lowa State University
Educator Preparation Program: Conceptual Framework

Vision

The framework of the Educator Preparation Program at lowa State University aspires to provide
a premier pathway of rigorous research-based academic experiences complemented by
exceptional quality and diverse field experiences leading to the skillful preparation of highly
effective teachers and school leaders.

Mission

The conceptual framework of the ISU educator preparation program is to prepare teachers and
administrators as continuous learners, collaborators, and transformational leaders through the
application of rigorous research-based content and advanced pedagogy integrated with rich field
experiences and fundamentally grounded in the land-grant mission of community access and
opportunity.

Belief Statements

At Iowa State University, our educator preparation community of professional educators and
students believe:

e Education provides learners with equitable opportunities to acquire the knowledge, skills,
and dispositions to achieve cognitive, affective, social, physical, and economic well-being.

e The educational process is intentional and learner centered. It requires the application of
rigorous research-based content and pedagogical knowledge that is supported with the
innovation of technologies.

e Formal education does not occur in isolation. It exists in synergy with the education provided
by families and communities and will enrich and be enriched by those connections.

e High-quality educator preparation includes collaborative field-based experiences that
promote on-site learning opportunities that are varied, developmentally appropriate, and
linked closely with academic preparation.

e Education prepares learners to positively influence people’s lives by successfully engaging in
our democratic society and in the broader global community.

e Ongoing, multi-dimensional assessment is a critical tool of educators leading towards a better
understanding and improvement of student learning.

e Transformational educators engage in a continual cycle of learning, practice, and reflection
that informs their curricular, instructional, evaluative, and interactional decisions.
Transformative educators have an ethical responsibility to expand human potential and
improve people’s lives.
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CONTEXT for the CONCEPTUAL FRAMEWORK (CF)

Commitment to Candidates

The Teacher Preparation program at lowa State University will prepare socially just,
equity-focused educators who will be prepared to create equitable learning environments within
their school classroom environments.

Iowa State University School of Education, the Colleges of Human Sciences, Liberal Arts
and Sciences and Agriculture collaborate to prepare teacher candidates at the Early Childhood,
Elementary and Secondary areas.

The Educator Preparation Coordinating Council is the policy making body for the
Educator Preparation Program and consists of faculty coordinators from each undergraduate and
graduate licensure areas.

Problem of Practice
The following questions were identified and considered by the CF Sub-committee:
1. Why is it important for lowa State University to support and prepare candidates with a
social-justice and equity perspective?
2. How does being an equity focused, teacher ensure that every child/student is known and
has agency in their own learning?
3. How does an equity focused, teacher demonstrate their development, knowledge, and
skills in the classroom?
4. Does “reflective practice” matter? If we believe that it does, -- How do we instill
authentic practice in our candidates?
5. How do we navigate the current political climate which “impacts the ability to create
spaces where equitable development and learning can occur”?
Adapted from McDonald & Zeichner (2009)

An evolving Theory of Action (If — Then Statements)
e JF: ISU teacher candidates
o are intentional about reflective practice and utilize a growth mindset for their
learning and practice and
o have a strong understanding of the “nature of learners” and the need for
intentional social emotional supports and
e [F: ISU faculty
o provide robust, research based, content knowledge experiences and guidance, and
o support and prepare candidates with a social justice and equity perspective, and
e JF: ISU teacher candidates
o are reflective and authentic in their own instructional practice, and
o apply this learning to instruction, student relationships and the classroom
environment,

THEN:

e [SU Teacher Candidates will exhibit, express, and model the traits and understandings of
a Globally and Culturally Responsive Teacher, who ensure that every child/student is
known and has agency in their own learning and development.



CONCEPTUAL FRAMEWORK

OVERARCHING FOCUS:
GLOBALLY AND CULTURALLY RESPONSIVE TEACHERS

The primary focus of the lowa State University Educator Preparation Program is to
develop globally and culturally responsive teachers. As the state and national population
becomes more diverse and the world becomes more interconnected, it is important for candidates
to develop the pedagogy, knowledge, and dispositions to become educators in a multicultural and
pluralistic society (Thayer-Bacon, 2013). In addition, as a land-grant institution, there is a
dedication to the founding principles of access, practical education, and shared knowledge
(https://web.iastate.edu/about/history), which includes a responsibility to prepare diverse,
culturally responsive, and community-engaged teachers.

