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INTRODUCTION 

 
The University of Minnesota, founded in the belief that all people are enriched by understanding, is 
dedicated to the advancement of learning and the search for truth; to the sharing of this knowledge 
through education for a diverse community; and to the application of this knowledge to benefit the 
people of the state, the nation, and the world. The university’s mission, carried out on multiple 
campuses and throughout the state, is threefold: Research and Discovery, Teaching and Learning, 
and Service. 
 
The primary purposes of the College of Education and Human Development (CEHD) at the 
University of Minnesota are to advance knowledge in the field of education, to prepare personnel for 
educational and human development positions, and to provide leadership to educational and human 
development agencies. The college intends to continue to build on its national reputation in the area 
of teacher preparation. 

 The college is recognized as a leader in the state in the preparation of teachers and 
other educators for the state's P-12 schools. 

 U.S. News and World Report ranked the college 19th among all professional schools 
of education (April 2005), and 11th among all public professional schools. Nationally 
ranked programs and their rankings are as follows: 

 administration/supervision (12),  
 counseling and student personnel psychology (4  - tied with the University of 

Wisconsin, Madison),  
 curriculum and instruction (9),  
 developmental psychology (3),  
 educational policy (18) 
 educational psychology (6),  
 elementary education (11),  
 higher education administration (20), 
 secondary education (12 – tied with University of Maryland, College Park; 

University of Texas, Austin; and University of Washington), 
 special education (4), and  
 vocational/technical education (1 – tied with Ohio State University). 

 
Within the state of Minnesota, the College of Education and Human Development is the only teacher 
education institution that has, as one of its primary purposes, the advancement of knowledge through 
high-quality research, scholarship, and artistic activity that benefits students, scholars, and 
communities across the state, the nation, and the world. 
 

How We Design Our Programs 

The Initial Licensure Programs 
The college's programs are designed to join research, theory, and practice. The teacher licensure 
programs, unique in the state, focus on depth of understanding in content and pedagogy. Programs 
are roughly divided into three components: foundations courses, methods coursework, and clinical 
experiences.  
 
The full program of study meets the Minnesota Board of Teaching (BOT) licensure standards. These 
standards, based on the INTASC standards guide all teacher licensure programs in Minnesota. The 
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content and pedagogy standards are imbedded in each of the 15 licensure programs. The Council on 
Teacher Education systematically monitors the licensure programs to ensure that we meet the BOT 
Standards of Effective Practice as well as the emerging issues faced by schools and teachers. In 
addition to its monthly meetings, the CTE holds workshops to examine how we meet the standards, 
how we provide consistent instruction, and how we assess and develop students during the clinical 
experiences. To provide consistency across the college, we have oversight by a coordinator of 
clinical experiences, a coordinator of the foundations (EDHD) courses within the programs, and a 
coordinator of program review. 
 
The Advanced Programs 
The advanced programs, reviewed by the program faculty within the departments, provide cutting 
edge research, and build on the practice of individuals within the programs. The breadth of research 
in the college provides opportunities for students to collaborate with faculty on research and to use 
research in their own classrooms. Candidates in advanced programs also are required to complete 
extensive field experiences (administrative licensure), practica (counseling licensure and school 
psychology), and school-based projects (professional studies M.Ed.). An advanced programs 
committee was constituted in 2003-04, and works to facilitate communication across the many and 
varied advanced programs in the college. All programs undergo review at the program, department, 
and college levels. Oversight is by the Committee on Academic Affairs.  
 
On January 1, 1997, Minnesota Rules, Chapter 3512, which governs the licensing of educational 
administrators, went into effect. This date marked a significant shift in the preparation of educational 
administrators. Previously, preparation of school superintendents, elementary and secondary 
principals and directors of special education, was determined largely on the basis of course 
completion. Under the new rules, candidates demonstrate the “knowledge, skills, and abilities” 
within each competency area for the specific administrative license being sought , in addition to 
completing a minimum of 60 semester credits beyond a bachelor’s degree including the completion 
of a master’s degree (20 credits beyond a bachelor’s degree for directors of community education). 
Pre- and post-assessment of competence must be shared between college personnel and licensed 
field practitioners. This shift to a blend of knowledge and skills-based preparation was the impetus 
for redesigning the structural delivery of the college’s administrative licensure program. Formal 
coursework, in which candidates build a strong knowledge base by completing authentic practice 
sets, is deepened by ongoing, embedded and substantial reflective practice. 
 

Revisiting Our Mission and Conceptual Framework 

In the summer of 2003, the Steering Committee of the Council on Teacher Education set forth a plan 
to revisit our mission and Conceptual Framework. The committee’s charge was to put forth a 
Conceptual Framework: (1) based in current research and scholarship in teacher education; and (2) 
reflective of the collective knowledge, beliefs, and values of a wide range of our stakeholders. The 
previous conceptual framework focused on inquiry, reflection, and observation for the initial 
programs, and inquiry, research, and leadership for the advanced programs. While these elements 
remain an important part of our professional programs, we believed it important to revisit our 
conceptual framework in light of the changing knowledge base on education and the changing nature 
of our constituents. 
 
To ensure that our Conceptual Framework is grounded in the current literature, research, and 
scholarship in P-12 education, we selected articles for our review by perusing prominent P-12 
education and educational research journals (e.g., American Educational Research Journal, The 
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Journal of Teacher Education), conducting literature searches, seeking the work of leaders in P-12 
education (e.g., Marilyn Cochran-Smith, Linda Darling-Hammond, Suzanne Wilson), and consulting 
with the chairs of our college committees on diversity and international education. We developed a 
list of nine core articles we believed might supplement and extend the exceptionally strong 
knowledge base our faculty already brought to this endeavor.  
 
We also identified seven NCATE-accredited institutions and reviewed their conceptual frameworks. 
We chose these institutions based on their strong teacher education programs, their advanced 
programs, their comparability to our own institution in terms of size and mission, and/or our 
personal knowledge of their programs. Our intention was not to replicate other conceptual 
frameworks or programs, but to challenge and stimulate our thinking about teacher education.  
 
Prior to the first full Council on Teacher Education meeting in the fall of 2003, council members 
were assigned to read several articles and conceptual frameworks. In a jig-saw format at the meeting, 
members reviewed and discussed the materials.  
 
We used a modified Delphi method to ensure that the Conceptual Framework reflects the 
knowledge, values, and beliefs of our key stakeholders. The Delphi Approach is a method of survey 
research developed by the RAND Corporation in 1969 to facilitate communication and identify areas 
of consensus. The method involves repeated surveys, throughout which respondents receive 
information about the group’s responses. After an initial round of the survey, for example, 
participants receive a second survey that includes their previous response to individual items, the 
group’s mean response to individual items, and comments from other participants. Thus, the Delphi 
Approach facilitates a type of “conversation” aimed toward building consensus. 
 
The survey approach allowed us to reach a wide range of individuals and groups. One of the 
strengths of this particular survey approach is that its iterative process allows participants to put forth 
ideas on the first round that can be incorporated into the second round of the survey. For example, 
participants who wanted to clarify their responses to a particular item could write comments in a side 
column. Those comments then appeared on the second round of the survey for all to see. Participants 
could also add items during the first round of the survey, which then appeared on the second round.  
 
The initial questionnaire used in the Delphi was developed between October 2003 and January 2004. 
The articles and conceptual frameworks we had read and discussed at the August 2003 meeting 
served as the springboard for our development of the questionnaire. A draft of the framework for the 
questionnaire was created at an all-day fall retreat on October 2003 a meeting to which all members 
of the P-12 education community in the College of Education and Human Development were 
invited, including representatives of both initial and advanced programs. The Conceptual Framework 
Subcommittee led small and large group discussions at the retreat, after which they developed the 
first of many drafts of survey items. In preparing the survey, members of the subcommittee 
consulted with specialists in survey design; brought drafts of the survey to the CTE steering 
committee, the entire Council on Teacher Education, and the Advanced Programs Committee; and 
administered a pilot survey to a small group of individuals in the college. 
 
The survey was divided into three sections: educational trends, educational assumptions, and actions. 
The first section, educational trends, was designed to “prime” survey participants as to current 
contexts and issues surrounding P-12 education, and then to elicit their assessment of the 
significance and desirability of the trends. The second section, educational assumptions, focused on 
clarifying the knowledge, beliefs, and values we bring to our professional education programs. The 
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third section, actions, was designed to help us make decisions about how to address significant 
educational trends in light of our assumptions about education, or more specifically, professional 
education programs. In other words, participants in the survey first considered the broader 
educational context, then considered their own beliefs about teaching, learning, and education, and 
finally identified actions in which our professional education programs might engage.  
 
Persons invited to participate in the Delphi survey included all CEHD faculty and staff directly 
involved in our professional education programs, and members of the CTE Advisory Board. After 
two rounds of the survey, the conceptual framework subcommittee reviewed and analyzed the 
responses. 
 
It is important to note that the Conceptual Framework was not derived from the Delphi survey; 
rather, the results of the Delphi survey provided an important source of information used to confirm, 
extend, and/or refine the previous Conceptual Framework. As the subcommittee examined the 
themes that emerged from the Delphi survey, they considered and compared the way in which those 
themes were reflected in various documents (e.g., the University mission statement, the CEHD 
mission statement, program descriptions, course syllabi), in collegial discussions (e.g., discussions at 
CTE, advisory board, advanced programs meetings), and in the collective knowledge, wisdom and 
scholarship of the college. In other words, the Delphi Survey—both as process and method—was an 
important tool for helping us reflect on our Conceptual Framework.  
 
Significant Political and Social Trends Likely to Shape Education 
Through the Delphi Survey, members of the educational community (including faculty, students, and 
Advisory Board members) identified significant political and social trends likely to shape education 
over the next 20 years. Three significant trends emerged: diversity, lifelong learning and 
professional development, and accountability.  
 
There are, of course, other trends that will influence public education (e.g., an increasing number of 
alternative schools). We chose to focus on these three because we believe they are likely to have the 
most impact on the preparation of educators, and because we believe they are areas in which we can 
have the most impact on our professional education programs. Figure 1 shows how the trends and 
themes derived from the Dephi survey, and our collective practices and scholarship translate into the 
themes of our Conceptual Framework. 

Figure 1 

Development of Themes of the Conceptual Framework 

Themes and Trends 
Derived from Delphi 
Survey, Our Practices and 
Our Scholarship  

 Themes that Form Our 
Conceptual Framework 

Accountability   Inquiry, Research, & 
Reflection 

Diversity   Diversity 
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Lifelong Learning and 
Professional Development 

  Lifelong Learning and 
Professional Development 

 
While we incorporate diversity and lifelong learning and professional development almost directly 
into our Conceptual Framework, the difference in our response to the “Era of Accountability” is 
purposeful. We respond to the “Era of Accountability” with a renewed commitment to promoting 
inquiry, research, and reflection. Individuals and institutions should be accountable for the decisions 
they make and the policies they promote. But how does one make responsible, thoughtful decisions 
and policies?  We believe it is through a willingness to inquire into complex issues, to research 
existing knowledge bases, to reflect on context, intended and unintended consequences, and the 
nature of teaching, learning, and leading, and to base practice on research-tested approaches. 
 

OUR MISSION AND CONCEPTUAL FRAMEWORK 

The mission of the professional education programs in CEHD is to provide leadership for: 
 promoting inquiry, research, and reflection;  
 honoring the diversity of our communities and learners; and  
 fostering a commitment to lifelong learning and professional development. 

 
Following we describe each of these themes and their pivotal role in our programs. We offer specific 
examples of the way in which the themes manifest themselves in our programs. These examples are 
intended to be illustrative, not exhaustive; through these examples, we also hope to paint a picture of 
the wide range of programs within CEHD. 
 

The Theme of Inquiry, Research and Reflection as Foundation for Our Programs 

The initial licensure programs and advanced programs in CEHD base their development and 
instructional approaches around the themes of inquiry, research and reflection. These three concepts 
are sometimes used interchangeably; indeed, we find that the boundaries between them are more 
fluid than distinct. In the scholarly community, their definitions are evolving, problematic, and 
contested (see, for example, Bullough & Pinnegar, 2001; Eisenhart & Towne, 2003; Feuer, Towne, 
& Shavelson, 2002).  
 
