the broad spectrum of individuals and groups historically 

disenfranchised by other institutions or elements of our society. 

 

The definition given here and embraced by the College is the most inclusive 

definition of diversity. This describes individuals and groups as elements of diversity 

where they by self-identifying as, or being considered as belonging to or holding 

membership in a group other than the dominant society. This broad definition can be 

somewhat clarified through the categories recognized by the United States Government 

as historically having been denied equal access to the goods and services available to 

non-minority members of our society. Groups sanctioned by the government include 

individuals discriminated against on the basis of race, ethnicity, gender, age, sexual 

orientation, religious affiliation, and disability. 

 

While the central use of such a definition may be to ensure that discrimination on 

these grounds is not tolerated at Teachers College, the ultimate goal of explicitly defining 

diversity is to state that the inherent value in difference on any basis is positively 

recognized, and that as members of the Teachers College community, we choose to 
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accept and embrace distinctions These differences reflect a very significant educational 

aspect of the value of training at Teachers College. We will fail to be effective educators 

if we are unexposed to the best minds found in every niche throughout society. It ism the 

understanding of differences, which individuals create in and manifest from one another, 

that true learning can take place. In an environment such as this, engendered from every 

capacity, members acknowledge each other's distinctive qualities, while at the same time, 

rejoice in that very fact. Prohibited from discriminating on the basis of the above-

mentioned qualities, members pledge to embrace the variable human tapestry of 

difference in evidence at Teachers College.  

 

In deliberating its recommendations, the Sub-committee examined the 

following general areas. A summary of the discussion is attached. 

 

Curriculum. Issues discussed here regarded the incorporation of diversity issues 

within the courses offered by various departments, the need for communication and 

coordination across departments not only on diversity issues but also on other aspects of 

the curriculum, the need to establish supporting structures for the development of 

innovative curriculum regarding racial and ethnic minorities, gender issues, etc. Specific 

programs were discussed, such as the Urban Education Concentration in the Curriculum 

and Teaching Department and the Multicultural Education Certificate offered by the 

Institute for Urban and Minority Education (IUME). 

 

Committee members felt that over the last 15 years the College has dealt with 

diversity issues by introducing '"urban education" or •'multicultural education" into the 

academics of the College, through programs, centers, etc. This focus fit well with the 

academic interest on "'urban education" in the 70s and 80s, and the shift in interest to 

''multicultural education" in the early nineties. In the last 10 years, however, most 

universities and colleges, as well as school systems across the nation, have gradually 

moved on from concepts of disadvantaged," "urban education," "minorities," "diversity," 

and "multiculturalism" to a more detailed examination of the various groups which are 

included in these categories. For instance, the movement to expand Ethnic Studies 
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Programs, Women's Studies or Gender Studies, Gay and Lesbian Studies, etc. has 

boomed in the 90s. At Columbia, academic study programs at the undergraduate level in 

all of these fields were created or expanded in the nineties or otherwise have been 

proposed. As these programs have developed and become popular, the curriculum and 

teaching in African American Studies, Latino Studies, Asian American Studies, etc. has 

proliferated. Committee member felt that TC was behind the times in this arena, and the 

academics at the College must foster teaching, research and service, which deals with the 

education of Latinos, African Americans, Asian Americans, Immigrants, Persons with 

Disability, Women, etc. It was proposed that a search of the courses, research institutes, 

conferences, etc. be done to see how much was currently offered that targeted specific 

groups within the population, as opposed to a combination of groups under the categories 

of “multicultural," “urban," etc. 

 

On this issue, there was some discussion about why TC has avoided a focus on 

particular groups within the population, and some committee members noted fears about 

“balkanization" of the curriculum. 

 

Committee members felt that, from the academics side, Teachers College should 

prioritize issues of diversity (race, ethnicity, gender, disability, sexual orientation, etc.). 

To make TC a leading center for teaching, research and service on these issues. 

 

Resources: Issues discussed here involved: the presence or absence of academic 

collections at the library dealing with the education of various groups. There was also a 

discussion of priorities on the space available for projects involving diversity issues. 

 

Members of the Committee felt that the College should prioritize the resources ft 

currently offers in order to promote and foster diversity and community at TC. Although 

words and meetings are always helpful, the reality is that the College needs to show that 

it gives a priority to these issues. 
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Staff/Administration: Several issues relating to staff and administration were 

discussed. Most importantly was the need to work as a team and avoid segmentation 

between faculty and non-faculty. It would make the work climate more conductive to 

team building if administrative and support staff were considered part of the academic 

team. 

 

The administrative support staff is instrumental in the management and efficient 

running of an academic department. They are in front line positions, dealing with a 

multitude of student questions ranging from program information to where they might 

obtain off-campus housing. After students graduate, it is usually the academic program 

and/or department who the student will contact to work out problems and obtain further 

direction. In addition, the administrative support staff act as liaisons between other 

academic departments, student services, administration and faculty. Faculty utilize their 

services not only in the day-to-day administrative work, but also use them as resources 

for program and across College information. 

 

Despite all the services they provide, committee members felt that the opinions 

and work role of the administrative staff are rarely considered to be important functions. 

There is this underlying feeling that they are second-class citizens, in that they should be 

seen and not heard. In general, staff opinions regarding the operations of the academic 

department are viewed as tertiary at best. The marginalization of their important role at 

the College leads to low morale, lack of motivation, feelings of job dissatisfaction, and 

lack of cohesiveness. Members felt that it should be a major goal of the College to foster 

team-building efforts among faculty and staff. 

 

Faculty: Issues discussed included (1) the need to increase interaction among 

faculty; committee members felt that there are a number of TC faculty experts on issues 

relating to gender, disability, race, ethnicity, etc. but their efforts are not often 

recognized; (2) the need to restructure or rethink the various TC initiatives in place to 

foster increased diversity among faculty, including the Target of Opportunity Program, 

the Affirmative Action Committee, and the Minority Postdoctoral Fellows Program; (3) 
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the need to retain faculty of color, committee members felt that there was a lack of 

progress in recruiting and retaining minority faculty; (4) need for fairness in the tenure 

and reappointment processes. 

 

Student Population: The Committee discussed: financial aid for minority 

students, the need to monitor demographics of various specific groups, the differentiation 

made between master's and doctoral students (for instance, the lack of commitment 

shown sometimes by departments to students who are part of a one or a two year 

program), large class sizes and the problem of advising students in the face of faculty 

overload. 

 

Community Outreach: The Committee discussed the need to give more 

visibility to the current activities, services and courses in which TC collaborates with 

community groups. At the same time, members felt that there was much to be done by 

TC in collaborating with the people in the communities surrounding the University 

(Harlem, Washington Heights, Manhattan, the Bronx, etc.). 

 

Proposed Budget for 

Teachers College Diversity and Community Initiative 

Institute for Urban and Minority Education 

August 1999- August 2000 

 

Staff 

 

Faculty Coordinators 

(Supplemental compensation) 

 

Half-Time Administrative Assistant 

(Salary Plus Fringe Benefits) 

 

Other Costs 
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Travel and Lodging 

Supplies (xeroxing, office supplies, telephone, etc.) 

 

Total Costs 

 

Projects to be Coordinated: 

1. TC Town Meeting 

2. Diversity in Higher Education (series of academic panels on diversity issues). 

3. Task Force on Student-Staff-Faculty interactions. 

4. TC-Columbia joint initiatives 

5. Rethinking the role of IUME on fostering diversity and community at TC 

 

Subcommittee on Civility/Community Report 

 

Introduction 

 

The objectives of the subcommittee on Civility/Community of the diversity Task 

Force are to make recommendations that will encourage civility in personal interactions 

at all levels and to build a sense of community in an institution that has been described as 

a "cottage industry" where many programs function in isolation and where the various 

College constituencies (trustees, administrators, faculty, staff students) too often feel 

disconnected, misunderstood, and unappreciated. Such recommendations should be made 

in the context of a commonly understood institutional mission and a day-to-day inter-

personal ecology that will best support that mission. 