A globally responsive teacher appreciates the diversity of the human population and
shows respect for individual talents and viewpoints. These teachers value learning, and believe
all students can achieve success and strive for excellence. In pursuance of this ideal, teacher
candidates need a course of study that includes a rigorous academic curriculum and practical
experiences that examine and incorporate world events, cultures, and perspectives as well as a
fundamental belief that all students can learn.

Foremost in teacher preparation is a focus on pedagogy that supports equitable learning
and student empowerment, recognizes the importance of integrating content from students’
cultural backgrounds, and understands of how cultural identity impacts student learning (Gay,
2014; Ladson-Billings, 1995). Teacher candidates must demonstrate the content knowledge
needed to be globally and culturally responsive teachers through placing content within context
and connections. This includes content area expertise, instructional strategies and materials,
classroom climate, student-teacher relationships, and self-awareness to improve student learning
(Gay, 2010).

Finally, globally responsive teacher candidates must display professional dispositions
including the willingness to self-examine beliefs, values, assumptions, biases, and experiences
related to diverse individuals, populations, and cultures as well as the ability to value the
diversity and build connections between content, culture, and experiences of those in the
classroom. Also important are willingness to participate in and facilitate dialogue involving
controversial topics in order to learn and grow, to incorporate new ideas and create inclusive,
diverse classroom culture, and to collaborate with family and community in the educational
process to ensure student success.
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SOCIAL/EMOTIONAL LEARNERS:
FOCUSING ON THE NATURE OF LEARNERS

Each learner is a whole person for whom the ability to learn and grow relies in part on a
foundation of social and emotional competencies. A meta-analysis from Durlak et al. (2011)
concludes that social and emotional learning programs improve academic outcomes, both on
achievement tests and across grades, among other behavioral benefits. Knowledge of social and
emotional development across ages, with the understanding that it in part defines the nature of
each learner, is critical in supporting the developmental, behavioral, and academic needs of
students. lowa State University InNTASC standards 1 and 2 emphasize not only the ability to
recognize the trajectory of development across academic, cognitive, and social domains, but
expect teacher candidates to be able to meet that myriad of needs through responsive and
sustainably equitable teaching practices.

In addition to being shaped by innate characteristics such as temperament, candidates
must recognize that each person is shaped by their environment, community, and culture. All of
these should be taken in to account in the design of instruction, assessment, and the learning
environment. ISU InTASC standard 3 recognizes the influence of each learner’s surroundings on
their overall success. The Whole School, Whole Community, Whole Child Model (WSCC)
which has been developed as a joint effort by the U.S. Centers for Disease Control and
Prevention (CDC) and the Association for Supervision and Curriculum Development (ASCD)
states that “A positive social and emotional school climate is conducive to effective teaching and
learning” (Lewallen et al., 2015). Teacher candidates will learn about classroom practices and
design strategies that intentionally support the development of the whole learner.

It must be addressed that the social, emotional, and overall mental health of the classroom
teacher can have a significant impact on relationships with students, the climate of a classroom,
and the overall success of learners. A study found that, while nearly all teachers in the sample
reported high stress, in those classrooms where the teacher experienced high stress but low
success in coping with that stress, students exhibited the most challenging behaviors and the
lowest academic achievement (Herman, Hickmon-Rosa, & Reinke, 2018). Teacher candidates in
this program will develop skills in recognizing their own mental health needs and will work to
balance personal wellness while upholding professional expectations. Mental health supports and
strategies to be explored include the importance of adequate sleep, exercise, developing
professional networks, stress management techniques such as meditation, trauma informed care,
and more.

Teacher candidates will develop knowledge about how stages of social and emotional
development intersect with classroom guidance, teaching practices, and their own emotional
intelligence. With this understanding, they will not only support students who they serve in the
moment, but provide them with lasting skills to be active and engaged members of society.
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EQUITY FOCUS:
CREATING SOCIALLY JUST LEARNING ENVIRONMENTS

In the development of the ISU Teacher Preparation Program Conceptual Framework,
ensuring a focus on the tenets of equity and social justice was important. Equity and social
justice are woven into our teacher preparation program fabric and are an integral part of the

educational landscape that our candidates will explore and encounter throughout their courses
and fieldwork.

To become an effective teacher, candidates must develop an understanding of the student
and community landscape where they will be serving. The lowa State University InNTASC
Standards 2, 3, 4 and 9 focus on the instructional, relational, and professional skills necessary to
support each and every student, their families and their school environment.