The term “inquiry” can be traced back to 1290, when it was defined as the act of “seeking into.” The 
Oxford English Dictionary defines “inquiry” as “the action of seeking, especially for truth, 
knowledge, or information concerning something; search, research, investigation, examination.” The 
term “research” is derived from the French word recerche, meaning to "seek out, search closely."  
The association between “research” and “scientific inquiry" can be traced to the mid-1600s. 
Scientific inquiry, of course, describes the method of identifying a question, formulating hypotheses, 
collecting and analyzing data, and deriving tentative conclusions. We also view reflection as a type 
of inquiry, a type of research. We engage in reflection when we perceive the difficulty, complexity, 
or problematic nature of experiences, and seek to develop a holistic understanding of experiences. 
Reflection requires us to draw upon our emotion, intuition, and passion as well as our reservoir of 
logic and rationality. Perhaps more than inquiry or research, reflection entails a “way of being.”  
 
Each of these three concepts—inquiry, research, and reflection—is central to our mission in 
preparing and working with P-12 educators. As an academic community, we embrace the “spirit of 
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inquiry,” of seeking truth, knowledge, and information. We engage in formal “scientific inquiry” or 
research as a way of systematically exploring significant issues. And we constantly reflect on our 
experiences and our role in creating and ascribing meaning to those experiences.  
 
The idea of "doing" inquiry, research, and reflection is built into the fabric of the college. It is 
demonstrated through the University mission, faculty roles, curriculum content, goals, and 
pedagogy. The college belongs to a "Research One" university, in which each faculty member is 
expected to develop and be active in a line of inquiry related to significant educational issues. Many 
of our faculty and staff are involved in research of the college’s education preparation programs  
 
In their teaching, faculty are thus well-positioned to select curriculum content and pedagogical 
practices that are based on seminal as well as “cutting edge” research. Faculty strive to bring to our 
professional education programs current educational research, ranging from surveys of the public’s 
attitude toward education, to ethnographic studies of institutional racism to collaborative, 
community-based research on counseling, to traditional experimental studies of specific teaching and 
administrative strategies. We believe that education practitioners who have an understanding of 
major findings and issues in educational research have a broader repertoire of responses and 
interpretations to bring to their practice. This does not mean that practitioners find “the answer” in 
educational research; indeed, serious study of almost any area of educational research will surely 
engender a greater appreciation for the complexity of inquiry and the contextual nature of teaching, 
learning, and leadership. Rather than searching for simplistic answers, we prepare our professional 
education students to think about their practice by reflecting on a range of scholarship, theories, 
frameworks, and perspectives. Much of this involves learning to be a "reflective practitioner" as is 
consistent with Standard 9, reflection and professional development of the Minnesota Standards of 
Effective Practice.  
 
Professional education candidates are not only exposed to such research, but are taught to think 
about the value and limitations of the research for their own practice. Candidates are also taught to 
bring this accumulation of research to bear as they engage in their own inquiry, research, and 
reflection on teaching, learning, and educational institutions. 
 
The Knowledge Base for Inquiry, Research, and Reflection 
Inquiry, research, and reflection are the foundation of the academic life of the university; however, 
we limit our discussion here to the knowledge base associated with the role of inquiry, research, and 
reflection in professional education programs.  
 
Inquiry involves the ability to interrogate and challenge existing practices and issues related to 
education (Cochran-Smith & Lytle, 1993, 1999; Meyer, 1998; Hollingsworth, 1994, 1997; van 
Manen, 1991; Wells & Change-Wells, 1992). It is the practice of critical engagement in education, 
of deliberate questioning and conscious decision making. Our candidates need to be able to reflect 
on both the appropriateness and effectiveness of their decisions regarding instruction, administrative 
policies, professional interactions, etc. within a particular context (Calderhead & Gates, 1993; Clift, 
Houston, & Pugach, 1990; Liston & Zeichner, 1991; Russell & Munby, 1992; Schon, 1987; Valli, 
1992; van Manen, 1991). As part of their reflection, practitioners need to be able to stand back and 
reflect on the relevancy and appropriateness of their "interpretive frames" (Barnes, 1992), "personal 
theories" (Tann, 1993), or models of learning, instruction, counseling, administration, and 
leadership. These frames, theories, or models reflect certain ideological assumptions about what 
represents effective practice. For example, a preservice teacher espousing a "transmission" model of 
instruction holds different assumptions about knowledge than does a teacher espousing an 
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"interpretive" model of teaching (Barnes, 1992). Critical self-reflection requires the ability to stand 
back and determine how one's own interpretive frames or models are shaping one's practice.  
 
In their field settings, candidates observe and identify various issues associated with the context and 
relate that to case studies done previously. As Carson and Sumara (1997) argue, grounding inquiry 
within these actual contexts allows "the path of inquiry to be 'laid while walking'... [this] method 
depends on interpretations given to questions that 'present themselves' rather than questions which 
are predetermined" (pp. 126-127). Rather than formulating questions, problems, conflicts, and 
tensions, or "wonderings" (Short & Harste, 1996) only before they begin their study of a school or 
classroom, they are also posing questions, queries, or hypotheses during the process of studying a 
school or classroom. Their inquiry is then based on authentic questions grounded in authentic 
contexts. 
 
Thus the questions, problems, conflicts, and tensions identified within their coursework provide 
candidates “lenses” for engaging in inquiry in their field settings. But the social and cultural context 
of the practicum setting also helps students develop a sense of the complex and multifaceted nature 
of those questions, problems, conflicts, and tensions. Following we describe some of the ways in 
which our courses engage students in inquiry, research, and reflection.  
 
Inquiry, Research, and Reflection Practices in our Programs 
Following are examples of ways in which inquiry, research, and reflection are woven throughout our 
programs. 
 
Examples of inquiry, research, and reflection from the initial licensure programs  
Foundations courses. In EDHD 5001 Learning, Cognition, and Assessment in the Schools, 
candidates engage in inquiry around key topics related to learning, cognition, and assessment: 
constructivism (Piagetian and Vygostkian frameworks), cognitivism (human information processing 
frameworks), behaviorism (Skinnerian and Banduran frameworks), intelligence and mental abilities 
(Howard Gardner's framework and frameworks of Binet and Thurstone), classroom management, 
motivation, and assessment (standardized testing and classroom assessment frameworks). 
Employing a case study method, candidates discuss specific school-based cases portraying instances 
of challenges related to the MNSEPT Standards 2 -  student learning, 3 - diverse learners, 5 - 
learning environment, and 8 - assessment related to learning and assessment. The uses of cases 
fostering inquiry about issues of learning and assessment is based on previous research related to the 
value of a case approach to teacher education (Brubaker & Simon, 1993; Shulman, 1993). 
Employing a problem-solving approach, candidates are asked to identify the nature of the problem, 
reasons for the problem, and strategies for coping with the problem. In discussing these cases, 
candidates are encouraged to entertain alternative theoretical perspectives on the nature of the 
problem and explanations for the problem. Candidates’ written essays in response to these cases are 
then assessed according to specific criteria. 
 
In EDHD 5003 Development and Individual Differences in Educational Contexts, candidates are 
afforded multiple opportunities to inquire and reflect upon the influence of developmental processes 
and individual differences in educational matters (MNSEPT Standards 2 student learning, 3 diverse 
learners, and 5 learning environment ) Candidates are asked to consider basic theories of 
development and individual differences and the data structure supporting these approaches and then 
to apply their understanding to classroom settings. Assessments are often short papers that ask 
candidates for an overview of a particular topic and some form of application to teaching in their 
field. Additionally, candidates work in groups to examine adolescent development from the 
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perspectives of physical, cognitive, social, and self-development; students present their findings 
through reflective on-line discussions and PowerPoint presentations. Candidates are also required to 
observe children in naturalistic settings and, from their recorded observations, make inferences 
concerning the relationships between person attributes, the social and physical environments, and 
physical movement. These relationships are then examined in terms of their knowledge of biological 
and physical development acquired from the course. Extra time is given to understanding and 
working with children with special needs. Candidates are required to develop a special education 
portfolio that reflects the student’s personal understanding of the responsibilities of the general 
education teacher in educating students with disabilities. The portfolio also requires candidates to 
develop sample lessons and modifications for students with disabilities.  
 
EDHD 5005 School and Society deals with issues related to the history, philosophy, and sociology of 
American education. Candidates engage in inquiry around four basic questions: 

 What did we do in the structures and practices of schooling in America? 
 What should we do? 
 What are we doing? 
 What can we do? 

 
This inquiry approach derives from Socratic dialogues of Plato, Dewey's beliefs in the value of 
experimentalist discussion and debate, Adler's Paideia models of intellectual coaching and maieutic 
questions, Freirian critical pedagogy, Schon's reflective-practitioner orientation, a theory of 
"practical reasoning" by Fenstermacher and Orton, and the collaborative inquiry models of David 
and Roger Johnson (1994). The course also examines intellectual tensions between these different 
inquiry approaches by engaging students in critical analyses of readings representing these different 
perspectives. Candidates are asked to write short papers in which they reconstruct these authors' 
theoretical positions, arguments, and claims, and critique these positions, arguments, and claims.  
 
EDHD 5007 Technology for Teaching and Learning is an introductory technology course. The 
course focuses on the specific needs for technology within the many licensure areas in which the 
college prepares teachers: social studies, English, science, math, art, music, physical education, 
family and consumer science, agriculture, second languages and cultures/ESL, early childhood, 
elementary, and special education. The course takes a content-area specific approach to preparing 
teachers to use technology; candidates therefore learn technologies that are relevant to their content 
area while being able to model and communicate effective technology integration practices.  
 
The majority of the software programs taught in this course are mindtools that span multiple content 
areas. For example, programs such as InspirationTM and HyperstudioTM are used to develop semantic 
networks and multimedia projects in the social studies, science, English, agriculture, business, and 
art cohorts. KidspirationTM and KidPixTM are used with the elementary education, early childhood, 
and special education cohorts. The content-specific approach has also allowed for the introduction of 
content-specific technologies to help candidates learn key concepts, ideas, and skills in their 
respective content area. For example, math candidates learn how to use the TI-89 calculators as well 
as a device to project the calculator’s screen, while both art and science students learn 2-D and 3-D 
art programs, experiments and models. Global positioning systems (GPS) and ArcViewTM GIS 
software are taught in the social studies cohort. Agricultural education and family and consumer 
science candidates analyze specific programs that focus on areas such as horticulture and small 
engine repair to family education and nutrition, where they are exposed to a variety of topical digital 
resources currently on the market. The technologies acquired for use by physical education 
candidates reflect the field’s emphasis on personal fitness. Fitness Gram, nutrition software, and 
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heart rate monitors are taught. In special education, candidates learn adaptive technology that 
learners would use, and those seeking special education endorsements are exposed to the appropriate 
tools they would use for the paperwork and record keeping demanded of them. Second language and 
cultures methods candidates use authentic materials on the Internet; they learn methods for weaving 
these materials together into coherent curriculum support, such as webquests. Finally, all candidates 
learn eFolio Minnesota, the portfolio software the College of Education and Human Development 
has adopted for the development of candidate portfolios. 
 
The work of selecting the best tools, planning ways to introduce them, and learning the new 
technologies demand that the technology course instructors develop new syllabi for each of the 
content area specific sections that focus on content-specific technology and pedagogy. These 
curricula changes have shifted EDHD 5007 Technology of Teaching and Learning from a general 
course where all preservice teachers learned the same technologies---no matter if they were 
prospective math, art, English or early childhood educators----to a cohort-based and content-specific 
course where specific technologies were carefully selected based on current practice and research, 
and introduced with subject-specific and grade-level appropriate examples. 
 
Specific programs: Methods courses and clinical experiences. All candidates in the initial licensure 
programs in the college complete one or more of the following assignments in the methods courses 
and/or as part of their clinical experiences. To varying degrees, each assignment fosters engagement 
in inquiry, appreciation for research, and commitment to reflection. 

Microteaching – Students practice teaching a lesson to a small group of peers. 
Journaling – Candidates reflect on the meaning of their readings and teaching experiences. 
Videotaping – Candidates reflect on their instruction by watching videotapes of themselves 

teaching.  
Action Research – Candidates identify a way in which they would like to improve their 

instruction, construct and implement a plan for improvement, and then collect, analyze, 
and evaluate data on their improvement. 

Ethnographic Studies – Candidates conduct “mini-ethnographies” of the class/school setting 
to better understand the class/school culture. 

Portfolios – Candidates assemble samples of their own work and their students’ work to (1) 
demonstrate that they have met the Standards of Effective Practice, and (2) reflect on 
their own progress throughout the program. 

 
Following are descriptions of selected programs and the many different ways in which they 
incorporate inquiry, research, and reflection into the initial licensure candidates’ experiences.  
 