 

In several communications to the Teachers College community, President 

Levine has specified the primary mission of the College. This mission included: 

 

• Engaging in research on central issues facing education 

• Preparing the next generation of leaders of education 
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• Educating the current generation of leaders in practice and policy to meet the 

challenges they face 

• Shaping public debate and public policy in education 

• Improving practice in educational institutions 

 

President Levine has also spoken out on his vision of what kind of social, 

psychological, scientific, and pedagogical ecology will facilitate achieving those 

institutional objectives listed above. He described the characteristics of that College 

ecology, briefly paraphrased as follows: 

 

• A College that is intellectually and socially consequential demonstrated by its 

commitment to social justice, the disadvantaged, and urban education 

• A College that is intellectually open in an environment n which freedom of 

inquiry and expression is aggressively protected 

• A College that ensures diversity by aggressive recruitment of community 

members and support of those members in a climate of civility and respect 

• A College that is a community defined as a place in which there is no “us and 

them", an    environment characterized by caring, trust, mutual responsibility, 

integrity, communication, justice, and fairness 

• A College that is disciplined in the sense that individuals accept their obligations 

a responsibilities to the community and well defined governance procedures guide 

behavior    supporting the common good 

• A College in which there is joy in that people are able to enjoy one another, 

rejoice in the    accomplishments and special events in their lives, and celebrate 

what we accomplish together 

 

Simply stated, what President Levine has told us is that the important objectives 

of the College can be fully achieved only in an internal environment that brings out the 

best in us and allows us to feel a shared commitment to those objectives and to one 

another. 
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It should be pointed out that the task of building community and encouraging 

civility is not an easy one Because we are all too human, defensiveness, territorialism, 

and discrimination often get in the way of cooperation, generosity, and feelings of 

inclusion. What the subcommittee is proposing in this report will always be a work-in-

progress to which we must remain loyal despite the inevitable, hopefully temporary, 

setbacks that we are likely to experience. 

 

The aim of the subcommittee report, therefore, is to make a set of procedural 

recommendations that will help us to build a diverse community that honors civility, 

compassion, creativity, hard work, honesty, reliability, and mutual respect. These 

procedures are organized in terms of what already exists and what we think can be added 

in the short and long-terms. The recommendations are community initiatives we think 

will assist in making the College a civil environment. 

 

One final note to be considered before specific recommendations are proposed is 

that the work of this subcommittee has dealt primarily with institutional ecology issues. 

While our proposals do not impact directly on the overall mission of the College, they do 

try to build a socio-psychological infrastructure that will allow us to accomplish our 

institutional mission with the joy, discipline, sense of community, intellectual openness, 

and receptivity to diversity to which President Levine referred. 

 

The primary responsibility for advancing toward the overall mission of the 

College must fell to the faculty and students. It must be recognized by all, however, that 

Teachers College will never fully achieve the preeminence in the world of education to 

which it aspires until all the constituencies of the College, administrators, alumni, 

custodial staff, faculty, maintenance staff, professional staff, secretarial staff, security 

staff, students, and trustees, understand, appreciate, and respect each other's contributions 

to the common institutional good. Many of the procedures to be recommended will deal 

with crossing institutional boundaries, both professional and personal, informational 

exchange, conflict resolution, and tension reduction at all levels. We believe that building 

community in this way will also have a positive impact on civility which we have defined 
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above as interpersonal behavior that honors civility, compassion, creativity, hard work, 

honesty, reliability, and mutual respect. 

 

[Insert Both Charts Here] 

 

TC Diversity Taskforce 

Subcommittee on Discrimination and Diversity 

Objectives and Recommendations 

 

Overall Objective: 

• Establish TC as a magnet College that attracts, supports and retains diverse 

students, faculty and staff at all levels, through its commitment to social justice 

and by encouraging and supporting each individual in the achievement of their 

mil potential. 

 

This can be achieved by accomplishing the following long-term objectives. 

• Establish a climate that is open and responsive to the College's struggles with 

diversity and community. 

• Establish and communicate new or revised policies to insure compliance with 

laws and regulations relating to disabilities, gender, sexual preference, race, 

harassment, etc. 

• Establish dear and effective systems of accountability (with common criteria and 

consistent applications) for all policies and requirements with regards to 

discrimination and diversity. 

• Establish more inclusive goal setting and decision-making processes at the 

College for addressing critical issues.  

• Establish a College in which members of traditionally oppressed and marginalized 

groups feel empowered to participate as equals in the community. 

• Establish a College that reflects the fruits of individuals that have been effectively 

trained around issues of privilege, diversity, sad how to resolve conflict. 
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• Establish ongoing venues for community orientation and training around 

privilege, multiculturalism, and constructive conflict resolution. 

• Establish TC as leader in the intellectual celebration of diversity/multiculturalism. 

TC as a center for teaching, research & service on the education of diverse 

peoples. 

• Develop TC as a model for transforming higher educational institutions into more 

respectful, diverse, inclusive, and well-functioning systems, (social technology) 

 

Short-term objectives: 

• Establish the achievement of the long-term objectives as a major priority for the 

college. 

• Establish buy-in from key constituencies within the College. 

• Establish the leadership necessary to coordinate and manage the various 

initiatives. 

• Establish a budget for initiatives. 

 

APPENDIX # 2 

COMMUNITY SUPPORT RESOURCES 

 

Resources for Members of the Teachers College Community in Crisis, Seeking 

Redress of Grievances, Conflict Resolution, or Support during Difficult Times 

 

This guide has been prepared by the Task Force on Diversity as a convenience to 

members of the Teachers College community. We hope you find it helpful. 

 

Introduction: Any member of the Teachers College community may experience 

difficulties at work or in personal life for which professional guidance and counseling 

may be helpful. There are a number of resources for different members of the community 

listed below. This is not a comprehensive list, but a work in progress to which we invite 

additions and corrections. 
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Task Force on Diversity: 

 

Leonard Blackman 

Ombudsman 

Emeritus Professor of Special Education 

164 Thorndike, Box C99 

676-3687 

 

Michelle Brown-Nevers 

Director, Student Financial Services 

Chair, Management Network 

133 Thompson. Box 305 

676-3056 

 

Dennis Chambers, Co-chair 

Security Officer and Student 

26 Main Hall, Box 162 

676-3777 

 

Peter Coleman, Co-chair 

Research Assistant Professor 

Organization and Leadership 

Director, International Center for 

Cooperation and Conflict Resolution 

221 Main Hall. Box 053 

676-3112 

 

Robin Engels 

Department Associate 

Counseling & Clinical Psychology 

Chair, Professional Staff Assembly 
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Student 

426A Horace Mann. Box 102 

 

Celia Genishi 

Professor of Education 

Curriculum and Teaching 

Member, Subcommittee on Race, Culture, and Diversity 

300 Main Hall, Box 1107 

676-3079/3765 

 

Sharon Hewitt-Watkins 

Controller of the College 

Controller's Office 

175 Grace Dodge, Box 030 

678-3016 

 

Clarence Houston 

Custodian 

Local 707 International 

Brotherhood of Teamsters 

Whittier Hall 

678-3223 

 

Richard Keller 

Director 

Services for Students with Disabilities 

Student 

162 Thorndike, Box 105 

676-3689 

 

Lee Knefelkamp 
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Professor of Higher Education 

Organization and Leadership 

206A Main Hall. Box 101 

676-3678 

 

Connie McQueen 

FFELP Coordinator 

Office of Student Aid and 

Past President of TCEA 

Local 2110. UAW 

136 Horace Mann 

676-3729 

 

Sue Nanka-Bruce 

Director 

Student Life Center 

161 Thorndike. Box 306 

676-3462/3406 

 

Francisco Rivera-Batiz 

Associate Professor of Economics 

International & Transcultural Studies 

Former Director of the Institute for Urban and Minority Education 

374 Grace Dodge, Box 014 

678-3184 

 

Gita Steiner-Khamsi 

Associate Professor of Education 

International and Transcultural Studies 

366 Grace Dodge, Box 211 

678-3179 
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Barbara Wallace 

Associate Professor of Health Education 

Health and Behavior Studies 

530 Thorndike, Box 114 

678-3895 

 

Personnel Policies: The Office of Personnel Services maintains a website which 

includes several important policies. The address is 

www.tc.columbia.edu/administration/hr. By assessing the TC Homepage and clicking on 

Personnel Services, the user can select from a menu, which includes the following 

important statements of policy and procedures: 

• Affirmative Action Policies 

• Professional Conduct, including Rights, Responsibilities and Guidelines for 

Professional Conduct for Faculty and Staff at Teachers College, Columbia 

University 

• Sexual Harassment Policy 

 

Harassment Panel: The Harassment Panel is appointed by the President of 

Teachers College and serves as the primary vehicle through which the College addresses 

concerns related to harassment involving disability, religion, race, ethnicity, gender, or 

sexual orientation. Current Panel members include: 

William Baldwin, Associate Dean, Chair 

Peter Coleman, Assistant Professor, Organization and Leadership 

Susan Koff, Assistant Professor, Dance Education 

Debra Noumair, Associate Professor, Psychology and Education 

Elissa Perry, Associate Professor, Organization and Leadership 

Chris Kessler, Grant Manager, NCREST 

Joan Malczewski, Assistant Dean 
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Employee Assistance Program: Available to all full-time employees of the 

College and their family members (traditional/non-traditional and extended family). The 

purpose of the EAP is to help find solutions to issues or problems. The EAP is managed 

by an outside professional organization, the Employee Development Center of the 

Cornell University Medical College, and offers free short-term counseling and referrals. 