Creating a classroom environment that is equitable requires not only content knowledge,
but also the knowledge of the community, the resources available, the structures of family and
the human/social emotional needs of the students in their classrooms.

Equity in Education and Why it Matters

The authors of the 2018 OECD publication, Equity in Education: Breaking Down

Barriers to Social, Mobility, provide this helpful elaboration:

Equity does not mean that all students obtain equal education outcomes, but
rather that differences in students’ outcomes are unrelated to their background or
to economic and social circumstances over which the students have no control.
Equity in education also demands that students from different backgrounds are
equally likely to earn desirable post-secondary education credentials, such as
university degrees, that will make it easier for them to succeed in the labour
market and to realise their goals as adult members of society. (TEL Education
(Transforming Education for Life website)

As a continuous learner, teacher candidates must develop their content, instructional, and
professional skills to be “effective with students of all backgrounds in the U.S. schools”
(Arronson, et.al, 2020, Nieto 2000). In 2000, Sonia Nieto argued that in order to put equity at the
center of teacher education, schools and universities must “radically transform their policies and
practices if they are to become places where teachers and prospective teachers learn to become
effective with students of all backgrounds in the U.S. schools” (p. 180) (Aronson, et. al. 2020, p.
22). This notion is directly connected to INTASC Standard 2 Learning Differences:

The teacher uses understanding of individual differences and diverse cultures and
communities to ensure inclusive learning environments that enable each learner to meet high
standards.

In reviewing the literature focused on equity and teacher preparation, several questions
from researchers emerged. McDonald (2005) posed these two questions for teacher
preparation programs to consider.

1. How do teacher education programs implement social justice in an integrated fashion
across the entire program (e.g., including university courses and field placements)?

2. What do prospective teachers’ opportunities to learn about social justice look like in
such programs? (McDonald p. 420)
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McDonald (2008) also focused on the “pedagogy of assignments” that teacher
preparation candidates were offered throughout the program. We pose these questions for
the ISU Teacher Preparation Program:

Why should our teacher candidates be prepared to serve each and every student?
How are our candidates prepared for creating an equitable environment for the
students they serve?

How, when, and where are we providing opportunities for them to learn about the
principles and practices that inform their understanding of diversity and equity?
What should our assignments look like to accomplish these tasks?

McDonald & Zeichner (2009) co-authored a chapter which expanded on the previous
work by McDonald. From this study, two key questions for teacher education preparation
programs emerged. These focus on developing teachers who have the skills to create an
equitable classroom environment.

1.

What is social justice teacher education?

2. What are the program structures, policies, and practices that constitute equity focused

social justice teacher education?
As other teacher education reform efforts suggest, without the consideration of
such questions, programs will likely simply adopt the label of social justice
without challenging or changing existing practices. In addition, the ambiguity in
terms of the concept and practice of social justice teacher education will allow a
wide range of programs, some with very different agendas to lay claim to such a
vision of teacher preparation. (p. 606)

Sensoy & DiAngelo (2017) posit that one of the most important tasks for teacher

preparation programs is to develop “our own definition of social justice” and equity for
curriculum and instruction to be aligned.

A mindset, orientation, a way of thinking, and teacher identity that encourages dialogue
among learners. It is a method that explores the emotional and moral dimensions of
learning, facilitates problem solving, and interrupts normative narratives. It promotes
social awareness and an ongoing process of critical consciousness toward self in relation
to others. (p. 23 Aronson, B. et. al., Sensoy and DiAngelo, 2017)

Equity and social justice efforts are an outgrowth of the 30 years of research around multi-
cultural research.

The majority of efforts in multicultural teacher education have focused on preparing
teachers to improve the educational opportunities and experiences of students of color,
low-income students, and more recently, English language learners (Lucas & Grinberg,
in press). Social justice teacher education shares this goal, but differs from the
implementation of multicultural education on two fronts—one conceptual and one

structural (Feiman-Nemser, 1990; Tom, 1997).7 ...the predominant practice of
multicultural education tends to celebrate cultural diversity and the experience of the
individual while paying less attention to societal structures and institutionalized
oppression (Kailin, 2002) ...Sleeter (1993) reminds us...of the importance of justice
being central to multicultural education:



...multicultural education came out of the civil rights movement. It wasn’t just
about, “let me get to know something about your food and I’ll share some of my
food.” The primary issue was one of access to a quality education. (p 596-597
McDonald and Zeichner (2009)

In the Teacher Education Program, we need to ensure that our candidates develop a clear
understanding of the significant influence and impact they will have on student visibility,
learning and achievement. In addition, a teacher candidate must realize the impact of their
professional performance (agency) within the school environment and the community in which it
resides. INTASC Standard 9 focuses on a teacher using “evidence to continually evaluate his/her
practice, particularly the effects of his/her choices and actions on others (learners, families,
other professionals, and the community), and adapts practice to meet the needs of each learner.
Cochran (2004) defines this as “teacher education outcomes as long- term impacts.”