Instructors in the Elementary Education Program "inquiry-block" courses draw on an inquiry 
model proposed by Beyer (1996) that involves the following strategies: 

 the purpose is identified 
 alternative solutions or suggested answers are hypothesized 
 evidence is assembled, arranged and analyzed to test those hypotheses 
 hypotheses are accepted or rejected 
 conclusions are applied to new data and generalized to new situations  

An inquiry-based classroom requires both candidates and teachers to shift their roles from being 
passive receivers of knowledge to being active participants who gather and verify information 
necessary for constructing knowledge. Candidates and teachers must know how to observe, collect, 
and analyze data consistent with their questions and hypotheses. 
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This model provides the framework for candidates’ inquiry into their own practices. Candidates 
learn to pose questions and hypothesize about their own instruction, particularly in terms of varying 
their instruction to fit the needs of different learners and cultural contexts. They apply this inquiry 
model to their own instructional practices—reading texts; discussing implications for instruction; 
planning, implementing, and reflecting in labs; micro-teaching; and practicum experiences. 
 
Drawing on the work of Piaget, Bruner, Lesh, and Dienes, candidates also engage in inquiry about 
the appropriate type of instruction, materials, and themes relevant to fostering elementary students' 
concept development. For example, in the children's literature component, candidates engage in 
inquiry about their own personal responses to literature to determine the preconceptions, preferences, 
expectations, and assumptions that shape them as readers. They examine texts to determine the 
underlying ideological assumptions operating in children's literature texts. They then study children's 
actual responses to texts, analyzing variations in those responses, reasons for those variations, and 
differences and similarities between their own and the children's responses. 
 
Candidates in the Second Languages and Cultures Program engage in inquiry practices 
throughout the year related to questions around ten major topics, two of which are particularly 
relevant here: 

 Theory and research bases for L2 teaching/learning: What informs decisions that we make 
concerning effective second language instruction? How can we best consider the thought and 
work of others (as well as our own) in the development of positive learning experiences?   

 Growth in perspective through research: In what ways can my own observations inform me 
about the processes of teaching and learning? How can I become a teacher-researcher? How 
can I continue to grow as a teacher through systematic exploration of myself, my teaching, 
and my students?  

Candidates engage in inquiry around these questions by reading and discussing research that forms 
the basis for curriculum and instruction in second language teaching, such as second language 
acquisition (e.g., Collier, Cummins, Krashen, Swain, Genesee), readings on literacy instruction  
(Routman, Fitzgerald, Samway, Hamayan & Pfleger), learning strategy research (Oxford, Chamot & 
O'Malley, Kinsella),  and content-based instruction in language teaching (Snow, Chamot & 
O'Malley). In addition, they complete a “current issues task” which requires them to develop a 
research question related to current issues in second language instruction and to search for academic 
sources to answer the question. 
 
Each week candidates meet in base groups and share videotapes of their teaching. Over the course of 
the year, in a trusting community of peers (with the university supervisor as facilitator) they learn to 
critique their own and each others' teaching, always with an eye toward critical reflection on the 
context in which that teaching occurs. The discussions in the base groups lead to a written paper in 
which candidates reflect on their teaching, bringing in insights gained from the experience of 
watching the videotapes and getting feedback from peers. 
 
The methods courses in the Science Education Program include a variety of strategies for helping 
candidates inquire about teaching and learning. The inquiry methods used in the courses are directly 
linked to the National Science Education Standards that are focused on inquiry-based instruction. 
Specifically, the science methods courses help candidates inquire by: identifying important issues 
and questions in the field; clarifying questions, methods, and variables to study; collecting data; 
developing explanations and interpretations of data; formulating and revising explanations; 
recognizing alternative explanations; and communicating and defending arguments. In all cases, 
candidates use evidence, apply logic, and construct arguments for their explanations. A variety of 
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methods is used to help candidates inquire. Examples include Web pages with discussion threads, 
personal journals, videotape analyses of teaching, observations of peers and experienced science 
teachers, and in-depth case studies of teaching and learning.  
 
In the Family Education Program, candidates are assigned to investigate how the family education 
curriculum has changed in the schools in which they are working. Candidates interview teachers and 
administrators about these changes, and hear a panel of teachers and administrators discuss 
curriculum change. Candidates then write papers analyzing the processes of curriculum change and 
implications for their own instruction. 
 
Candidates in methods courses in the Communication Arts and Literature Education Program 
conduct a number of inquiry projects related to students' learning. For example, in CI 5451 Teaching 
Reading in the Content Areas, candidates conduct inquiry about students' reading ability, prior 
knowledge, and reading interests. They use that information to select appropriate texts and to 
develop the scaffolded reading instruction that includes pre-reading activities (motivating, activating 
and building background knowledge, building text specific knowledge, relating the reading to 
students' lives, preteaching vocabulary and concepts, pre-questioning/predicting direction setting, 
and suggesting comprehension strategies) consistent with their findings on pupils' individual 
differences. 
 
Candidates in CI 5461 Teaching Composition in the Secondary School, a course in the 
Communication Arts and Literature Education Program, engage in an observational research 
study at Crosswinds Inter-district Middle School. Each candidate is assigned to two middle-school 
students. These students conduct their own inquiry project on the topic of what constitutes a 
"typical" Crosswinds student—they ultimately discover that there is no "typical student" given the 
diversity of the student body. To conduct their inquiry project, students are taught by their teachers 
to pose questions and define hypotheses related to an overall purpose; formulate research strategies 
that address their questions; collect relevant data that addresses the questions/hypotheses; record 
specific observations in writing; categorize and analyze data in ways that answers their questions; 
and make generalizations and draw conclusions about their data in a written report. The preservice 
teachers observe and interview students about their work on this project; they also analyze the 
students' writing as evidence of students' ability to employ various inquiry strategies.  
 
The inquiry approaches employed in the Physical Education Program draw on theoretical 
perspectives on teachers' value orientations (Ennis & Zhu), instructional planning (Placek), physical 
education and urban youth (Hellison), theory of sports education (Siedentop), and technology and 
physical education (Kirkpatrick). Candidates in KIN 6596 Clinical Experience I, and KIN 6151 
Curriculum Development, engage in inquiry about the purposes for teaching physical education by 
interviewing teachers and other school personnel regarding their own philosophies of teaching 
physical education. Candidates then formulate their own personal philosophies and mission 
statements regarding their approaches to teaching physical education. 
 
In the Business and Marketing Education Program, candidates conduct inquiry projects using a 
case-based research approach that draws on Activity Systems Theory. They interview entry-level 
office or sales employees to determine their primary job responsibilities, employment rules regarded 
as exemplars of effective practice, and problem-solving approaches used in a particular site, and then 
draw implications for high school instruction. Another major inquiry project for business and 
marketing education candidates is to design lessons using different instructional strategies, such as 
contrasting systematic versus minimalist teaching approaches for teaching computing. Action 
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research procedures are then used to evaluate these lessons in students’ internship teaching sites. 
Both research skills and diversity issues are addressed throughout the program through the frequent 
writing of issues papers. Many of the potential topics for these papers capture significant diversity 
issues, such as the following:  the nature of tracking in school curriculum with respect to anticipated 
student career/higher education goals; gender segregation with regard to course choices, career 
options, and career advancement opportunities, particularly in the areas of management and 
information technology; sexual harassment in school and industry settings, especially with regard to 
candidate internship placements; accessibility of computing technology to students with different 
socio-economic backgrounds, disabilities, and subject area competencies; and accommodation of 
second-language learners in computing classes, especially those focusing on keyboarding and 
language skill acquisition. 
 
Candidates in the Music Education Program are continually engaged in inquiry about the purposes 
or value of teaching music. In the course MUED 3302 Teaching General Music in Secondary 
Schools candidates employ journal writing to define different types of music in their own lives and 
then the types of music preferred by their students, leading them to consider the “common ground” 
between their own and their students' musical preferences and tastes. Candidates also respond to 
cases based on actual situations of middle-school student teachers in which they must define the 
underlying purposes and strategies employed by teachers in coping with difficulties in teaching 
music.  
 
In CI 5252 Facilitating Social and Physical Learning, a course in the Early Childhood Education 
Program, candidates observe an early childhood classroom, focusing primarily on four children, and 
gather information and draw conclusions on several dimensions. Candidates observe children using 
the Social-Cognitive Scale (Parten-Piaget; adapted from Rubin, Watson, & Jambor, 1978), the Peer 
Play Scale (Howes & Matheson, 1992), and the Sociodramatic Play Inventory (Smilansky, adapted 
from Howes & Matheson, 1992). Candidates interpret children's play behavior and learning, based 
on the results of these observations. Candidates observe the classroom environment, including 
materials, activities, equipment, and teacher/child interactions, and describe their observations and 
impressions within the context of culture, school, child, and teacher. Candidates formulate questions, 
based on observations and theoretical knowledge, which guide their practices within their own 
classrooms.  
 
CPSY 4993 Directed Instruction in Early Childhood Education provides candidates with various 
observation tools for interpreting children's behavior in a systematic manner. Six different 
observational assignments encourage candidates to see "what's really happening" in the classroom; 
rather than viewing child interactions through filters and biases, candidates must report “facts” and 
engage in naturalistic research. Afterwards, candidates talk about what they have learned and relate 
their findings to the literature on child development. They reflect on what they have learned about 
children through the use of different observation tools, what they still need to find out about a 
particular child, and how to proceed in obtaining the additional information. These hands-on 
experiences help them develop future observation formats that work for them in particular classroom 
situations. 
 
During the clinical teaching experience in the Social Studies Education Program, candidates 
complete an action-research project involving systematic observation and analysis of the effects of 
the candidates' own instruction. In summarizing the purposes for action or teacher research, Zeichner 
& Noffke (1999) noted that such research addresses questions designed to improve the specific and 
general aspects of one’s practice, and influence the social conditions of practice. 
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The social studies education candidates identify and provide a rationale for one way in which they 
would like to improve their teaching to effect specific changes in students' learning. They assess 
their own and their students’ "current status" in this area, and then collect data on how they might 
meet their goal. For example, they may want to consult with their cooperating teacher, talk with 
peers in the post-baccalaureate group, confer with college professors, review notes from previous 
classes, and/or conduct an ERIC search. 
 
Based on their research, candidates select and implement strategies to achieve their goal, and 
document their progress by collecting data from teaching videotapes, cooperating teacher 
observations, student feedback/achievement, etc. Finally, candidates evaluate and analyze the degree 
to which they achieved their goal. This action research project is intended to serve as a model for 
candidates as they encounter issues throughout their career. 
 
In the Agricultural Education Program each of the aspects of inquiry, research, and reflection are 
addressed, developed, and integrated into selected courses within course assignments and 
discussions. Reflection is a critical part of field experiences. Candidates engage in numerous 
authentic teaching events in their early teaching experience courses that are located in urban, 
suburban, and rural school settings. Reflections are recorded in journals according to the format 
suggested by Posner. Completed journals using shared with fellow students, discussed in course, and 
then submitted and reviewed by faculty. Continuous in use throughout their formative teaching 
program, pre-service teachers use personal notes and reflections to more carefully examine 
experiences during and after student teaching. The candidates also select and critique research 
articles that address aspects of teaching, learning, and program management from a variety of 
education journals and published meta-analyses.  
 
In CI 5065 Improving Art Programs in the Schools and its accompanying practicum, CI 5096 Art 
Education: Practicum candidates in the Art Education Program write a Well-Remembered Event 
(WRE) from each week’s observation in their school settings. This is a reflective paper that deals 
with the analysis of a key event that happened during that observation. At the end of the semester 
candidates review their WREs and write one paper that reflects their growth as observers and 
interpreters of classroom events. They also work with a small group to research one teaching 
strategy, such as concept learning, and develop a presentation for the class that uses and explains that 
concept.  
 
In CI 5069 Curriculum Innovations in Art Education, candidates conduct interviews with their 
cooperating teachers to understand the structure and content of the classroom curriculum in those 
classrooms. They also do an investigation of the technology available to them in the school that they 
will be required to use during student teaching. 
 
During the application/admission process for the Special Education Program candidates’ personal 
statements are reviewed for specific goals and objectives with particular emphasis on inquiry and 
teaching effectiveness. Candidates are selected for their potential to connect research and practice. 
Courses are structured to create a funnel with broad issues, challenges, and inquiry as foundation 
courses (e.g., EPSY 5613 Foundations of Special Education I, EPSY 5614 Foundations of Special 
Education II, EPSY 5612 Understanding Academic Disabilities, and EPSY 5641 Foundations of 
Education for Individuals Who are Deaf/Hard of Hearing). 
 