Services are completely private and confidential. You may contact them at: 

 

Employee Assistance Program 

Employee Development Center 

Cornell Medical College 

136 East 57th Street, Suite 405 

New York, NY 

(212) 9355-3030 

Monday through Friday 9:00am-5:00am 

 

If there is an emergency, you can call EDC at any hour, seven days a week. Counselors 

are on-call 24 hours a day. 

 

Columbia University Health Service: Confidential counseling services are 

available to all students who have paid the Health Service Fee. In addition, as resources 

permit special counseling programs and support groups are offered. Details may be found 

on the Website listed below. 

 

Columbia University Health Service 

Counseling and Psychological Service 

John Jay Hall, 4th floor until July 2, 1999 

Lerner Hall, 8th floor from July 12,1999 

(212) 854-2468 

Term time: Monday through Thursday 8:00 am to 7:00 pm 

                   Friday 8:00 am to 5:00 pm 

Vacation periods: 9:00 am to 5:00 pm 
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Walk-In Service: Monday through Friday at 1:00 pm 

Website: www.columbia.edu/cu/health 

 

Emergency when the Health Service is not available: 

St. Luke's Hospital Center Psychiatric Emergency Room 

Amsterdam at 112th Street 

(212) 523-3345 

 

Psychological Counselor: Teachers College makes available a trained counselor 

who is available to any member of the community by appointment. The current counselor 

is Dr. Henry Kavkewitz, Professor Emeritus of Psychology and Education. Dr. Kavtewitz 

provides confidential interviews regarding difficulties in personal living to students, 

faculty, and staff by appointment only. 

Dr. Henry Kavkewitz 

Psychological Counselor 

58B Thorndike 

(212) 678-3394 

By appointment only 

 

Resident Psychologist: To serve the immediate needs of the Teachers College 

community, the Diversity Task Force is seeking a New York State Licensed Psychologist 

who will be available to provide on-site crisis intervention, individual sessions, and 

general clinical services. As soon as an appointment is made, information will be 

distributed widely through the College community. 

 

Center for Educational and Psychological Services: The center offers low cost 

personal and vocational counseling, psychotherapy, and educational assessment to the 

college community and the general public. Services are provided by advanced graduate 

students in the Clinical, Counseling, and School Psychology. They are supervised by a 

licensed psychologist. 
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Center for Educational and Psychological Services 

657 Thorndike 

678-3262 

By appointment only 

 

Grievance Procedures: When work related conflicts arise, employees are 

encouraged to resolve differences directly with supervisors and/or higher-level 

supervisors. When these efforts fail employees may employ established grievance 

procedures. Such procedures are available for every member group in the college - 

students, union members, professional staff, and faculty. 

 

Students should refer to the Student Handbook for a Guide to Students’ Rights 

and Responsibilities. The Handbook is available from the Student Life Center in 

Thorndike Lobby. Phone: (212) 678-3406. The Associate Dean has responsibility for 

monitoring the implementation of this Guide. 

Dr. William J. Baldwin 

Associate Dean 

113 Main Hall 

(212)678-3052 

 

Union Members should refer to their respective Union Contracts and Shop 

Stewards for assistance with grievances. The current shop stewards are:                     

 

Local 2110 Mary Culleton, Unit Chair 678-3822 

Isaac Freeman   678-3700 

Stacy Thomas   678-3484 

Local 707 Wavely Cannady  678-3128 

Ortando Cartagena, Jr. 678-3010 

Michael Horgan  678-3333 

Local 32B&J Joe Gilchrist   662-4800 
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Professional Staff should refer to the Professional Staff Policy Manual for 

problem resolution procedures (see professional staff policies #305 at Personnel’s 

website). Beginning with the immediate supervisor and moving progressively to higher 

levels, staff members may seek to resolve problems. After following these procedures, 

and if the problem remains unsolved, then the professional staff member may approach 

an ad hoc grievance committee of the professional staff. This committee would conduct 

fact-finding, discovery and make recommendations to the appropriate Vice President or 

the Dean. Based on the College Statutes, if the professional staff member is not satisfied 

with the response of the ad hoc grievance committee, he/she may submit the problem to 

the Faculty Advisory Committee (FAC), see below under Faculty.  The individual has the 

right to have counsel of his/her choosing and/or be represented by counsel during the 

process. 

Faculty should consult the Statutes of the College and the Faculty Handbook for 

information on the Faculty Advisory Committee whose members for 1998-1999 include: 

 

Roger Anderson  678-3385 

George C. Bond   678-3311 

Lucy M. Calkins  678-3931 

Margaret S. Crocco  678-3174 

Pearl R. Kane    678-3156 

Debra Noumair   678-3395 

James E. Purpura  678-4090 

Susan Recchia   678-3865 

Leslie R.Williams, Chair  678-3970 

Thomas Sobol   678-3782 

Elaine L. Rigolosi   678-4004 

 

The Faculty Advisory Committee members serve until the next fall when a new 

committee will be elected by the faculty.  
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Ombudsman is charged with attempting to resolve informally student's 

dissatisfactions regarding their academic programs, financial aid, housing, or other 

related matters. The President has asked that the Ombudsman also be available to other 

members of the Teachers College community at this time when some members may be 

experiencing stress related to some of the issues the Task Force on Diversity is 

addressing. All consultations are completely confidential. 

 

Dr. Leonard S. Blackman 

Professor Emeritus and Ombudsman 

678-3687 

158D Thorndike Hall 

By appointment only 

 

Office of the President: Whenever possible, the President holds office hours. 

Please call 678-3131 to see when they are scheduled. 

 

 

June 18,1999 
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Appendix D: The Office of Diversity and Community Highlights Report 2001-2002 
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Appendix E: Candidates’ Knowledge, Skills and Dispositions 

Standards Knowledge Performances Dispositions 
S1: Inquiry and reflective 
practice. Our candidates are 
inquirers/researchers who have 
breadth of knowledge and variety 
of tools to ask questions about 
educational environments. They 
reflect on and continually evaluate 
the effects of their choices on 
others (children, families, and other 
professionals in the learning 
community). 
 

Our candidates understand 
methods of inquiry and are 
aware of major areas of 
research on teaching, learning 
and leading. 
 

Our candidates use various 
sources for evaluating the 
outcomes of teaching and 
leaning and as a basis for 
experimenting with, 
reflecting on and revising 
practice. 

S2: Leadership / responsibility. 
Our candidates are continuously 
engaged in learning and research. 
They take responsibility for their 
professional growth and 
seek/create learning opportunities 
for themselves and others. 
 

Our candidates are aware of 
resources for professional 
learning. 

Our candidates seek out 
professional literature, 
colleagues, and other 
resources to support their 
own development as a learner 
and a teacher. 

Responsible: Our candidates 
are committed to reflection, 
assessment and learning as an 
ongoing process. They value 
critical thinking and self-
directed learning as habits of 
mind. They recognize their 
professional responsibility or 
engaging in and supporting 
appropriate professional 
practices for self and 
colleagues. They are 
committed to the individual 
development of each student, 
his/her intellectual, social, and 
personal growth and learning. 

S3-S7: Meeting the needs of 
diverse learners.  
 
S3: Content and curriculum. Our 
candidates understand the central 
concepts, tools of inquiry, and 
structures of their discipline/field 
and can create learning experiences 
that make them meaningful and 
accessible for students. 
 
S4: Pedagogy and instruction. 
Our candidates understand and use 

 
Our candidates: 
 
-understand major concepts, 
process of inquiry and ways of 
knowing that are central to the 
discipline(s) they teach and 
can relate them to other 
subject areas. 
 
 
 
-understand the cognitive 

 
Our candidates: 
 
- can develop and use 
curricula and create (inter) 
disciplinary and learning 
experiences that foster 
student learning of central 
subject matter concepts and 
methods of inquiry. 
 
 
-use multiple teaching and 

Responsive: Our candidates 
value flexibility and 
reciprocity in the teaching 
process as necessary for 
adapting instruction to student 
responses, ideas and needs. 
They value and appreciate the 
importance of a student’s 
experience, his/her personal 
and family backgrounds and 
various skills, talents, and 
interests. They are sensitive to 
community and cultural 
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Standards Knowledge Performances Dispositions 
a variety of instructional strategies 
and educational practices that 
foster learning, development, and 
achievement in all children.  
 
S5: Development and learning. 
Our candidates understand how 
students learn and develop, and can 
provide learning opportunities that 
support their intellectual, social, 
and personal development.  
 
S6: Diverse learners. Our 
candidates understand how 
students differ in their approaches 
to learning and can create 
instructional opportunities that are 
adapted to diverse learners.  
 