As our candidates experience their learning through the ISU Teacher Preparation
Program, they will explore, encounter, and engage with literature, clinical experiences, and
strategies that will prepare them for their role as a teacher who brings a strong practice in
creating equitable learning environments and sees and knows what each of their students need
and require.
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CONTENT KNOWLEDGE:
APPLYING RESEARCH TO PRACTICE

To be an effective teacher, candidates must develop strong content knowledge in the area
they teach. Content knowledge can be broken into two categories: disciplinary area content and
pedagogical content. While disciplinary area content is what candidates will learn, pedagogy is
how the candidates will learn to teach it.

Disciplinary area content refers to the content that the professional knows. Iowa State
University INTASC Standards 4 and 5 focus solely on the teacher candidate developing
disciplinary area content knowledge. Candidates themselves must become lifelong learners in
the discipline(s) they teach in order to create authentic learning experiences for their future
students. As stated in Cochran-Smith’s (2011) article:

They could not know all the answers prior to entering teaching. What they needed to

know was how to keep on learning over time—how to pose important questions, how to

develop new ways of seeing, how to unpack deeply held assumptions, and how to work

with colleagues to transform students' learning opportunities and outcomes. (p. 24)
The ISU Teacher Education Program needs to prepare candidates for changes that will arise in
their career. Instilling the necessity for lifelong learning during their preparatory years will help
candidates stay abreast of new developments and research in their discipline(s).

Pedagogical content knowledge refers to how the candidates will teach their disciplinary
area content. Appropriate preparation in pedagogical and disciplinary area content will allow
teacher candidates to build their knowledge of the profession and enhance the delivery of their
lessons. This knowledge is needed for their professional career to implement a variety of
instructional practices. lowa State University INTASC Standards 6, 7 and 8 focus heavily on
pedagogical content knowledge. One essential component to this is classroom management;
candidates learn how to maintain engagement through routines, procedures, various instructional
strategies, and how to prevent and respond to student misbehavior. According to Caram and
Davis (2005), our youth today are overloaded with bright, flashy experiences. Teacher
candidates must attain pedagogical content knowledge to develop and deliver lessons that will
capture student attention and engage their curiosity and critical thinking. By using research-
based planning, instructional, and assessment strategies, teacher candidates will succeed in
differentiating lessons and creating inviting classrooms focused on student learning.
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COLLABORATION:
BUILDING FAMILY, SCHOOL, AND COMMUNITY PARTNERSHIPS

As the learner is a whole person for whom school must address more than cognitive
needs, the educator is but one facet of a whole system that includes local communities, school
districts, and families. INTASC Standards 9 & 10 are oriented around professional learning,
ethical practice, leadership, and collaboration. The educator must reflect “particularly the effects
of . .. choices and actions on others (learners, families, other professionals, and the
community).” Educators must be servant-leaders, their efficacy measured by how well they serve
the learning and growth of their students. Recalling her Black elementary teachers, bell hooks
recounts, “my teachers made sure they ‘knew’ us. They knew our parents, our economic status,
where we worshipped, what our homes were like, and how we were treated in the family” (1994,
pg. 3). Teachers’ engagement with stakeholders is critical for collaborative work. To build up
their students’ capacity, teachers represent a single contributor, coming equipped with their skills
and knowledge. The teacher is not the sole voice, directing others to work according to their
prescriptive vision of what will “better” their students. Instead, the teacher must create authentic
and professional collaborations with students, their families, the school and communities.

As a land-grant institution, lowa State was established upon a mission to be of service to
the people (Gordon & Schultz, 2020). Distinct from established institutions of higher education
at the time, the charge given by the 1862 Morrill Act was to establish an institution, “where the
leading object should be to teach such branches of learning . . . to promote the liberal and
practical education of the industrial classes in the several pursuits and professions of life.” Since
its founding, lowa State has worked to extend research and practice to concretely improve the
lives of lowans, Americans, and humans across the globe. This is exemplified by the work of a
number of entities within the ISU Educator Preparation programs.