13 



Conceptual Framework, University of Minnesota – Twin Cities 
 

As the candidates progress, coursework begins to focus on specific issues and problem solving 
related to the classroom. In field experiences, candidates within their practica and student teaching 
placements are required to conduct evidence-based instructional practices (e.g., progress monitoring, 
single-subject design measures) as well as maintaining reflective dialogue journals with supervising 
teachers. Candidate portfolios are maintained and evaluated during the final student teaching 
seminar. Masters papers and projects include evaluative performance materials. 
 
Candidates are evaluated as part of the exit process using the BOT Standards of Effective Practice. 
Competencies are reviewed prior to recommendation for licensure and/or graduation. The portfolio 
is also used as an exit evaluative tool. In the Deaf and Hard of Hearing Program, candidates present 
their portfolios to an external review committee for approval. 
 
Examples of inquiry, research, and reflection in the advanced programs 
Inquiry is an important and significant part of the advanced programs. As indicated in the program 
descriptions that follow, all programs do not "do" inquiry in the same ways. But all programs 
recognize the need for candidates in advanced programs to understand that there are multiple ways 
to know and study school activities and issues. Candidates need to be skilled in using various kinds 
of techniques to study the problems they face. They need to know what research has been done 
bearing on their professional work, how to determine the value of the research, and how to inquire 
into and reflect on the major issues and problems they face in practicing their professions. 
 
The college has embraced the idea of a “science” of education for many years, and the faculty has 
made literally thousands of significant contributions through their inquiry activities. One of the most 
prominent aspects of their research activity is the translation of research to practice in ways that 
combine several types of inquiry. Regardless of the type of inquiry used, faculty members strive to 
base their preparation of teachers, administrators, school counselors, special educators, and school 
psychologists on the research in the field. Not only does faculty try to ensure that candidates are 
enrolled in programs that reflect the most current research and practice, they also work to ensure that 
candidates, in their professional lives, continue to collect data, read the literature, and reflect upon 
their practices to build effective programs for their own students.  
 
Some faculties (Educational Psychology, for example) emphasize primarily the precepts of formal 
research, and attempt to develop practitioners who approach their research in systematic and 
thoughtful ways. Department of Curriculum and Instruction faculty are more concerned with 
explaining teaching and learning in everyday circumstances than in the creation of general rules or 
laws. They make more frequent use of action research and reflection than formal research. In the 
Department of Work and Human Resource Education, three research courses have been developed to 
illustrate several ways of knowing, one centering on positivistic research, one on critical science, and 
one on interpretive research measures. The important point is that while different definitions are 
emphasized in advanced programs in the several departments, instruction and practice in aspects of 
inquiry are parts of all. 
 
A hallmark of the Licensure and Leadership Development Program for Educational 
Administrators is the commitment to authentic practice interfaced with reflective practice. Each 
project that learners complete addresses multiple integrated competencies. In the separate reflection 
papers submitted with each project, candidates must identify data and literature that informs practice, 
reflect on a framework for leadership, and identify the Minnesota state competencies specific to the 
project being addressed. The intent of doing this process over and over is to have it become second 
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nature in their future leadership practice. These links provide information and examples—
http://www.education.umn.edu/edpa/licensure/forms/ReflectionSheet.doc. 
The following are examples of completed reflections: 

http://www.education.umn.edu/edpa/licensure/forms/reflection-bradley.pdf
http://www.education.umn.edu/edpa/licensure/forms/reflection-olson.pdf
http://www.education.umn.edu/edpa/licensure/forms/reflection-simmons.pdf
http://www.education.umn.edu/edpa/licensure/forms/pretasky-reflection.pdf

 
The School Psychology Program in the Department of Educational Psychology is educating 
professional psychologists for diverse leadership roles in the educational arena: consultative roles, 
administrative roles, educative roles, and evaluative roles. Two of the ten content domains of 
training—Data-Based Decision Making and Accountability and Research and Program 
Evaluation—illustrate how we prepare leaders for promoting inquiry, research, and reflection in P-
12 schools. 
 
The model of training for the school psychology program is best described as scientist-practitioner 
because students are taught to observe the bi-directional nature of science and practice: Science 
informs practice and practice informs science. A key aspect of this scientist-practitioner model is the 
reciprocal relation between theory, research, and practice. A psychologist who operates from this 
scientist-practitioner orientation reads research, formulates hypotheses, tests them in practice, and 
shares results with colleagues. Services are based on a sound theoretical background, and 
empirically-supported practices are used whenever possible; when empirically-supported practices 
are not available, a formal, data-based decision-making model is applied, with explicit development 
of short and long-term objectives and formal assessment of treatment effectiveness. Finally, a 
scientist-practitioner evaluates the efficacy of services in a systematic manner. Aspects of scientific 
investigations (hypothesis testing, problem solving, data collection, evaluation) shape practice. 
 
The curriculum supports the scientist-practitioner model in these ways:  

 Involvement in research projects, which provides candidates with modeling of the problem 
solving process to improve outcomes for children and youth: problem identification, problem 
analysis, plan implementation, and evaluation. 

 Emphasis in all coursework on using evidence-based practices and interventions. 
 Integration of didactic assessment and intervention coursework with supervision from 

mentoring school psychologists. 
 Completion of specific research courses, and in the case of doctoral candidates, a research 

seminar that integrates the topics of research ethics, research review, methodology, research 
logistics, and personal scholarship. 

Not only do all college faculties try to ensure that candidates are enrolled in programs that reflect the 
cutting edge of research and practice, they also teach their candidates to collect data, read the 
literature, and reflect upon their practices to build effective programs for their students.  
 
The M.Ed. Program in Curriculum and Instruction is designed to foster candidates’ reflective 
stance toward teaching and learning. The initial course in the program, CI 5155 Contemporary 
Approaches to Curriculum Instruction and Assessment, includes many assignments that invite 
students to write about their teaching experiences and analyze the significance of these experiences. 
The course also includes a series of design projects in which teachers develop new instructional 
plans, implement them, and evaluate their success. CI 5177 Practical Research supports candidates 
in developing their ability to assess the quality of educational research and to design a manageable 
study that can provide a teacher or school with data that can guide decision making. This study is 
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then conducted in CI 5186 School-Related Projects. The goal of this series of experiences is to 
support candidates in developing knowledge of applied research methods and habits of reflection 
and so they are able to probe the effectiveness of teaching and schooling practices. 
 
The K-12 Reading Licensure Programs is a research-based program with coursework that grounds 
candidates in recent research in the field and allows candidates to convey the significance of theory 
in guiding instructional practice. Course activities are designed to foster candidates’ reflective and 
careful study of the impact of instructional decisions. Collecting and analyzing data—whether 
candidate artifacts or teacher practices—is a core activity in coursework throughout the program. 
 
Inquiry, research, and reflection are promoted in the M.Ed. in Music Education from the 
application process through to the culminating project. The vast majority of courses in the program 
require readings from research journals and reflective papers that synthesize research and practice. 
 
In the college’s M.Ed. Program in Applied Kinesiology/Developmental and Adapted Physical 
Education course requirements are directed toward fostering research, inquiry, and reflection. For 
example, KIN 5196 Practicum: Developmental/Adapted Physical Education (DAPE) emphasizes 
inquiry and reflection through daily journal entries which are reviewed by the instructor on a weekly 
basis. The courses in which inquiry and research are the primary focus include KIN 5103 
Developmental/Adapted Physical Education and 5104 Physical Activities for Persons with 
Disabilities, and KIN 5196 Practicum: Developmental/Adapted Physical Education. KIN 5981 
Research Methodology in Kinesiology, Recreation, and Sport is a research course. 
 
Inquiry and research-based reflective leadership development is the core mission of the M.Ed. 
Program in Teacher Leadership. Program application and admissions materials and course content 
emphasize this philosophy of teaching and learning. The curriculum focuses on leadership, 
contemporary educational issues, and instruction. Course content and instructional pedagogy for 
EDPA 5364 Context and Practice of Educational Leadership and EDPA 5361 Project in Teacher 
Leadership are inquiry, research, and reflective leadership and practice-based. CI 5178 Project in 
Teacher Leadership or EDPA 5361 Project in Teacher Leadership is the final course in this degree 
program. Candidates are required to develop a research project where the principles of reflective 
analysis and research methodology learned in CI 5177 Practical Research are applied. EDPA 5374 
Leadership for Staff Development course content and pedagogy also embeds research-based 
reflective practice for professional development in K-12 schools and classrooms. 
 
The college’s Educational Administration Degree Programs are educating professional 
educational administrators for a number of leadership roles in the educational setting: consultative 
roles, administrative roles, educative roles, and evaluative roles. The programs are committed to 
supporting the development of leaders who work continuously to improve educational quality and 
effectiveness so that young people graduate well prepared to continue their learning and to 
contribute to their communities. With a wealth of experience and expertise, educational 
administration faculty provide rigorous and supportive learning experiences that are grounded in 
theoretical frameworks. The program promotes understanding and emphasizes application to varied 
contexts of educational practice. 
 
The model of development for the educational administration program can be described as 
theory/research/reflection-informed practice or praxis. Candidates are first sensitized to the notion 
that all practice is driven by theory of some type—whether good theory or poor theory. It is at this 
level that inquiry begins. Candidates shape questions of inquiry to investigate their practices and 
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come to understand that strong and weak practices are driven by unexamined theory. In other words, 
the interactive nature of theory and practice is uncovered and made explicit, while the need for 
inquiry, research, and reflection is established as a regular part of practice. Leaders who operate 
from this model read research, form educated questions, seek answers through the analysis of data, 
share results with colleagues and others, and change models of practice after reflecting on their 
findings. Leadership practice, then, is grounded in a strong theoretical background and, whenever 
possible, in empirically-based research findings. In the absence of empirical findings, candidates 
learn to apply data-driven decision-making models. Because evaluation and assessment are a 
foundational part of school leadership, candidates are required to understand and apply formal 
evaluation studies. Throughout the program, inquiry, research, and reflection shape practice. 
 
More specific examples of the promotion of inquiry, research, and reflection include: 

 Curriculum—Inquiry, research, and reflection are foundational to all courses offered. 
They are central to all research seminars and methods courses. Coursework in 
methodology provides candidates with the analytical techniques and skills necessary 
for disciplined inquiry and policy analysis. Methodology courses are usually selected 
from statistics, measurement and evaluation, research methods, computer analysis of 
data, psychometrics, and econometrics. All candidates are required to have some 
background or coursework in statistics. Inquiry, research, and reflection are 
highlighted in readings and assignments in all coursework. 

 Culminating Project—The Plan B research paper is the culmination project for the 
masters program. This project provides clear evidence that candidates have 
experienced inquiry, research, and reflection.  

 
The Theme of Diversity throughout Our Programs 

The theme of diversity runs throughout our programs. The traditional role of a university, and one to 
which we are committed, is to expose candidates to a diversity of ideas and viewpoints. Diversity of 
ideas is the foundation and sustenance of a democratic society. But honoring diversity also involves 
respect for diversity of race/ethnicity, nationality, culture, language, religion, socioeconomic status, 
sexual orientation, disability status and human potential. This second aspect of diversity supports 
and is integral to the first; for example, a classroom with students from diverse cultural backgrounds 
is likely to reflect a greater diversity of ideas and perspectives. Note that we have traditionally 
thought of the instructor as the person who exposes candidates to different ideas. Instructors still 
have this responsibility, but they also have a responsibility to honor and integrate the diversity of 
experiences their candidates bring to the classroom, particularly through the lenses of race/ethnicity, 
nationality, culture, language, religion, socioeconomic status, sexual orientation, disability status, 
and human potential.  
 
We say that diversity is a theme that runs throughout our programs because regardless of what aspect 
of our professional education programs we consider, issues of diversity must be a deliberate part of 
the dialogue. For example, whether we are thinking about classroom and school management and 
organization, or considering the roles of school psychologists and counselors, we must be aware of 
the propensity of educators to bring their own culturally-derived expectations for appropriate 
behavior into the school setting, thus setting the stage for miscommunication with students from 
different backgrounds (Gay, 2000; Skiba, Michael, Nardo & Peterson, 2000; Trueba, Cheng, & Ima, 
1993). When we address classroom discussion as a method of teaching, we must be aware of studies 
of the disparities in student participation based on race/ethnicity and gender. When we study student 
achievement, we need to be cognizant of the research on the ethnic/racial and socioeconomic 
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achievement gap, as well as the literature on educators’ low expectations for students from non-
dominant groups. And when we discuss lesson and unit planning, we must integrate the research on 
“culturally relevant pedagogy,” and the importance of making connections to all students’ 
experiences (Gay, 2000; Ladson-Billings, 1994, 2001).  
 