S7: Student learning and 
assessment. Our candidates 
understand and use formal and 
informal assessment strategies to 
monitor student learning, make 
appropriate adjustments to 
instruction, and ensure continuous 
intellectual, social and physical 
development of all learners.  
 

processes associated with 
various kinds of learning, and 
know how to enhance student 
learning through the use of 
variety of instructional 
strategies and resources. 
 
-understand how learning 
occurs and are aware of 
expected developmental 
progressions and ranges of 
individual variations within 
each domain. 
 
 
-understand differences in 
approaches to learning and 
performance, including 
different learning styles, 
multiple intelligences, and 
performance modes. 
 
-understands the 
characteristics, uses, 
advantages, and limitations of 
different types of assessments 
for evaluating how students 
learn, what they know and are 
able to do, and what kind of 
experiences will support their 
further growth and 
development. 

learning strategies to enhance 
student learning, constantly 
monitor and evaluate student 
progress. 
 
 
 
-design instruction which is 
based on learners’ current 
need in each domain and that 
leads to the next level of 
development. 
 
 
 
-identify and design 
instruction appropriate to 
students’ stages of 
development, learning styles, 
strengths, and needs. 
 
 
-appropriately use a variety 
of formal and informal 
assessment techniques to 
enhance their knowledge of 
students, evaluate students’ 
progress and performances 
and modify teaching and 
learning strategies. 

norms and to political, 
economic, and social forces 
affecting their educational 
practice. 
 

S8-S9: Responding to the 
realities of school and 

 
 

 
 

 



 

 115

Standards Knowledge Performances Dispositions 
communities. 
 
S8: Cultural awareness. Our 
candidates understand the social, 
economic, cultural, and linguistic 
contexts from which students come 
and consider them in providing for 
and supporting authentic 
opportunities for student learning.  
 
S9: Social and political context. 
Our candidates are aware of 
different stakeholders and 
pressures that influence educational 
practice and consider how their 
work with students and families is 
affected by the larger 
organizational structures within the 
setting, and in the larger society. 
 

 
 
Our candidates have a well-
grounded framework for 
understanding cultural and 
community diversity and know 
how to learn about and 
incorporate experiences, 
cultures and community 
resources into instruction. 
 
Our candidates understand 
schools as organizations 
within the larger community 
context and understand the 
operations of the relevant 
aspects of the system(s) within 
which they work. 

 
 
Our candidates seek to 
understand students’ families, 
cultures, and communities 
and use this information as a 
basis for connecting 
instruction to student’s 
experiences. 
 
 
 

S10: Collaboration. Our 
candidates actively participate in 
the community or communities of 
which they are a part to support 
children’s learning and well being.  
 

Students are aware of and 
engage in literature on 
collaboration and the history 
of social justice 

Our candidates participate in 
collegial activities designed 
to make the entire school a 
productive learning 
environment.  They establish 
respectful and productive 
partnerships with parents, 
counselors, teachers of other 
classes and activities within 
the schools, and professionals 
in other community agencies, 
in support of student learning 
and well being. 
 

Respectful: Our candidates 
appreciate and value human 
diversity, show respect for 
individual differences, and are 
committed to the 
“enhancement of the active, 
effective distinctiveness of 
individuals” (J. Dewey). They 
understand how participation 
and collaboration support 
commitment and are 
committed to the expression 
and use of democratic values 
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Standards Knowledge Performances Dispositions 
S11: Advocacy and social justice. 
Our candidates are familiar with 
legal, ethical and policy issues, and 
take a leadership role in advocating 
for children, families, and 
themselves in a variety of 
professional, political, and policy 
making contexts. 

Our candidates understand 
how factors in the students’ 
environment outside of school 
may influence students’ life 
and learning opportunities. 
They are aware of broad range 
of models and strategies to 
enact social change to foster 
students’ learning and promote 
social justice.   
 
Our candidates understand and 
implement laws related to 
students’ rights and teacher 
responsibilities (e.g., equal 
education, confidentiality, 
privacy, appropriate treatment, 
reporting in situations related 
to possible child abuse) 

Our candidates talk with and 
listen to the student, are 
sensitive and responsive to 
clues in distress, investigate 
situations, and seek outside 
help as needed and 
appropriate to remedy 
problems. They act as 
advocates for students. 
 

in their classroom and 
beyond. 
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Appendix F: Teacher and Other School Professional Preparation Programs 

Abbreviations: 
MA--Master of Arts 
MS--Master of Science 
EdM--Master of Education 
EdD--Doctor of Education 
PhD--Doctor of Philosophy 
 
A&H--Department of Arts and Humanities 
BBS--Department of Biobehavioral Studies 
CCP--Department of Counseling and Clinical Psychology 
C&T--Department of Curriculum and Teaching 
HBS--Department of Health and Behavior Studies 
ITS--Department of International and Transcultural Studies 
MST--Department of Mathematics, Science, and Technology 
ORL--Department of Organization and Leadership 
 

Teacher and School 
Personnel Preparation 

Programs 
Degrees Offered Program 

Coordinator Department 

Art and Art Education MA, EdM, EdD Judith M. Burton A&H 

Bilingual/Bicultural Education MA Ofelia Garcia  ITS  

Computing and Education MA  Howard Budin MST  

Curriculum and Teaching MA, EdM, EdD Michelle Knight C&T  

Dance and Dance Education MA Judith M. Burton  A&H  

Early Childhood Education MA Celia Genishi  C&T 

Education Leadership MA, EdM, EdD, PhD Jay Heubert ORL 

Elementary/Childhood Education MA A. Lin Goodwin C&T  

Mathematics Education MA, MS, EdM, EdD, 
PhD Alexander Karp  MST 

Music and Music Education MA, EdM, EdD Harold Abeles A&H 

Physical Education  MA, EdM, EdD Stephen Silverman BBS 

Reading Specialist MA Dolores Perin  HBS  
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School Counseling MA, EdM, EdD Robert T. Carter  CCP  

School Psychology EdM, EdD Stephen Peverly HBS  

Science Education MA, MS, EdM, EdD, 
PhD 

Angela Calabrese 
Barton  MST 

Special Education--
Administration/Supervision EdM, EdD Dennis Mithaug  HBS 

Special Education--Behavior 
Disorders MA, EdD, PhD R. Douglas Greer HBS  

Special Education--Blindness and 
Visual Impairment MA, EdD Virginia S. Stolarski  HBS  

Special Education--Deaf and Hard 
of Hearing MA, EdD  Robert Kretschmer  HBS  

Special Education--Mental 
Retardation MA, EdD, PhD Linda Hickson  HBS 

Special Education--Physical 
Disabilities MA, EdD, PhD  Dennis Mithaug  HBS 

Special Education--Speech-
Language Pathology MS, EdD, PhD John Saxman  BBS  

Special Education--Learning 
Disabilities MA, EdD D. Kim Reid  C&T  

Special Education--Gifted 
Education MA, EdD  James Borland  C&T  

Special Education--Early 
Childhood MA, EdM, EdD Susan Recchia  C&T  

Teaching of ASL as a Foreign 
Language MA Russell S. Rosen  HBS  

Teaching of English MA, EdM, EdD Janet L. Miller  A&H  

Teaching of English to Speakers of 
Other Languages MA, EdM, EdD James E. Purpura  A&H  

Teaching of Social Studies MA, EdM, EdD, PhD Margaret Smith 
Crocco  A&H  
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Appendix G: Inventory of Current Candidate-Level Assessments 

 

Candidate Level Assessments (based on the results of the Assessment Questionnaire completed by the program coordinators) 
 

Assessments Transition Points 

Internal External 
Entry 
(Admission to the 
College) 

- Personal statement/Essay that (1) describes why teaching is candidate’s 
chosen vocation and why Teachers College is the candidate’s institutional 
choice, and (2) demonstrates candidate’s writing ability 
- Interview with the program faculty  
- Independent application review by several faculty members 
 
 

- BA/BS from an accredited higher education institution, plus an 
appropriate undergraduate major for social studies, math and 
science education programs or well-rounded liberal arts 
background/preparation for the elementary/childhood education 
programs 
- Strong academic record (undergraduate transcripts, GPA (3.0-
3.5), quality of an undergraduate program/institution) 
- GRE scores for those programs that require them or optional if 
GPA doesn’t reflect student’s ability  
- Demonstrated interest in teaching and learning and commitment 
to working with children and families supported by previous 
successful experience with children in a variety of contexts, 
diversity of experience and background as well as maturity 
- Letters of reference 

Pre-clinical (Pre-
student teaching) 