On a larger scale, contrary to public education’s overt call to be an economic equalizer,
school systems have instead propitiated inequities that support the status quo in many ways.
Additionally, a majority of educator preparation candidates do not currently reflect the diversity
of the classrooms that they will serve. We seek to address these gaps by moving beyond a
community-based educator preparation program with isolated opportunities off campus to work
in historically marginalized communities towards a community-engaged approach that integrates
community members as stakeholders (Clark, 2021). “Community-engaged teacher preparation
refutes the self-importance of traditionally recognized sources of wisdom, dismantling
institutional barriers and personal pieties and forging a new structure through which previously
un- or underrecognized sources of expertise can be heard, recognized, and valued” (Zygmunt et
al., 2018). In this way, we prepare our candidates to function as a teammate, working
collaboratively with parents and local leaders to value, support, and uplift their communities.

The community-engaged approach is continuously evolving, as local needs are ever-
shifting. As an educator preparation program, we will prepare our candidates to collaboratively
engage with all stakeholders in their future careers through the development of a growth mindset
and continuous reflection upon their professional teaching practice.
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GROWTH MINDSET:
REFLECTING ON PRACTICE AND CONTINUING LEARNING

To be a continuous learner, teacher candidates in practica and student teaching
experiences need to establish a growth mindset and practice refection. Dweck (2007) describes
how using a growth mindset involves people “believ(ing) that their most basic abilities can be
developed through dedication and hard work . . . . This view creates a love of learning and a
resilience that is essential for great accomplishment.” To achieve this goal, Schon (1983)
provides three types of reflection: reflection-for-action (during the planning phase), reflection-in-
action (amidst teaching), and reflection-on-action (after teaching).

In planning lessons, teacher candidates can practice reflection-for action by considering
the student audience’s special interests and needs, prior student knowledge and experience, past
successful instructional strategies, amount of student interaction and movement, differentiation
for learning styles and abilities, placement of the lesson and standards within the unit and
semester, and other variables.

By reflecting on these factors, teachers can create more effective lesson plans. Within the
class time, teacher candidates can employ reflection-in-action by assessing the situation and
making instant decisions of providing additional review, extra examples, repetition or re-
emphasis of specific points, classroom management changes, and other needed adaptations. This
type of reflection requires teacher ingenuity in deciding that a change needs to occur, how to
make the adaptation in an effective manner, and whether more changes are required. The teacher
candidate observes what is happening as a type of formative assessment and provides just-in-
time student feedback. Because this type of reflection demands instant action, teachers often
consider it to be the most challenging type of reflection.

Following instruction, teacher candidates need to make time for reflection-on-action. By
re-examining the effectiveness of the class period for meeting the objectives and standards,
obtaining student engagement and interaction, and providing connections to previous and
upcoming lessons, teachers can assess changes for upcoming class periods and future lessons.
This type of reflection can be accomplished individually through journaling, notetaking, or
mental thought processing. Collaborative reflection can occur with a cooperating teacher,
teaching team of co-teachers, or professional learning community (PLC). The teacher candidate
uses both formative and summative assessments in making this post-reflection. While many
teacher candidates practice one or two of the types of reflection, they need to work on
incorporating all three areas to be truly effective instructors. Students’ needs and interests need
to take foreground in each of these reflections. By continually reflecting on planning and
teaching, teacher candidates can help students become successful learners, thinkers, and
communicators.

The growth mindset and reflection practices are connected to INTASC Standard 9:
“Professional Learning and Ethical Practice: The teacher engages in ongoing professional
learning and uses evidence to continually evaluate his/her practice, particularly the effects of
his/her choices and actions on others (learners, families, other professionals, and the
community), and adapts practice to meet the needs of each learner.” Cochran-Smith (2011, p. 34)
states that “the work of learning to teach never ends” since teachers need to know “how to keep

14



learning over time—how to pose important questions, how to develop new ways of seeing, how
to unpack deeply held assumptions, and how to work with colleagues to transform students’
learning opportunities and outcomes.”

By engaging in a growth mindset, teacher candidates can recognize their own role and
power in influencing student outcomes. This comprises a continual process in which the in-class
teaching (reflection-in-action) can be followed by post-reflection (reflection-on-action), which in
turn can be followed by the next planning stage (reflection-for-action), making the growth
mindset into a circular process in which reflection continues at each stage of teaching.
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