The Knowledge Base on Diversity 
The increasing ethnic, racial, linguistic, socioeconomic, and religious diversity of the U.S. 
population is likely to continue, and will be particularly evident among the school-aged population. 
For example, in the United States: 

 The number of 5- to 24-year-olds who spoke a language other than English at 
home more than doubled between 1979 and 1999.  

 Thirty-nine percent of public school students were considered to be part of a 
minority group in 2000, an increase of 17 percentage points from 1972. 
(NCES, The Condition of Education 
http://nces.ed.gov//programs/coe/index.asp ) 

 One in 10 public school students has limited English proficiency. (Kindler, 
2002) 

 One in five students lives in poverty. (Children’s Defense Fund, 2001) 
In Minnesota, the percentage of students of color increased from 6.1% in 1986 to 17.1% in 2000 
(NCES, Digest of Education Statistics 2002). According to the League of Women Voters (2002), 
Minnesota has the largest Somali community in the United States (estimated at 20-50,000). State 
demographers estimate that 50,000 Hmong live in Minnesota, mostly in the Twin Cities (Hmong 
was not listed as a racial/ethnic category on the 2000 Census). This will increase in the near future 
with the arrival of Hmong refugees from Thailand. Hispanics are the fastest growing group, with 
over 140,000 Hispanics concentrated in the Twin Cities metropolitan area. 
 
Public school faculty and administrators do not, however, mirror the diversity of our student 
population. In the 1999-2000 academic year, while 39% of the public school population was 
comprised of students of color, only 26% of teachers and 28% of principals were non-white.  
 
Urban districts are characterized by a high number of students from ethnically, linguistically and 
culturally diverse backgrounds. Many educators who work in these settings have little understanding 
of the experiences these children bring to the school. Further, educators in urban settings tend to be 
less experienced in terms of years in the profession (Irvine, 2003). Not surprisingly, the turnover rate 
among urban teachers is particularly high (Boser, 2000; NCES, 2000). There is unlikely to be a 
significant change in the demographic makeup of the public school workforce. As a result, we 
believe it is—more than ever—vital for our programs to reinforce and promote the positive values 
inherent in diverse classrooms and schools and to provide effective ways to work with diverse 
school populations.  
 
Diversity Reflected in Our Programs 
We do not expect a single assignment, course, reading, or school-based learning experience to 
“prepare” educators for working in diverse settings. We do expect our programs to engage 
candidates in a set of experiences that honor diversity, and foster their commitment to diversity, 
regardless of the setting in which they work. And we expect our candidates to reflect continually on 
the broader socio-cultural and political context in which they work.  
 
Examples of diversity from the initial licensure programs  
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Applicants to the university's programs must demonstrate their commitment to teaching in diverse 
settings by documenting 100 hours of work with children and/or adolescents in diverse settings prior 
to admission. Their written application essays are scored according to explicit statements regarding 
their attitudes towards and experiences working with diverse populations. These admission practices 
reflect research that suggests candidates’ previous intercultural experiences are likely to predispose 
them toward developing more positive beliefs and attitudes toward diverse learners (Garmon, 1998). 
We believe that the incorporation of candidates’ experiences with diversity prior to admission to our 
programs has resulted in a candidate population more open to working in culturally diverse settings.  
 
Foundations courses. Given the University's commitment to preparing candidates for culturally 
diverse settings, in which the majority of P-12 students are students of color, candidates need to be 
able to know how to employ culturally-relevant teaching methods to meet the needs of these diverse 
populations. Learning to employ culturally relevant teaching methods entails more than simply 
knowing teaching methods or adopting inclusive attitudes. It also entails a larger ability to conduct 
inquiry about students' particular cultural settings and backgrounds in order to connect those 
methods and attitudes to working in culturally diverse settings (King, Hollins, Hayman, 1997; 
Ladson-Billings & Tate, 1995; Martin, 1995). 
 
Many of our candidates come from predominately white, middle-class backgrounds. Because many 
of these candidates will be teaching in schools with diverse populations, it is essential that they 
understand a range of different cultural perspectives, as well as the differences between their own 
and their students' cultural perspectives (Bennett, 1995). They also need to be able to develop and 
employ culturally-relevant instructional methods consistent with their perceptions of the cultural 
perspectives operating within a particular classroom setting consistent with Standard 3 of the 
Minnesota Standards of Effective Practice for Teachers (Diverse Learners). An essential component 
of EDHD 5009 Human Relations: Applied Skills for School and Society is to conduct inquiry into the 
nature of diverse learners. In conducting inquiry about issues of diversity, preservice teachers need 
to be able to understand how to recognize and deal with biases, discrimination, and prejudicial 
attitudes (Standard 3.D); understand how students' learning is influenced by experiences, talents, 
language, culture, family values, etc. (Standard 3.E); know about community and cultural norms 
(Standard 3.J); and develop a learning community that respects individual differences (Standard 
3.Q). Preservice teachers engage in cooperative learning activities that require them to recognize 
differences in their own social and cultural perspectives and how those perspectives shape their 
participation in these activities. Candidates are assessed on their ability to work cooperatively with 
others according to their recognition of similarities and differences in group members' learning 
styles, attitudes, and cultural backgrounds, and their ability to contribute equally towards completing 
a task. 
 
In learning to observe classroom practices associated with issues of diversity, candidates need to be 
able to recognize biases in their own and others' perceptions of pupils' practices. One task in EDHD 
5009 Human Relations Human Relations: Applied Skills for School and Society involves a 
lecture/discussion of the cognitive and social influences on human perception processes. Candidates 
then view a video of a social interaction twice and then conduct a written observation of the 
practices portrayed in the video. Candidates' observations are assessed according to the degree to 
which they describe the accuracy and inaccuracy of human observations; identify the influences on 
eyewitness recalling of social information; explain how information about social perception 
processes affects day-to-day interactions of educators and students; discuss how people can improve 
the accuracy of their social perception processes; and start a discussion about the nature of bias, 
discrimination, and prejudicial attitudes. 
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Another important component of observing involves an understanding of the communication 
patterns operating in a classroom. Standard 6 of the Minnesota Standards of Effective Practice for 
Teachers requires that the “teacher uses knowledge of effective verbal, nonverbal, and media 
communication techniques to foster active inquiry, collaboration, and supportive interaction in the 
classroom.” This involves helping preservice teachers understand how culture and gender can affect 
communication (Standard 6B); understand importance of nonverbal and verbal communication (6C); 
know effective verbal, nonverbal, and media communication techniques (6D); understand the power 
of language for fostering self-expression, identify development, and learning (6E); use effective 
listening techniques (6F); foster culturally sensitive communication (6G); use effective 
communication strategies (6H). Candidates engage in a cooperative-learning group work, and then 
observe their own and others' uses of communication strategies to increase awareness of language 
diversity. Candidates then discuss and write up their observation of communication/language 
diversity. They are assessed according to the degree to which they discuss the problems and benefits 
related to language diversity in the classroom; learn to facilitate communication in a small group, 
particularly emphasizing skills of active listening and paraphrasing; appreciate the need to listen to 
others even in disagreement; identify ways communication can be presented and how it is perceived 
(e.g., when you are an expert on an issue, what communication style do you use? When you are 
fairly naive about an issue, what communication style do you use?); resolve a conflict using I-
statements; and develop an awareness of the processes for taking responsibility for statements, 
perspective taking, and establishing trust. 
 
EDHD 5003 Developmental and Individual Differences in Educational Contexts added a focus on 
special education associated with MNSEPT Standard 3 (Diverse Learners) in 1997. In this 
component to the course, Candidates engage in inquiry about issues of identifying, developing 
appropriate accommodations for, providing alternative instructional techniques to, and evaluating 
special education pupils. Candidates are given case studies of pupils and are asked to identify and 
explain their particular learning difficulty. 
 
One aspect of EDHD 5005 School and Society is to help candidates learn to recognize different ways 
of thinking and learning and to analyze data from a range of different critical perspectives, as in 
MNSEPT Standard 3P: Brings diverse perspectives to the discussion of subject matter. Through 
readings and classroom discussions, candidates are presented with multiple perspectives on 
curriculum and subject matter via the views of competing figures in educational theory (e.g., John 
Dewey, E.D. Hirsch Jr., and Paulo Freire). Candidates also read and discuss conflict theory in the 
sociology of education, one component of which addresses contentious and competing views of 
subject matter and its construction, and of the non-neutral nature of "school knowledge." 
 
Candidates write short analytical papers on at least two of the three figures, papers which 
demonstrate their understanding of the author's views on subject matter. Candidates' performance is 
assessed according to the degree to which they are charitable [are the author's views presented 
honestly and unambiguously?], reflective [is the paper thoughtful and perspicuous?], analytical [does 
the paper show evidence of critical engagement with the central claims of the author's position?], and 
evaluative [what is the student's final assessment of the author's perspective, and on its suitability for 
practice or understanding (if applicable)?] 
 
Specific programs: Methods courses and clinical experiences. The CEHD programs have developed 
a range of formal and informal connections with area schools to insure that candidates have an 
opportunity to work in diverse settings and different grade levels. Candidates observe and practice in 

20 

http://www.revisor.leg.state.mn.us/arule/8710/2000.html
http://www.revisor.leg.state.mn.us/arule/8710/2000.html


Conceptual Framework, University of Minnesota – Twin Cities 
 

settings with students from racially, ethnically, linguistically and/or socio-economically diverse 
backgrounds.  
 
Since the 2001-02 academic year, candidates from our art, elementary, English, math, science, 
and social studies programs have participated in a one-credit course on “Teaching Linguistically 
Diverse Students in the Mainstream Classroom.” The second languages and cultures faculty 
designed the course such that part of the content would be specific to individual subject areas. Thus, 
for example, the course section for science preservice teachers emphasizes the types of issues 
English language learners are likely to encounter when working with science content and concepts.  
 
The Mathematics Education Program provides multiple opportunities to work in diverse settings. 
During their licensure program, candidates complete practicum experiences in Minneapolis middle 
and high schools. The first two weeks of the fall methods course is taught in a Minneapolis public 
high school. Candidates have a six-week practicum at a Minneapolis high school and a six-week 
practicum at a Minneapolis middle school. In addition, candidates spend three weeks in a high 
school located in an affluent suburb.  
 
Candidates have are required to observe and to teach in diverse settings; they reflect on these 
experiences by keeping personal journals and participating in classroom discussions. One of the 
main goals of the class is to help these future math teachers become successful teachers in schools 
that serve diverse populations of children. 
 
Additional experiences for middle school licensure candidates are highlighted during a three-week 
middle school course that is taught in a Minneapolis middle school. During this part of their 
licensure program, candidates complete two hours per day of methods instruction followed by three 
hours per day working in an urban classroom at the same site the methods course is taught. Most of 
our licensure candidates student teach in the Minneapolis or St. Paul public schools which are 
increasingly diverse, especially due to significant immigration of Southeast Asian, African, and 
Latino families. 
 
All of the candidates in the Art Education Program are placed in an urban school setting in which 
diversity is a common characteristic. They spend four hours a week in this setting during the fall 
semester (CI 5096 Art Education: Practicum) and student teach in the same setting for six weeks in 
the spring (CI 5097 Student Teaching in Art Education). In addition, each candidate must observe 
four hours in a self-contained special education setting (CI5097 Student Teaching in Art Education). 
 
In CI 5065 Improving Art Programs in the Schools candidates examine a number of teaching 
strategies that address varieties of learning styles, some of which are culturally based. One 
significant assignment requires candidates to choose from a list a book dealing with a culture 
represented in area schools. After reading the books, they devote one class session to a jigsaw-type 
book club in which they share key ideas from each book, culminating in the development of a list of 
key principles they need to consider when working with students whose background is different 
from their own.  
 
During CI 5069 Curriculum Innovations in Art Education candidates create a unit of study that must 
include artwork from Western and non-Western artists representing a theme that is universal in 
nature. During the student teaching seminar (CI 5097 Student Teaching in Art Education) issues 
relating to classroom experiences with diversity are an ongoing topic of discussion. 
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In the Communication Arts and Literature Education Program for initial licensure, all 
candidates are placed in two schools with highly diverse student populations. Half of all students at 
the Crosswinds Interdistrict School are candidates of color, many of whom are from the St. Paul 
district. Candidates completing their high school fall practicum at Patrick Henry High School, 
Minneapolis, also are working with a highly diverse population. As part of their case study analysis 
of individual differences in CI 5451 Teaching Reading in Middle and Secondary Grades, candidates 
explore different explanations for student performance related to cultural background, race, class, 
and gender. In this course, as well as in CI 5461Teaching Composition in the Secondary School and 
College, they read articles on the influence of cultural differences on pupils’ language use, 
particularly dialect differences, as well as the importance of drawing on pupils’ cultural “funds of 
knowledge” in developing teaching activities. 
 