- Successful completion of core courses or special courses 
- Successful completion of pre-student teaching practica or participation in a 
seminar, which includes group discussion, case presentations, supervised 
observation, and didactic assignments 
- Clinical observations (hours vary by program) 
- Pre-practicum labs and field experiences as part of an assessment team  
- Interview/discussion about placement with the student teaching coordinator 
- Advisor’s approval  
- Successful completion or anticipated enrollment in required courses such as 
Substance Abuse and Child Abuse Detection and Prevention, Special 
Education 
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Clinical (Student 
Teaching) 

- Participation in a student teaching seminar which includes classroom 
discussion, reflection papers, teaching journals, and assignments 
- Portfolios: lesson and unit plans, instructional materials that were 
developed, evaluation rubrics, student teaching journals, weekly logs 
- Video assessment of classroom teaching 
- Demonstration of adequate interpretation of assessment data, planning of 
intervention, quality of weekly anecdotal records; an effectively written 
Individualized Educational Program (IEP)  
- Self-assessment of the lessons 
- Multiple student teaching observations conducted by the faculty 
- Supervisor evaluations and/or field supervisor evaluation; supervisor’s 
analysis of written work (evaluations can be more or less standardized 
depending on the program) 
- Final assessment report 

- Cooperating teacher evaluation (the degree of standardization 
varies by program) 
- Three way meeting between student teaching supervisor, student 
teacher, and cooperating teacher 
 

Program 
Completion 

- Successful completion of coursework 
- Successful completion of clinical observations and student teaching  
- Portfolio according to program specifications 
- Integrative project/ Final essay/ Special project reflecting student teaching 
experience, student’s beliefs and practices in the area of specialization 
- Comprehensive examination 
- Successful completion of needed coursework for those students who entered 
without the equivalent of a degree in a certifiable area 
- Completion of required workshops in child abuse and substance abuse 
detection 
 

Pass rates for teachers on the State Exams 
 
 

Program Level Assessments (Office of Institutional Studies) 
- Course evaluations 

- Student retention by program and degree level 

- Time to degree by program and degree level 

- Graduation data by program and degree level 

- Student/Faculty ratios by program 

- Grade distribution and/or student GPA reports 

 

Unit Level Assessments (Office of Institutional Studies) 
- Student satisfaction survey 

- Faculty salary data 

- New Admit survey 

- Enrollment levels over time 

- Ranking of the College by peers 
- Admission data including acceptance rates, yield rates, etc.
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Appendix H: Department of Arts and Humanities Student Teaching Handbook 

 



 

 122

Arts and Humanities Department Student Teaching 

Handbook 

Table of Contents 

PREFACE.................................................................................................................................123 

SECTION I - MISSION STATEMENT ................................................................................124 

SECTION II - KEY PARTICIPANTS IN THE STUDENT TEACHING 

EXPERIENCE .........................................................................................................................125 

SECTION III - ESSENTIAL INFORMATION ABOUT THE STUDENT 

TEACHING EXPERIENCE...................................................................................................128 

STUDENT TEACHING GENERAL EXPECTATIONS ....................................................131 

ASSESSMENT OF THE STUDENT TEACHER ................................................................135 

NOTES TO THE COOPERATING TEACHER: ................................................................137 

NOTES TO THE UNIVERSITY SUPERVISOR: ...............................................................139 

SECTION IV - GENERAL ADVICE ....................................................................................140 

ORIENTATION TO YOUR SCHOOL.................................................................................147 

 

 

Written by Rene Schillinger, with special thanks to the faculty of the teacher 

education programs in Arts and Humanities for its assistance and support 



 

 123

 

PREFACE 

 

This handbook is designed to be helpful to all persons involved in the student 

teaching experience - student teachers, cooperating teachers and university supervisors. 

Because each member of this triad plays a vital role in creating and sustaining the best 

possible experience for all involved, information has been included here designed to 

ensure that participants have compatible expectations for the roles they win play, the 

policies that exist to guide their experiences and assessment procedures. 

 

To increase the likelihood of a more seamless synthesis of theory and practice, 

this handbook has included some information about the philosophy that guides the 

Department of Arts and Humanities. This framework does and will continue to inform the 

course work that student teachers will experience throughout their studies at Teachers 

College. We hope that by including this framework in the Handbook, cooperating 

teachers Will better understand our student teachers' education and be able to use this 

information as a springboard with which to engage student teachers in the vibrant 

dialogue of teaching and learning. 

 

Teachers College continues to stress the importance of appreciating the rich 

diversity present in classrooms, meeting the needs of all learners, and above all, being 

committed to the welfare of all people, whatever their ages. 

 

We hope that participants will find this handbook a convenient guide as they 

progress through the students teaching and mentoring processes together. Our best wishes 

for a productive and exciting semester. 
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SECTION I - MISSION STATEMENT 

Seven of the programs in the Department of Arts and Humanities prepare teachers 

for positions in schools and universities. The goal of the Department is to integrate the 

arts, humanities and pedagogical practice by promoting scholarly inquiry into the 

processes and purposes of education within specialist domains and across 

interdisciplinary frameworks. 

 

Within the Department, the study of education is envisioned broadly in terms of 

intellectual and creative ideas and practices that engage human endeavor across the life 

span. There is a shared concern with the learner's construction of knowledge, the art and 

practices of teaching, the realities of the contemporary classroom, the relationship of 

schools to their communities and the values and philosophies underpinning contemporary 

school reform. Each program within the Department is committed to the education of 

reflective practitioners, and the integration of theory, research and practice within the 

context of students' professional lives. 
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SECTION II - KEY PARTICIPANTS IN THE STUDENT TEACHING 

EXPERIENCE 

 

Student Teacher 

No matter how much our pro-service teachers study educational theory and 

related teaching approaches, they cannot learn to teach without actually experiencing the 

classroom. In the student teaching placemen, students will attempt to apply what they are 

learning, and will work to modify and adjust their practice according to the specific 

context in which they are placed. This is where the ideals of teaching are countered by 

the realities of the urban classroom, and we expect that many questions will arise; 

therefore, students should enter into this aspect of the certification and licensing process 

with an attitude of inquiry, collecting specific questions for consideration in the student 

teaching seminar. 

 

The student teacher will be given first hand experience in all the aspects of a 

teaching life. Specifically, students will plan and instruct lessons, assess students' work, 

manage the various personalities in the classroom, interact with the school's faculty and 

administration, and discuss aspects of their teaching with cooperating teachers and 

university supervisors on a regular basis. Adherence to prearranged schedules, timeliness 

and professionalism are obvious expectations of any educator, and we expect the same 

from our student teachers. 

 

Cooperating Teacher  

Cooperating teachers act as mentors to student teachers as the latter attempt to 

apply abstract learning to concrete/classroom situations. Cooperating teachers should 

guide student teachers m planning lessons and conducting those lessons, while allowing 

room for the student teacher to establish and develop an individual teaching style. Student 

teachers should be encouraged to ask questions, and discussions between student teachers 

and cooperating teachers should be frequent and open. The cooperating teacher should 

monitor the various aspects of the student teacher's growth, encouraging, challenging and 

questioning the student teacher where appropriate. Both parties should clearly 
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communicate goals and expectations at the outset of their work together. As equal 

partners in the student teaching experience, ft is important that the cooperating teacher 

feel as if the time spent with a student teacher contributes to her or his ongoing 

professional development. 

 

The cooperating teacher is the key person in the student teaching experience, 

probably exerting a greater influence over how to translate values, attitudes, and practices 

into classroom realities than any other person. Having agreed to work with a student 

teacher, the cooperating teacher offers a classroom environment which is supportive and 

favorable to success. S/he provides the student teacher with the guidance that close daily 

association makes possible. As the student teacher develops greater comfort and 

expertise, the cooperating teacher should delegate increasing teaching responsibility to 

her/him, accepting her/him as a partner in the classroom. Ideally the student teacher's 

experience should culminate with a practicum involving carrying a fall load of teaching 

responsibilities for a period of time negotiated between the student teacher and the 

cooperating teacher. Instead of trying to create a teacher in her/his image, the cooperating 

teacher should afford many opportunities for the student teacher to develop according to 

her/his personal style and potential. 

 

The cooperating teacher's role changes as the semester proceeds and the needs of 

the student teacher evolve. The stages can be defined roughly as (1) orientation, (2) 

observation and participation, (3) induction into teaching, (4) teaching and supervision, 

(5) conferencing with university supervisor. The stages may overlap and will vary from 

one student teacher to the next.  

 

University Supervisor 

University supervisors are rescues for the student teacher. They will observe the 

student teacher a minimum of four times each semester (specific program requirements 

vary). They will discuss the observation with the student, and will complete a written 

performance evaluation. In addition to providing oral and written feedback regarding 

lesson plans and their application, supervisors offer experienced and objective 
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perspectives on overall classroom effectiveness, including such things as approaches to 

classroom management, student response and apparent effects of the student teacher's 

presence in the classroom. During the course of the semester, if student teachers have a 

particular aspect of teaching that they want to address, they may ask their supervisor to 

look closely at that aspect and provide fresh insight into it. 
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SECTION III - ESSENTIAL INFORMATION ABOUT THE STUDENT 

TEACHING EXPERIENCE 

 

For information regarding New York State Certification and New York City 

Licensing requirements and procedures, please see Appendix A, on pages 29-38 

 

To the Student Teacher: 

 

General Suggestions for Entry into the Classroom 

What follows are a few things you might consider doing within the first few days 

of your student teaching placement, in order to achieve as seamless an entry into the new 

classroom as possible. These are only suggestions, and it is possible that your cooperating 

teacher will want to take you through the introductory process in a different way. 

Nevertheless, these suggestions provide a few ways to "get acquainted" with your new 

surroundings. 

o Observe in the cooperating teachers classroom (and in the classrooms of other 

teachers, wherever appropriate) 

o Get acquainted with the institution, its resources and students 

o Study the scope and sequence of the curriculum Confer daily with your 

cooperating teacher 

o Try to develop a schedule, that will allow you to observe at least one teacher other 

than your cooperating teacher (this may vary program by program) 

o Assist with daily routines wherever appropriate and possible 

o Introduce yourself (or asked to be introduced) to colleagues of your cooperating 

teacher, principal, department chair, etc... 

o Practice talking to students at appropriate times 

o Shadow a student for a day 

 

Professional Behavior 
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PROTOCOL 

Practicum, or student teaching, experiences are designed to provide students with 

an opportunity to observe and participate in the professional activities of a teacher. The 

practicum is a cooperative venture which relies heavily on the cooperation of personnel 

from many educational institutions at Teachers College. Student teachers, as the 

representatives of the College, are given a responsibility in the development of this 

cooperative relationship. 

 

As you engage in your student teaching, it is vital to keep in mind how important 

it is to demonstrate professionalism in your interactions with those you meet in the school 

setting. You will need to develop collaborative relationships with your cooperating 

teacher and supervisor because the three of you are working together to help insure the 

best student teaching experience possible. Likewise, your cooperating teacher and 

supervisor should seek to develop a supportive relationship with you and with each other, 

in order to sustain an encouraging structure around your teaching experiences. Open, 

honest communication is necessary in order for these relationships to be successful, as are 

flexibility and willingness to adapt to new situations. 

 

GUEST-HOST RELATIONSHIP 

Student teachers, College supervisors and other personnel from Teachers College 

who are invited into public schools in the Tri-State area are always there as guests of the 

host schools. Each school maintains individual regulations, procedures, instructional 

practices, professional philosophies, and personal and professional expectations with 

regard to student teachers working within the school. You should be aware that 

acceptance of an assignment indicates: (1) an understanding of this guest/host 

relationship; and (2) an understanding that you are expected to abide by the regulations, 

procedures, instructional practices and professional and personal expectations of the 

particular school to which you have been assigned. 
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CONFIDENTIALITY 

During your student teaching, you will be involved in a privileged situation in 

which you are exposed to a variety of confidential information, such as student records, 

school and classroom problems, and teacher lounge conversation. Public exposure of 

confidential information is detrimental to the rapport that Teachers College has 

established with the many schools in which it places student teachers. Such information is 

best discussed, if at all, in the realm of student teaching seminars and in the courses you 

take as part of your matriculation from the College. 

 

ATTENDANCE 

Participation in the student teaching program requires a total commitment. You 

have a responsibility to the program, to the cooperating teacher, and most importantly to 

the students. In cases of excused absences, it is important to call your cooperating teacher 

as soon as you know you will be absent, and then contact your supervisor if you feel it is 

necessary to do so. 

On days that you are scheduled to be visited and observed by your supervisor, you 

should plan to be actively teaching, not engaging in other acts like giving a test or 

conducting sustained silent reading. If you are going to be absent on one of these days, 

you must contact your supervisor. (Specific guidelines might vary from program to 

program, particularly in programs with Phase I and Phase II student teaching) 
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STUDENT TEACHING GENERAL EXPECTATIONS 

 

The general performance objectives that follow are expectations developed within 

the Department of Arts and Humanities to, guide your student teaching. Although 

different programs have different emphases, the expectations below represent general 

expectations across the Teacher Education programs. Student Teaching is the forum for 

integrating the learning of your program. 

 

Guidelines for Planning: 

(According to program specifications) 

o writes daily lesson plans 

o identifies challenging and appropriate outcomes that lead students to high levels 

of learning 

o interpret your goals and objectives for student learning in terms of state and local 

performance standards 

o sequences instruction that is developmentally appropriate and leads logically to 

intended learning 

o selects varied and appropriate strategies, methods, and instruction for intended 

learning outcomes 

o plans lessons that support and challenge students' needs, interests, and abilities 

o plans instruction which supports a breadth of learning styles and abilities and 

considers multiple needs of the students 

o makes use of community and neighborhood resources as learning 

tools/opportunities 

o  provides evidence of continuity of learning through long range planning 

o selects, organizes and develops instructional materials in support of student 

learning 

o promotes the exploration of materials wherever appropriate 

o plans for integrated assessment and creates clear and public criteria for success 
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Implementation 

(According to program specifications) 

o implements the planned sequence, lesson elements, and content thoughtfully and 

with imagination 

o monitors learners' responses and adjusts instruction accordingly 

o communicates to learners the purpose of the learning activity 

o uses voice, body language, teacher movement and pacing effectively 

o engages pupils in appropriate techniques to enhance communication including 

o questioning and discussion facilitation 

o gives clear, sequenced directions when necessary 

o uses instructional time effectively and plans for closure: discussion and/or clean-

up 

o involves students in the active learning necessary for personal and social 

construction of knowledge 

 

Learner Assessment 

(According to program specifications) 

o develops assessment instruments and procedures which accurately reflect stated 

learning objectives and regularly assess student understanding 

o assesses learner progress regularly toward achievement of stated expectations 

using appropriate strategies including consideration of gender and culturally 

sensitive forms of assessment 

o provides for re-teaching when assessment indicates necessity 

o accurately maintains student records as an aid to monitor performance 

o uses ethical and professional standards regarding the acquisition, handling, and 

explanation of learner assessment data 

o uses developmentally appropriate assessment methods 

 

Analysis of Teaching 

(According to program specifications) 
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o identifies planning, instructional and management strategies used by cooperating 

teachers in the school via observation and discussion 

o completes written or oral analysis of lessons as necessary 

o makes decisions about instruction and learning based on the realities of the 

classroom and the students to be taught 

o reflects regularly on the day-to-day experiences of the classroom 

 

Classroom Management/Learning Environment 

(According to program specifications) 

o identifies patterns of conduct which are appropriate in the unique social context of 

the school 

o creates positive learning environment that encourages active and focused learning 

o responds appropriately to continued off-task behavior or major disruptions 

through channels stipulated by the school 

o organizes room for the proper care of materials and equipment 

o displays a range of student work 

o models and promotes thoughtful, respectful interaction 

 

Communication Skills 

(According to program specifications) 

o models correct and appropriate oral and written language interacts with students 

in ways that reflect personal knowledge of and regard for each individual student 

 

Cooperation 

(According to program specifications) 

o communicates and cooperates with other professionals to enhance professional 

development 

o encourages/facilitates communication with parents/ guardians 

o communicates with the larger school community on behalf of developing 

awareness of mission and practices 
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Dependability 

(According to program specifications) 

o fulfills professional responsibilities promptly, consistently and thoroughly 

o attends all sessions negotiated with the cooperating teacher, and is punctual for all 

meetings/classes 

o exhibits professional dress, demeanor and conduct as suits the standards of the 

school 

 

Personal Goals and Educational Philosophy 

To the Student Teacher: 

Throughout your studies at Teachers College, you will be engaged in setting clear 

and achievable goals for yourself and your teaching. These goals win subsequently be 

revised as you continue to shape your professional identity. It is hoped that you will 

become a lifelong learner as a consequence of your experiences at Teachers College. We 

hope that the student teaching experience marks the beginning of the development of 

your professional pedagogical competence, your ongoing reflection on teaching and your 

overall development as a caring practitioner. 
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ASSESSMENT OF THE STUDENT TEACHER 

 

The purposes of assessments are to help you identity your next steps in 

professional growth. 

 

General Principles of Assessment 

o Assessment is collaborative and centered around self-reflection 

"Assessment" implies collaborative interaction with (an)other person(s) in order 

to identify teaching moves that will address observed classroom phenomena. For the best 

professional results and opportunity for growth, it is vital for the student teacher to be an 

active participant in their own self-assessment, as well as to be active in the assessment 

by their supervisor and the cooperating teacher. It is important for you to learn to 

recognize the components of effective teaching in your own classroom performance and 

to be able to identify your relative strengths and weaknesses. 