Candidates also work with middle-school pupils in studying issues facing urban neighborhoods, as 
well as issues related to racism and poverty, unemployment, and crime. In CI 5441 Teaching 
Literature in the Secondary Schools, candidates examine diversity through discussions of various 
methods of including and teaching multicultural literature. Candidates explore the ways in which 
cultural backgrounds and attitudes shape responses to literature and reading interests. The course 
provides resources, particularly through the use of the “Emra, Coming of Age” text, for selecting 
texts that represent a range of different cultural perspectives in teaching literature. The course uses 
critical discourse analysis methods for studying discourses of race, class, and gender, with a 
particular focus on discourses of whiteness and how those discourses influence literary response.  
 
In the CI 5481 Developments in Teaching English and Speech course, candidates read about the need 
to develop curriculum based on recognition of the cultural differences operating in schools. They 
read about methods of planning activities based on consideration of pupils’ language and literacy 
practices associated with different cultural contexts. They must also reflect on their own cultural 
attitudes related to working with a diverse student population. 
 
In the Social Studies Education Program, candidates begin talking about racial diversity in their 
first methods class, CI 5741 Introduction to Social Studies Education through a reading by Janet 
Schofield ("The Colorblind Perspective in School: Causes and Consequences"). CI 5742 Advanced 
Methods of Teaching the Social Studies places a much greater emphasis on diversity. For one 
assignment, candidates research a particular area of special needs (e.g., ADHD, Fetal Alcohol 
Syndrome, and Emotional Behavioral Disorder), and present information on the special need to the 
class, including instructional strategies for addressing the need. Additionally, they conduct a case 
study of a child with a special need. They also read and discuss a number of articles related to ethnic 
diversity, including: "Approaches to Multicultural Reform" (James Banks), "Classrooms for 
Diversity" (Mary Kay Tetreault), "Afrocentric Immersion" (Peter Murrell), "Skills and Other 
Dilemmas of a Progressive Black Educator" (Lisa Delpit). In the seminar associated with student 
teaching, CI 5744 Seminar: Reflecting on Professional Development in Social Studies Education, 
candidates hear a panel of social studies educators talk about working with students who are 
different from themselves, particularly in terms of ethnicity, nationality, religion, and first language. 
In all of the lesson plans written by candidates during their student teaching experience, they are 
encouraged to include multiple perspectives on issues/topics.   
 
Diversity is integrated throughout all aspects of the Agricultural Education teacher education 
program. Starting with quality candidates from across the state, region, and nation males and females 
from a number of ethnic backgrounds initiate their pre-service preparation programs at a variety of 
geographically diverse institutions. Alternate ideas about how to prepare teachers results in the 
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involvement of a number of diversely prepared faculty who interact through a variety of 
communication technologies (e.g., person-to-person, email, ITV, webcams, email, telephone, 
internet). Once enrolled in the professional education courses, candidates interact with students and 
faculty from urban, suburban and outstate settings. A variety of experienced faculty and diverse staff 
members teach and challenge their beliefs and practices about teaching throughout the preservice 
program.   
 
Candidates in the Business and Marketing Education Program for initial licensure regularly 
participate in observations at schools in different communities within the Twin Cities area to contrast 
the programs and teaching practices used with different groups of students. Guest speakers in 
professional methods classes and in the student teaching seminars are asked to engage candidates in 
discussions about different student groups, the special needs of students, and responses to different 
teaching circumstances. Candidates are asked to examine the types of jobs to which their pupils 
aspire, the stereotyping of particular jobs and occupations, and ways to encourage both non-
traditional employment preparation, and critique of current employment settings. Candidates 
interview persons employed in the fields for which business and marketing programs provide job 
preparation and critique this work from a variety of perspectives—student aspirations, educational 
expectations, working environments, opportunities for further education and advancement, and 
implications for public school instruction. 
 
In the Early Childhood/Early Childhood Special Education Program, diversity is threaded 
throughout CI 5252 Facilitating Social and Physical Learning in Early Childhood Education and CI 
5253 Facilitating Cognitive and Creative Learning in Early Childhood Education with lectures and 
presentations focused on various aspects of diversity. EPSY 5625 Education of Infants, Toddlers, 
and Preschool Children with Disabilities: Introduction; EPSY 5609 Family-Centered Services; and 
EPSY 5681 Education of Infants, Toddlers, and Preschool Children with Disabilities: Methods and 
Materials all include content on diversity and the importance of being culturally competent in 
working with families and young children with special needs. In CI 5415 Literacy Development in 
the Primary Grades candidates discuss diversity in children’s literature. Candidates participate in a 
variety of field experiences, including four student teaching placements. Many of the sites are 
located in urban and inner-city schools where candidates experience a wide range of ethnic, cultural, 
and socio-economic diversity. 
 
In the Science Education Program the initial licensure candidates become familiar with various 
equity, diversity, and policy issues related to science education in CI 5536 Advanced Methods of 
Teaching and Assessment in Science. Candidates begin to talk about racial diversity through a 
reading by Sharon Lynch (“Equity and Science Education Reform”). This course was developed 
specifically to address diversity and equity issues, thus placing a great emphasis on diversity. A 
major project requires candidates to research a particular area of interest (immigration education, 
science resources, etc.) and present information on how equity and diversity issues are played out in 
schools and agencies that develop educational policy. Candidates also read and discuss a number of 
articles related to diversity, equity, and policy, including (Banks) “Multicultural education”; (Delpit) 
“Other People’s Children: Cultural Conflict in the Classroom”; (Ferg-Cardima) “Black, White and 
Brown: Latino School Desegregation Efforts in Pre- and Post-Brown v. Board of Education Era”; 
(Kozol) “Savage Inequalities: Children in America’s Schools”; (Ogbu) “Understanding Cultural 
Diversity and Learning”. In CI 5531 Teaching Middle School Science candidates are required to 
show through clinical interviews their understanding of how students differ in their prior knowledge 
and approaches to learning. They must then create instructional opportunities that are adapted to 
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learners from diverse cultural backgrounds and abilities. In all of the lesson plans written by 
candidates, they include multiple perspectives related to their work. 
 
The entire initial licensure program in Second Languages and Cultures Education is focused on 
diversity because teachers are prepared to teach English to second language learners (meeting the 
needs of linguistically and culturally diverse learners) and to teach other languages to all students in 
public schools (raising awareness of cultures outside of mainstream U.S. culture). Thus, all of the 
teaching in the coursework and program experiences is ultimately focused on honoring diversity. 
The field experiences by definition promote diversity because they are teaching diverse learners 
and/or teaching diverse cultures to mainstream learners. Effort is made to give candidates 
experiences in schools with minority populations other than the ESL students. In recent years faculty 
have worked to find funding to allow low-income students from diverse cultures to stay in the 
program. A project in CI 5635 Culture and Diversity in Second Language Classrooms addresses a 
variety of forms of diversity. Candidates work in groups to research issues in the schools related to 
gender, ethnicity, language and dialect, social class, sexual orientation, and special education. Then 
they present their research in a series of class sessions devoted to considering how these aspects of 
diversity impact their work as teachers. 
 
A significant effort in the initial licensure program for Special Education is placed on recruitment 
and support for individuals from diverse socioeconomic, cultural, and racial background. Funding 
both federally and locally has been made available to support diversity within the teacher education 
program. Multicultural education, learning opportunities, community experiences, and student 
teaching experiences occur within highly diverse settings. Direct teaching strategies as well as 
indirect exemplars are incorporated into and across all coursework. Candidates work with faculty 
and practitioners from diverse backgrounds throughout the program. Teacher practitioners include 
individuals from different racial, cultural, socioeconomic, and disability categories. Practica and 
student teaching as well as outreach projects include urban and rural settings, and reflect the 
diversity within the mainstream of society within each of these settings. Candidates are required to 
incorporate topical themes in their culminating project focusing on diverse cultures, as well as to 
demonstrate teaching strategies and assessment/progress monitoring procedures that are non-
discriminatory and sensitive to a broad range of cultures. Affective measures are also incorporated 
regarding a candidate’s ability to interact across diverse educational settings. As part of the exit 
evaluations, rating of candidate performance as well as products focusing on diversity and/or 
culture-free characteristics are completed. 
 
Examples of diversity in the advanced programs  
In the Administrative Licensure Program, candidates address diversity topics through literature, 
multiple projects and course discussions. More importantly, candidates are required to demonstrate 
how they would translate their understanding of diversity issues into practice. For example, in 
planning the opening of a school year, candidates must include a plan for communicating in multiple 
languages (EDPA 5321 The Principalship). Candidates read and reflect on the central concepts 
presented in Richard Elmore’s Building a New Structure for School Leadership. They then apply 
these concepts to issues of cultural competence (EDPA 5386 Portfolio Seminar) and diversity in the 
systems analysis project required in EDPA 5321 The Principalship. Imbedding causes candidates to 
repeatedly and frequently process how diversity plays out in leadership in multiple ways.  
 
While inquiry, research, and reflection are foundational and explicit in our Educational 
Administration Degree Programs, our intent to honor diversity is infused throughout all of our 
programs in educational policy and administration. During the reconfiguration of our degree 
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programs, we made a decision to infuse attention to diversity and social justice in our program 
structures and curricula. This decision was grounded in our observation that diversity and social 
justice are often “patched on” as an extra piece of curriculum rather than the perspective from which 
curriculum is developed. Given this observation, we moved curriculum development and alignment 
to the center of more radical perspectives—those that consider social justice to be a primary aim of 
education. When taking this move seriously, we determined that we would keep social justice and 
diversity in our mind’s eye during all deliberations. To maintain this position, we first defined 
diversity broadly and then integrated the tenets of social justice. 
 
More specific examples of our promotion of diversity include: 

 Application Process—During the application/admission process, we attend to 
diversity and social justice in many ways. We are concerned about the superficial 
measures of numbers of candidates of color and difference, as well as diversity/social 
justice at a deeper level. We are cognizant that admission standards are traditional—
i.e., andro-, Euro- centric, developed primarily by white academics. Therefore, we 
keep our eyes open for and recruit candidates who fall outside the established 
dominant culture. 

 Department/Program Structure—Beyond the explanation in the general statement 
above of our program’s honoring of diversity and social justice, we are unique in that 
we are part of a department that is fortunate enough to have a comparative and 
international development education (CIDE) program area in addition to the 
educational administration, evaluation studies, and higher education program areas. 
Candidates in CIDE most often are international students who add multiple languages 
and cultural perspectives to our setting. While candidates in educational 
administration do not interact with the CIDE candidates with great frequency, at 
times they are in the same departmentally required classes. In brief, our departmental 
culture is a rare one—one with multiple opportunities for candidates who wish to 
meet and know people from other countries. 

 Curriculum—Because of the presence of the CIDE program area, our department 
offers a large number of courses (open to all candidates) devoted to multiculturalism 
and diversity. Candidates in our program area often take at least one class in 
multiculturalism, in particular, because populations in P-12 schools are no longer 
homogenous. 

 Culmination Projects—Issues of social justice and diversity are often the main topic 
or subtopic of Plan B papers. 

 
One of the domains in our School Psychology Program—Student Diversity in Development and 
Learning—illustrates how we prepare psychologists to honor the diversity of our communities and 
learners. Knowledge and understanding of cultural and individual diversity are central to the 
program; consequently, there are a variety of ways in which the school psychology program 
develops candidates’ knowledge and skills relevant to human diversity and individual differences. 
The program defines this domain broadly, with explicit attention to diversity along the dimensions of 
ethnicity, culture, religion, language, socioeconomic status, developmental and other disabilities, and 
sexual orientation.  
 
First, content is presented in individual courses and integrated into other courses. Individual courses 
address these issues broadly (e.g., EPSY 5135, Human Relations Workshop) or with respect to 
specific communities of groups (e.g., developmental disabilities, children living in poverty). Further, 
explicit attention is given to these issues in all didactically-oriented assessment and intervention 
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courses in our core sequence. Finally, these issues are addressed extensively in our “informal 
curriculum” through colloquia and ongoing faculty and student research. 
 