 

o Assessment is continuous 

If you are to grow from the feedback you receive from your cooperating teacher 

and your College supervisor, then that feedback must be regular, consistent, and an 

integral part of the overall student teaching experience. Adequate professional growth can 

rarely be achieved through periodic check-ups or by focusing entirely on a final summary 

of your achievements. 

 

o Assessment is comprehensive 

Being a good teacher means much more than merely being able to dispense 

information. Additional attributes include such diverse skills as developing effective 

working relationships, maintaining high standards of professional and ethical behavior, 

understanding children and adult learners, having a sound knowledge base, and being 

enthusiastic and responsible. Your assessment should therefore extend beyond classroom 

performance to include these and other components of the role of "teacher." 

 

o Assessment is specific 
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It is reasonable for you to expect to receive specific feedback and constructive 

suggestions for improvement and growth. You are participating in a professional 

practicum in order to leam; you should expect to make mistakes in the learning process. 

Therefore, when you are successful in an activity, specific feedback should be given 

regarding the nature of this success. Similarly, when an activity is unsuccessful, you 

should be made aware of the reasons for this lack of success, and should be encouraged 

to propose and implement solutions to problems.  Assessment is linked to standards, as 

opposed to being exclusively a comparison to/with someone else. 

 

Satisfactory Completion of Requirements 

Student teachers are expected to complete all program and college requirements 

in a satisfactory and professional manner. The faculty of Teachers College are dedicated 

to supporting students through the uncharted seas of student teaching and attempt to keep 

open the lines of communication at all times. In rare instances, students who do not 

complete program and college expectations in a satisfactory manner may not be 

recommended for certification. This position will only be taken when fall and complete 

documentation from everyone concerned in the student teaching experience has been 

collected and the above individuals have been consulted. 
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NOTES TO THE COOPERATING TEACHER: 

 

Orientation for Cooperating Teachers 

Here are some of the ways you can prepare your student teacher in advance of 

their participation in your classroom: 

o Inform the students at your school site before your student teacher arrives that 

there will be another teacher in the room for a period of time. This helps both you 

and the students adjust to the new situation. 

o Make it clear that your student teacher is indeed a teacher" in the classroom.  

o Talk to your student teacher informally to get to know her/him as an individual. 

Explain if there are particular codes and conventions of practice students must 

abide by. 

o Introduce your student teacher to other faculty and personnel in the school 

o Provide a work area for your student teacher and a space for personal belongings. 

o Acquaint your student teacher with instructional supplies, teaching aids, and 

available equipment (e.g. audio-visual equipment, hardware and software, 

copying machines). 

o Acquaint student teachers with rules, regulations and practices of the school 

day/week/year 

o Explain assessment procedures, reporting, and exam protocols used by the school 

o Encourage your student teacher to learn the names and important background 

information of the students as quickly as possible. 

o Help your student teacher become acquainted with the people in the community. 

 

Observation and Participation 

Some suggestions for helping your student teacher observe and participate 

effectively and gainfully: 

o Encourage your student teacher to observe with a purpose. By helping your 

student teacher decide in advance what they can look for in their observations, 

you are helping you focus their observing efforts. 
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o Provide your student teacher with opportunities to observe and study classroom 

routines, procedures and rules. 

o Introduce your student teacher to classroom management styles and teaching 

procedures. Discuss different ways problems can be handled. 

o Involve your student teacher in preparation and discussion of daily and long-term 

planning, including assessment and record keeping techniques. 

o Listen to your student teacher's ideas and suggestions. Help revise these ideas and 

suggestions as necessary. 
o Involve your student teacher in grade/department/school meetings. 
o When appropriate, include your student teacher, in conferences with parents. 
o Familiarize your student teacher with routine classroom duties (school protocols dealing 

with attendance, discipline, etc.) apart from preparing and implementing lessons. 

 

Induction into Teaching 

At all phases of your student teacher's practicum, you are asked to provide 

support, suggestions, alternatives and guidelines. This is perhaps most important as your 

student teacher begins to take over the day-to-day teaching in the classroom. You are 

asked to be particularly sensitive to making this transition as smooth as possible. Making 

time to help the student teacher plan her/his "first moves" is vital. 
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NOTES TO THE UNIVERSITY SUPERVISOR: 

A key ingredient of success in student teaching is the quality of the supervision 

you provide for the student teacher. Some suggestions for maintaining high quality supervision 

might include: 

1. Observing the student teacher on a regular basis and in a variety of situations 

(program requirements for number of visits vary) 

2. Providing feedback on the student teacher's execution of professional responsibilities 

(lesson planning, implementation and assessment, classroom interaction, maintenance of 

records). Supportive and thorough perceptions should be included 

3. Helping the student teacher relate teaching theory to classroom practice (e.g. Discussion 

of reasons for selecting materials and methods) 

4. Encouraging good planning and organization 

5. Encouraging independent, creative thinking in planning, use of materials, 

motivation, and teaching and assessment approaches.   

6. Helping the student teacher develop consistent classroom management practices 

conducive to learning, which promote respect for others 

7. Supporting the habit of constant self-assessment, including post-lesson analyses, 

and the use of self-assessments for subsequent improvement 

8. Maintaining a professional working relationship with the student teacher 

9. Encouraging and supporting a good rapport between the student teacher and 

her/his students 

 

We recommend that the university supervisor meet with the student teacher in 

several of the following types of conferences: 

o Initial conference 

o Pre-Teaching conference 

o Post-observation conferences 

o Mid-semester conference 

o Final conference 
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SECTION IV - GENERAL ADVICE 

 

For Student Teachers: 

 

SELF-ANALYSIS DURING STUDENT TEACHING 

One of the principal goals of the student teaching program in the Arts and 

Humanities Department of Teachers College is to enable student teachers to become 

reflective decision-makers and professionals who can solve problems and who, in turn, 

will encourage their students to become reflective learners. Through a variety of 

processes, you are encouraged to become critically reflective teachers who are sensitive 

to the context of the school and community in which you work, and to the unique and 

complex challenge which each class of learners provides. Self-analysis offers the 

opportunity to engage in a process of inquiry where you construct new knowledge, and 

test and refine your developing belief system. You need to consider why you employ 

certain instructional strategies in given situations and recognize the effects of your 

actions on students. You will also have opportunities to draw upon educational theories 

and principles of learning and apply them to your daily teaching practice. 

 

The processes for self-analysis and reflective thinking might include: 

o Written evaluation of each (or several) lesson(s) 

o Written analyses of taped sessions/ learning outcomes/ products 

 

Some areas for analysis here are: 

1. Questioning techniques (use of Bloom's taxonomy; distribution of 

questions by gender, ability, interest, wait time, effective use of dialogue) 

2. Response to students' answers (use of positive reinforcement statements; 

verbatim repetition, allowing students to elaborate on their answers or 

other students' answers, seeking a correct response if a student's answer in 

incomplete or inaccurate) 
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3. Teacher clarity (in giving directions, explaining content through task 

analysis, making explanations relevant to the process or the product, 

pacing) 

4.  Types and frequency of praise and encouragement and their distribution 

in the classroom by gender, race and class 

5. Types of small group tasks and the management of these tasks 

 

o Reflective journal writing 

Suggested topics for reflection in the journal might include: 

1. Comparison of teaching strategies among observed teachers 

2. Your philosophy in learning/teaching situations, the school, environment, 

and the organization of such topics as parent/teacher relations, faculty 

interaction, and student affairs 

3. Discussion of classroom/behavior management strategies 

4. Reflections on your abilities to work with individual students or with small 

and large groups 

5. Insights and attitudes towards teaching and educational concerns 

6. Periodic self-assessments in the areas of professional growth and 

development including knowledge about children, adults, and learning 

7. Descriptions of peak experiences, crises, surprising occurrences or other 

events which appear significant to professional growth 

8. Reactions to current professional literature or research 

9. Descriptions of competencies not found elsewhere in journal 

10. Mini case studies of the learning accomplishments of one student or a small 

group of students 

11. Questions about students, teaching, learning, etc. 

 

o Creation of a personal philosophy statement 

o Consistent goal setting 

o Peer observation and consultation 
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These activities occur above and beyond the conversations you are having with 

your cooperating teacher, college supervisor, and the discussions in which you are 

engaged in your student teaching seminars. 
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Questions to Help You As You Evaluate Your Own Lesson 

1. What were the strengths of my lesson and plan? What evidence do I have? 

2. What were the weaknesses of my lesson and plan? What evidence do I have? 

3. How could I have improved the lesson and plan? 

4.  Was the lesson paced properly? 

5. How did the students react to the lesson and techniques used? What evidence do I 

have? 