Second, diversity issues and experiences are infused throughout our three tiers of field-based 
experiences: assessment and intervention practica (years 1 and 2), clinical and school-based practica 
(year 3 for doctoral students), and a full year internship (year 3 for EdS students and year 5 for 
doctoral students). All School Psychology candidates complete their year long assessment practicum 
in the Minneapolis Schools, which provides them with an ongoing opportunity to interact with 
students, parents, and educational personnel from diverse ethnic and cultural backgrounds. 
 
Finally, candidates’ research experiences often directly involve working with pupils from low 
socioeconomic backgrounds and/or pupils with varying handicapping conditions. Issues of diversity 
are central to the programs of research for several of the school psychology faculty.  
 
The M.Ed. in Teacher Leadership Program addresses issues of diversity through its admissions 
criteria and acceptance decisions, basing them on diversity factors such as gender, ethnicity (if 
known), teaching level, subject area, and school district location. Course content integrates reflective 
discussions of diversity-related issues, and policies, and their implications for teacher leaders. The 
culminating projects selected by candidates have included topics related to diversity such as 
leadership, student performance, collaborative instructional models, parent satisfaction, and new 
teacher mentoring. 
 
In the M.Ed. in Music Education Program diversity is integrated into the curriculum and activities 
as a secondary topic in coursework and in culminating projects. Discussions related to various topics 
of teaching and learning in all program courses focus on implications for all students and 
populations represented in the candidates’ places of employment. 
 
Diversity in the M.Ed. program in Applied Kinesiology/Developmental and Adaptive Physical 
Education is often seen within the context of physical disabilities. It is a key focus in KIN 5103 
Developmental/Adapted Physical Education, KIN 5104 Physical Activities for Persons with 
Disabilities, and KIN 5196 Practicum: Developmental/Adapted Physical Education. The program’s 
culminating project often directly addresses children with disabilities. The program structure is 
focused on diversity: people with disabilities in physical activity. Our faculties have doctorates in 
movement studies in disabilities, an area which focuses on disability and the ability of all individuals 
to participate in physical activity. KIN 5103 Developmental/Adapted Physical Education addresses 
the assessment of individuals with disabilities, and how diversity is accounted for in the ability to 
appropriately assess and design interventions if needed to successfully participate in physical 
activity. KIN5104 Physical Activities for Persons with Disabilities goes through all the major 
categorical disabilities as designated by federal special education law as well as federal civil rights 
law on disability. The focus is on understanding the disability and then facilitating successful 
participation in physical activity whether in the school, home, or community. In KIN 5196 
Practicum: Developmental/Adapted Physical Education candidates work under supervision to obtain 
experience in physical education for special needs students. All of these academic programs are 
heavily focused on the diversity within the population at large and the diversity within a disability 
area. 
 
In order to offer effective reading instruction, teachers must understand issues related to individual 
and cultural difference in literacy development. This is the guiding principle related to diversity in 
the K-12 Reading Licensure Program. Questions of diversity are threaded throughout the licensure 
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program. Specifically, CI 5435 Facilitating Technology Integration in Classrooms II particularly 
delves into questions of reading difficulties and develops candidates’ knowledge about sources of 
difficulties and of appropriate instructional responses. 
 
The M.Ed. Program in Curriculum and Instruction features a course, CI 5155 Contemporary 
Approaches to Curriculum: Instruction and Assessment, which engages candidates in consideration 
of how curriculum, instruction, and assessment must all be informed by a solid understanding of the 
role of diversity in schooling. Specific readings and course discussions emphasize how norms of 
schooling can serve to advantage certain groups of students over others. Throughout the program, in 
readings and discussions, coursework addresses how individual and cultural differences affect 
student learning. 
 

The Themes of Lifelong Learning and Professional Development Sustain Our Programs 

CEHD’s approach to professional development draws upon the latest research on lifelong learning of 
educators. CEHD utilizes three different but connected approaches to fostering a commitment to 
lifelong learning and professional development, which are outlined below. First a brief overview of 
the research on professional development is presented.  
 
The Knowledge Base on Lifelong Learning and Professional Development 
The increasing diversity of our population, together with the complexity of an information-based 
society and the explosion of knowledge in all fields of human endeavor, are among the primary 
contextual factors that prompt the urgent need for higher quality professional development programs 
for educators. The teacher education community recognizes that candidates who earn their license 
and begin teaching are prepared as beginning teachers. Beginning teachers need the support and 
mentorship of their more experienced colleagues. To be part of the education profession is to be part 
of a lifelong learning process.  
 
Although the vast majority of educators participate in some form of professional development 
annually, most of those experiences are eight hours or less (Parsad, Lewis, & Farris, 2000). An 
accumulation of recent research supports the importance of sustained professional development in 
improving practice. Educators who report participating in sustained high quality professional 
development (defined by frequent participation, quality pedagogy, and extended exposure to 
appropriate content) are more likely to report positive changes in their practice (Smylie, Allenworth, 
Greenberg, Harris & Luppescu, 2001).  
 
Lifelong learning is a disposition that is nurtured through the view of the educator as a learner. 
According to Fullan (1989) there are four areas of professional development that promote lifelong 
learning for teachers. They are:  teacher as inquirer, technical skills, collaboration, and reflective 
practices. The conceptual framework provides support for these areas as it gives a platform for 
leadership in promoting inquiry, research and reflection, honoring diversity, and fostering a 
commitment for lifelong development. There is a need for schools of education to be able to connect 
knowledge production and use to the school. CEHD has made teaching and learning subjects for 
serious inquiry both in the research work done by its faculty and the promotion of active research, 
inquiry and reflection as a core part of the course work in both the initial licensure program and the 
advanced programs.  
 
Given the complexities of education, “Educators are pressured from every direction to perform their 
primary function—teaching the basics—better. In addition, they are expected to expand the 
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curriculum to provide for more and more of the physical, personal and social needs of all students, 
while subject to steadily declining resources. In order to survive they must not become static; they 
must develop workable strategies for continuous self-renewal” (Dillon-Peterson, 1981, p. 1). Over 
the past 25 years, education has become increasingly more complex. There has also been a growing 
concern that schools are not adequately serving the needs of all students, especially students of color 
and English language learners.  
 
The need for systematic attention to teaching and learning, and teachers and learners has become 
more evident. In the early 1970s staff development was focused on content. In 1978, the Rand 
studies identified that there were many factors other than content that impacted the effectiveness and 
sustainability of staff development. Among the findings of the studies were the following:  

1. Teachers need to be involved in the planning and implementation of staff 
development;  

2. Collaboration is more important to the success of a project then either top down or 
grassroots efforts;  

3. The greater the scope for change, the more time and effort required; and  
4. Off-the-shelf plans are less effective than plans planned and reinvented by the staff.  

Staff developers recognized the importance of process, which includes using data to determine 
priority goals, building collegial support for change, and using a variety of models and designs to 
ensure the development of knowledge and skills and quality implementation of innovations (Sparks 
& Loucks-Horsley, 1989).  
 
A third area that influences the impact of professional development was identified as context factors 
in 1983 by Mohlman-Sparks. There is a need to involve teachers in decision making in order to 
create a context of acceptance. Administration needs to include both logistical and psychological 
support during all phases of the change process. Later in the 1990s the work of Senge (1990), and 
Fullan and Stiegelbauer (1991) emphasized the influence of the organization on individual learning. 
This work supported the earlier work of Dillon-Peterson (1981). “Staff development and 
organization development are a gestalt of school improvement; both are necessary for maximum 
growth and effective change. They are complementary human processes, inextricably interwoven, 
dynamic, interactive, nonlinear, and incredibly complex” (p. 3-4).  
 
Organizing professional development for school improvement is further complicated by the 
recognition of the impact of adult development. “As an individual moves through life from infancy 
to old age, changes are constantly taking place within the person as well as within the range of 
settings in which he or she lives and works. This is particularly true of teachers and administrators 
because they are responsible for assisting others to succeed in a rapidly changing world” (Dillon-
Peterson, 1981, p.13).  
 
Chickering (1974) divided adult developmental theorists into two groups: developmental age 
theorists and developmental stage theorists. The Life Cycle of the Career Teacher (Steffey, Wolfe, 
Pasch, & Enz, 1997) is a comprehensive attempt to put it all together in a systematic approach. It is a 
developmental model consisting of six phases—novice, apprentice, professional, expert, 
distinguished, and emeritus—propelled by the mechanisms of reflection and renewal. It is based on 
contextual experiences and the choices made by the teacher. The strength of the life cycle framework 
is its focus on the process of how one continues to grow and become a more competent teacher along 
the continuum.  
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Lifelong Learning and Professional Development Reflected in our Unit (CEHD)  
CEHD fosters a commitment to lifelong learning and professional development in three different but 
interconnected approaches: 1) promoting inquiry, research, and reflection in the course work of 
licensure, advanced programs, and special topics; 2) supporting an organizational structure which 
provides choices for educators who are at different developmental levels in their life cycle; and 3) 
engaging schools in ways that promote and sustain continuous improvement for both the individual 
and the organization.  
 
The research on teachers as lifelong learners views the role of the teacher beyond technical skills to 
the areas of inquiry, collaboration, and reflective practices. It is this initial connection to inquiry, 
research, and reflection which creates and sustains a commitment to the disposition of lifelong 
learning. Our candidates engage in research and are taught to bring this research to bear in their own 
inquiry, research, and reflection as they continue to develop both skills and understanding within the 
workplace. This approach to learning is evident in the coursework in the initial licensure and 
advanced programs as described earlier. It is evident also in new courses developed as special topics. 
These courses must meet the same rigor and standards inclusive of research, inquiry, and reflection. 
Special topics courses allow faculty to be continually responsive to educators’ needs and interests, to 
address scholarly research as it becomes available, and to provide ongoing support to professionals 
in the field of education.  
 
Teachers and administrators who have taken part in the initial or advanced programs are also 
encouraged to stay involved in professional activities with the CEHD. Activities such as supervising 
candidates during student teaching or practicum placements, participating on committees the Council 
on Teacher Education’s Advisory Board or becoming a member of the alumni association are all 
ways to continue growing professionally even after a completer leaves formal training.  
 
The college’s organizational structure provides choices for educators who are at different 
development levels in their professional life cycle. Becoming a licensed teacher is just the first step 
in a lifelong process of education. An educator can choose to pursue many additional educational 
and research opportunities, such as:  

 becoming licensed in additional content areas  
 completing graduate degrees  
 earning certificates in new areas  
 pursuing administrative licensure  
 doing comparative studies through international travel  
 working toward National Board for Professional Teaching Standards certification. 

The advanced programs combine research with real-world experiences and offer several approaches 
for educators to continue to pursue lifelong learning opportunities.  
 
The Council on Teacher Education established a new subcommittee in 2004-05: 
Program/Professional Lifelong Learning. The committee is charged with heightening the awareness 
of committee members regarding the phases (or stages) of the educator’s professional development 
process and proposing strategies to meet the professional development needs of educators at all 
phases of their development. Based on the research of Feiman-Nemser and Steffey, Wolfe, Pasch 
and Enz, the framework is being used to foster the concept of growth along a continuum and provide 
insight as to content and focus. It will help the college redirect its own focus and delivery as it works 
collaboratively with districts.  
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Figure 2 

Developmental Framework for Program/Professional Lifelong Learning 
 

 Recruitment/Support Pre-Service Induction Continuing Professional 
Development 

Experienced Professional 
Development 

OBJECTIVES: *Promote education careers as 
a worthwhile dynamic 
profession 
 
*Promote the awareness of 
opportunities in education  
 
*Provide guided inquiry into 
the process and knowledge of 
attending the University of MN 
and CEHD 
 
*Provide experiential  
opportunities  

*Prepare education students for 
chosen professions 
 
*Provide a model of delivery which 
reflects the CEHD conceptual 
framework 
 
*Support the development of lifelong 
collegial relationships 
 
 

*Support individual 
enculturation within the 
professional environment 
 
*Offer opportunities to 
implement and expand 
knowledge, skills and 
dispositions  
 
*Facilitate a broader 
understanding of diverse 
thinking and diverse cultures 

*Support continuous 
learning for improvement  
 
*Extend interest, skills, 
commitment beyond 
individual to professional 
community 
 
*Encourage and support 
collaboration 

*Facilitate the expansion and 
dissemination of knowledge to new 
situations and colleagues 
 
*Encourage strategic, long term 
systemic and global problem solving  
 
*Utilize the knowledge and 
experience of practitioners  

PROGRAM 
CONTENT: 
Research, Inquiry & 
Reflection 

 *Developing students’ empirical and 
theoretical  content knowledge for 
educational practice through 
research, inquiry and reflection 
*Facilitate students’ ability to 
develop, implement and evaluate 
sound educational practices  
 

*Supporting continued 
acquisition and use of 
empirically based 
educational practices 
*Supporting the design  of 
responsive educational 
practices 
*Helping  individuals use a 
beginning repertoire of 
research based strategies  

*Providing experiences 
for deepening and 
extending research based 
knowledge and 
professional practice 
*Supporting  the use of  
inquiry and action 
research 
 

*Working collaboratively with 
practitioners to facilitate and/or 
conduct educational research and 
promote high quality practices 
 

PROGRAM 
CONTENT: 
Diversity 

 *Developing student abilities to 
analyze beliefs and form new visions 
through learning opportunities that 
promote diversity of thought and 
inclusion.  
 