6. How did the physical condition of the room impact on the lesson? 

7.  Was I able to communicate clearly to students? 

8.  Did I use strategies appropriate to the learning task? 

9.  What activities were helpful in accomplishing my outcomes? 

10. Was my knowledge of the material adequate? 

11. How effective was my voice (tone/level)? 

12. Did I provide adequate time for clean-up? Did I summarize the lesson at the end as a 

form of closure? 

13. Did all of the students react to the intended learning outcomes? 
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SOME SUGGESTIONS TO HELP STUDENT TEACHERS DETERMINE GOALS 

FOR IMPROVEMENT 

 

Each of the following suggestions assume sensitivity on the part of the 

student teacher to issues of gender, diversity and cultural setting 

 

Planning 

1.  Assume responsibility for all preparations for teaching 

2.  Keep lesson clearly focused on objective 

3.  Consistently use strategies appropriate to the content 

4.  Organize plans so the lesson sequence is clear 

5.  Adjust plans based on self-analysis before teaching the next class 

6. Assess prior knowledge of concepts to be learned 

7.  Review a variety of content resources while planning 

8.  Vary strategies and pace to suit group 

9.  Gather resources well ahead of time 

10. Try to anticipate some of the students' questions and problems 

11. Use other faculty as resources 

12. Regularly reflect on previous learning both during and at the end of the lesson 

13. Adapt plan to fit classes' interests and developmental levels 

14. Help students feel successful by giving them more examples and more 

practice/modeling 

15. Relate content to students' lives and experiences 

16. Use visual aids appropriately and as needed 

17. Vary the media used; incorporate technology where appropriate 

18. Display a range of student work- not just the "best" 

19. Plan use of visual, auditory and kinesthetic modes of learning 

20. Vary teaching strategies within each period 

21. Get students actively involved 
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Implementation 

1. Be aware of students' responses 

2. During implementation, analyze what seems to be working when 

3. Be ready to change approach based on students' responses 

4. Continue working on monitoring the whole class's responses 

5. Help students see how each day's work relates to previous and coming work 

6. Help students make connections between activities, ideas and concepts 

7. Clearly recognize the purposes of activities 

8. Consciously control volume and inflection of voice, gestures and body language 

9. Wait for more volunteers ('"wait time") 

10. Have students answer other student's questions in the context of class dialogue 

11. Plan how to deal with incorrect answers in a positive way 

12. Encourage more that one student to answer a question 

13. Use questions to assess students' learning during teaching 

14. Push for learning in depth, rather that for "coverage" 

15. Give directions and homework before the end of class 

 

Learner Assessment 

1. Modify assessments to fit students' developmental level 

2. Be sure assessments accurately reflect the emphases of actual teaching 

3. Modify assessment procedures to provide for individual differences 

4.  Return papers and record evaluations promptly 

5.  Blend instruction and assessment as authentically as possible 

 

Analysis 

1. Observe other teachers' daily routines 

2. Observe own class with other teachers 

3. Use observations to gather ideas for varying strategies 

4. Keep working on making practices match beliefs 
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Classroom Management/Learning Environment 

1. Explain rationale for rules; have students determine rules wherever appropriate 

2. Identify acceptable, productive noise levels for various activities 

3. Be consistent; do not leave students wondering if it acceptable to break rules 

sometimes 

4. Make smooth transitions so there is less time for off-task behavior to begin 

5. Plan for the entire class time 

6. Treat students in a respectful manner and demand that they treat you and other students 

the same way 
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ORIENTATION TO YOUR SCHOOL 

 

NAME_______________SCHOOL____________DATE________ 

 

CHECK EACH ITEM AS YOU COMPLETE IT. 

 

I.  Gather the following materials and answer the questions to help you adjust to your 

student teaching assignment. 

1. A plan of the school. Identify your classroom. Draw in the emergency exit route. Walk 

the emergency route. 

2.  Your class schedule. Identify your teacher's (teaching) responsibilities/obligations. 

3.  Class roster, and seating plans (if applicable). Develop a plan to become familiar with 

names, nicknames, abbreviations and pronunciations. Take special care to pronounce 

names that are not from your native culture correctly. 

 

II. Physical Plan and School Layout 

 

On the first day, locate the following (and introduce yourself where appropriate): 

1. Your assigned classroom 

2. Other classrooms in the same grade/department 

3.  The students' restroom 

Boys' (Men's)_______ Girls' (Women's)_______ 

4.  The teachers' lounge(s) 

5. The teachers' restroom 

Men's _______       Women's_______ 

6. The central office (support staff) 

7. The guidance counselor's office - Her/His name: ________________ 

8. The nurse's room - Her/His name: ________________ 

9. The principal's office - Her/His name:.________________ 

10.  Cafeteria/Faculty Eating Area: _______________ 
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III. Essential Colleagues: ESL specialists, discipline specific specialists... 

 

IV. Non-Teaching Duties 

1.  When and where are the faculty meetings? 

2. What time do they start? ________________ 

3. The students start arriving at ______. They are dismissed at ______. 

4. When does school formally start? ________________ 

5. Policy regarding making copies, access to computers - where? 

6. Computer Use 

Computer lab? ________________ 

Procedures and rules ________________ 

Audio-visual resources 

Kinds Available: ________________ 

Where? ________________ 

Procedure and rules ________________ 

How much notice to order? _______________ 

 

V.  Classroom Procedures 
List specific classroom rules/regulations/procedures 
______________________________________________________________________________ 

______________________________________________________________________________ 

______________________________________________________________________________ 

______________________________________________________________________________ 

VI. Procedures for Ordering Materials 
______________________________________________________________________________ 

______________________________________________________________________________ 

______________________________________________________________________________ 

______________________________________________________________________________ 

VII. Budgeting Procedures 

______________________________________________________________________________ 

______________________________________________________________________________ 

______________________________________________________________________________ 
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______________________________________________________________________________ 

______________________________________________________________________________ 

Names of Suppliers 
______________________________________________________________________________ 

______________________________________________________________________________ 

Storage Areas 

______________________________________________________________________________ 

______________________________________________________________________________ 
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For Cooperating Teachers: 

Suggestions to the Cooperating Teacher to Help Student Teachers Plan 

Effectively 

 

1.  Acquaint your student teacher with your long-range plans for the semester and the 

year so that her/his planning will be consistent with the overall objectives you have 

established in the past. Show her/him sample plans, which could serve as guides. 

2.  Explain your system of collecting and organizing files of instructional materials. 

Encourage your student teacher to develop her/his own files. 

 

Questions the Cooperating Teacher Can Ask to Help the Student Teacher 

Evaluate Plans 

1.  Can we discuss the purpose/objective of the learning for the lesson? 

2.  What provisions have you made for the individual differences in student needs, 

interests and abilities? 

3.  Are your plans flexible, and yet focused on the subject? 

4. How might you alter your plans when you see they are not working? 

5. What criteria do you use to determine where in your plans you were most successful? 

6.  Was your use of language in discussion calibrated to the students' level? 

 

For School Administrators: 

All school administrators are encouraged to become as actively involved in the 

practicum experiences of student teachers as possible. The following list details some of 

the ways administrators can become positively involved in the teaching lives of student 

teachers: 

1.  Introducing student teachers to all the faculty and staff with whom they may be in 

contact during their practicum 

2.  Discussing school policies, rules, regulations and general procedures, including use of 

school resources 

3.  Giving a brief history and description of the school, its community, parents and 

student body 
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4.  Providing student teachers with an orientation to the physical layout of the school 

5.  Informing student teachers of the school calendar, including holidays, half-days, 

parent conference dates and faculty meetings 

6.  Creating a climate for student teachers to observe other teachers and learners in 

settings other than in your cooperating teacher's classroom 
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Appendix I: Teachers College School Site Selection Criteria 
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Appendix J: NYS Teacher Certification Examination Pass Rate Data 

 

New York State Teachers State-Level Aggregate and Summary Assessment Pass-Rate Data for 
Certification Examinations 2000-2001 Teachers College 

 
Program ATS-W (or NTE)** LAST (or NTW)*** Summary 

Completers* 418 Tested: 
360 

Pass: 
357  %: 99 Tested: 

359 
Pass: 
354 %: 99 Tested: 

362 
Pass:  
357 %: 99 

 
*Number of completers of the institution's teacher education programs leading to a provisional teaching 

certificate 

**Number and percent who passed/took either the NYSTCE Assessment of Teaching Skills-Written 

(elementary or secondary version) or the NTE (Praxis II) Professional Knowledge Test 

***Number and percent who passed/took either the NYSTCE Liberal Arts and Sciences Test or both the 

NTE (Praxis II) Communication Skills test and General Knowledge Test  
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Appendix K: Course Evaluation Form 
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Appendix L: Student Satisfaction Survey Form 