*Facilitating the 
development of 
environments that promote 
appreciation, acceptance and 
accommodation of diversity 
and individual differences 

*Collaborating with 
education based partners 
on the development, 
processes, and outcomes 
to reinforce and promote 
diversity initiatives  

*Developing  opportunities to 
engage in career choices to expand 
the use of knowledge in a variety of 
ways and situations 
 

PROGRAM 
CONTENT: 
Lifelong Learning 

 *Developing understanding of 
learners and learning and dispositions  
that value both the learner and the 
learning environment 
*Developing tools that promote 
lifelong learning 
 

*Assisting individuals in 
developing a professional 
identity 

 

*Strengthening 
dispositions and skills to 
study and improve 
professional practice 
*Expanding responsibility 
for leadership 
development 

*Providing opportunities to  
 mentor non-tenured teacher 
*Utilizing practitioners in situations 
to influence decision-making in the 
workplace  and professional 
association levels 
*Utilizing practitioners as advocates  
for public policy which supports 
needs of children and family through 
educational programs and provides 
for the development of education 
professionals 

30 



Conceptual Framework, University of Minnesota – Twin Cities 
 

31 

FOCUS: 
 

 
The focus is on identifying and 
supporting potential candidates 
and working with area schools 
and institutions.  

 
The focus is on the individual within 
the cohort. 
Learning takes place at CEHD and in 
guided community settings. 

 
The focus is on the 
individual within the 
workplace. Learning takes 
place within the culture of 
the working environment. 

 
The focus is on the 
learning community and 
supporting the culture 
through continuous 
improvement. 

 
The focus is on the concept of a 
learning community but expands 
beyond the environment and 
integrates learning from a variety of 
sources. 

STAGES OF 
DEVELOPMENT: 
 

 
Awareness 

 
Acquisition of theory, knowledge and 
experience  

  
Emerging practices guided 
by theory, knowledge and 
reflection 

 
Practice enhanced by 
active research and 
collaboration  

 
Broad based practices are enhanced 
by innovation and collaboration 

APPROXIMATE 
DEVELOPMENTAL 
TIME RANGE: 

 
Grades 9-16 

 
1 ½ -4 years 

 
1-3 years 

 
3-6 years 

 
7 and beyond 
 

EXAMPLES:  
*Collaboration with high 
schools to draw students into 
teaching and public service 
(e.g. Edison Small Learning 
Community) 
 
*Non-major experiential 
courses: 
CI 1001 
CPSY 4993  
EDHD 3001 
 
-New Education minor 
 
*Recruitment Strategies: 
- SPS/Department  websites 
with current CEHD educational 
programs information 
-Community colleges and 
UMN college advisors 
(Communications) 
-Information to support 
experiential opportunities 
(SPS) 
-Promotional materials (SPS/ 
departments) 
 

 
*EDHD 5009 & EPSY 5135  
How to create classroom 
environment that encompasses 
Diversity 
 
*EPSY 5151: Cooperative Learning 
Course   
 
*Professional standards/National 
Professional Association Standards 
 
* Intensive carefully designed 
practicum experiences 
                *2 PPS collaborations 
                *UMN Lab School
 
 
 

 
*Peer Group socialization 
(Patrick Henry Professional 
Practice School) 
 
*First year seminar (Early 
Childhood/Special Ed)
 
*Support structure for 
cohorts of teachers post-
graduation (group 
socialization within cohort 
and continue connection 
with CEHD faculty)  
 
*Develop ways to maintain 
collegial relationships 
through technology (chat 
rooms, blogs, webinars, 
seminars ) 
 
*Develop an induction 
model that partners with 
schools and/or districts  

 
*Urban Leadership 
Academy
 
*Patrick Henry 
Leadership Series
 
*Action Research cohort 
collaboration
 
*National Board of Prof 
Teaching Standards Prep 
support 
 
*Certificate programs 
 
*Campbell- Starkson 
Urban Chair 
 
*Diversity committee 
 
*Metro District 
Professional Studies 
Partnerships
 
*Practitioners Summer 
Workshops

 
*Urban Leadership Academy
 
*Patrick Henry Leadership Series
 
*Cultural Competency Advisory 
Board
 
*Teacher Supervisor
 
*Mentor 
 
*Develop reciprocal relationships 
with “clinical” faculty who are 
clinical practitioners (guest 
lecturers, program review, 
informative & summative 
presentations , advisory committees, 
field placement supervision) 
 
*Continue efforts to develop U of 
MN cooperating teacher network 
 
*Educational opportunities as 
component to host student teachers 
(dinners/awards for cooperating 
teachers) 

*REGULAR TYPE: IMPLEMENTED 
*ITALICS: IDEAS FOR EXPLORATION 
 

http://education.umn.edu/EdPsych/Courses/5151.html
http://education.umn.edu/EdPsych/Courses/5151.html
http://education.umn.edu/ICD/LabSchool/Default.html
http://education.umn.edu/ceed/
http://education.umn.edu/ceed/
http://education.umn.edu/CPS/ULA/default.html
http://education.umn.edu/CPS/ULA/default.html
http://education.umn.edu/CPS/SLA/patrick/default.html
http://education.umn.edu/CPS/SLA/patrick/default.html
http://education.umn.edu/CI/Faculty/Thornton.html
http://education.umn.edu/CI/Faculty/Thornton.html
http://www.education.umn.edu/cps
http://www.education.umn.edu/cps
http://www.education.umn.edu/cps
http://education.umn.edu/CPS/default.html
http://education.umn.edu/CPS/default.html
http://education.umn.edu/CPS/ULA/default.html
http://education.umn.edu/CPS/SLA/patrick/default.html
http://education.umn.edu/CPS/default.html
http://education.umn.edu/CPS/default.html
http://education.umn.edu/coopteachers


Conceptual Framework, University of Minnesota – Twin Cities 
 
 
CEHD engages schools in ways that promote and sustain continuous improvement for both the 
individual and the organization. The relationship CEHD has with professional educators goes 
beyond licensure. The college’s varied programs are instrumental in impacting knowledge 
production and use in the schools and in working with experienced teachers and schools. The college 
is cognizant of the need to develop a reciprocal relationship between experienced teachers and 
college faculty as the means toward school improvement. To engage schools means to work in 
partnership.  
 
The conceptual framework is illustrative of our recognition that research, inquiry, and reflection are 
lifelong learning tools embedded in our programs from preservice to professional development for 
experienced professional educators. While this is evident in our coursework and the artifacts that 
candidates produce, it is also evident in our commitment through research centers and projects that 
promote knowledge production and use. The Center for Applied Research and Educational 
Improvement (CAREI) has a long list of research projects that are having a direct impact on 
hundreds of school districts around the country. Its role is to provide evaluations of and supportive 
research for policies and practices being considered or implemented by schools. Projects include 
authentic pedagogy; before and after-school programs; block scheduling; and extended day, week, 
and year programs. The Minnesota Reading Research Center (MRRC) conducts applied research on 
reading and research on teaching approaches that facilitate reading instruction. The focus is on 
conducting research that supports teachers, particularly those who teach students of poverty, as they 
learn to effectively teach children and youth from diverse backgrounds to become competent 
teachers. The Center for Advanced Research on Language Acquisition (CARLA) supports a number 
of coordinated programs of research, training development, and dissemination of information related 
to second language teaching, learning, and assessment. The School Technology Leadership Initiative 
(STLI) is the nation’s first academic program designed to help superintendents, principals, and other 
school leaders acquire the necessary skills to develop and guide technology-enhanced school 
organization.  
 
Research Works is a publication that spotlights research at the University of Minnesota in education 
and human development. The publication is disseminated to K- 12 districts. Highlighted research has 
included topics such as cooperative learning, curriculum-based measurement (CBM), student 
assessment, the effect of poverty on children’s psychological development, and the Rational 
Numbers Project.  
 
Many area schools and districts become research centers for our faculty and staff, who spend weeks-
-even years--pursuing research projects in cooperation with teachers and administrators. The 
Minneapolis School District has worked with the college to establish a professional practice school. 
The program emphasizes a first year residency for teachers, allowing them to spend part of their 
workdays in professional development activities and to receive mentoring from master teachers. 
Recently the Professional Practice School and Continuing Professional Studies (CPS) have 
developed a teacher leadership series which provides targeted workshops instructed by CEHD 
faculty/staff and a teacher as co-instructors.  
 
The Urban Leadership Academy (ULA) is a partnership with four metropolitan area school districts, 
the Department of Educational Policy and Administration (EdPA) and CPS. Principals and other 
school administrators participate in ULA, which offers continuing professional development 
programs. Local, national, and international leaders in the field of education are brought in to lead 
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workshops and institutes based on the leadership needs of the districts as determined by an advisory 
council.  
 
A Cultural Competency Advisory Board (CCAB) has been developed with representatives from 
CEHD, staff development coordinators from several districts, and the Minnesota Department of 
Education. This partnership is focused on identifying training needs for school staff in the area of 
cultural competency and diversity.  
 
CPS has developed guidelines for various partnership models to help support school districts with 
shrinking resources to take advantage of professional development opportunities. School districts 
work with CPS to tailor the programs to meet their specific needs. Working with district staff has 
helped to bridge theory and practice so that there is high relevancy to the school context. 
 
In the following paragraphs we offer some specific examples of how we are addressing the theme of 
lifelong learning and professional development in our initial licensure and advanced programs. 
 
Examples of lifelong learning and professional development from the initial licensure programs 
The commitment to lifelong learning and professional development in the Initial Licensure Program 
in Agricultural Education can be seen in the program’s statewide teacher induction program for 
new teachers regardless of which university or college they graduated from.  
 
Many of the candidates in the initial licensure Special Education Program seek out special 
education as a second career or as a continuation in the development of their teaching profession; 
thus, they are already engaged in education as a lifelong learning process. Field experiences include 
attendance and presentations at local, state, and national conferences and conventions. Candidates 
participate with faculty in professional development beyond the classroom. Candidates’ portfolios 
include goals and objectives for continued professional development. Candidates’ memberships in 
professional organizations extends throughout their program of study and well into their graduation 
or promotion toward professional teaching. External partners include state, local, and national 
projects specific to professional growth and development, such as the progress monitoring initiative 
and literacy and early reading initiatives. Candidates are provided with opportunities through a two-
way process where leaders from the field come to the university to provide an extension of learning 
and students are invited and supported in their attendance at events external to the university. We 
also have a mentorship program where students are partnered with expert teachers in the field; this 
partnership continues beyond graduation. 
 
Throughout the initial licensure program in Business and Marketing Education candidates are 
asked to become participants in the professional organizations that will providing professional 
development opportunities to them in the future as well as provide a means to meet and become part 
of current networks of practicing teachers. While not always a specific course requirement, are 
encouraged to attend local and state professional meetings. As part of their student teaching 
experience, most candidates are able to participate as judges in the contests which are part of career-
oriented high school student organizations.  
 
With regard to candidates’ development in their own content areas, both the prerequisite course 
requirements and student teaching experience are used to reinforce the need to continually upgrade 
their general business and technical skills. Candidates recognize the need to renew their skills related 
to current computing technology, a content area representing a major part of the business and 
marketing curriculum. Ways to participate in continual upgrading are discussed in relation to 
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existing course opportunities at the university and elsewhere. All candidates are encouraged to 
complete the M.Ed. degree requirements beyond the licensing programs and most do this very 
shortly after becoming licensed. 
 
The initial licensure program in Second Languages and Cultures Education promotes the idea that 
as teachers, our candidates will need to continue to develop and reflect on their practice. Professional 
organizations and conferences are publicized and candidates are encouraged to attend relevant 
conferences during the postbaccalaureate year. Candidates are encouraged to take part in any 
professional development opportunities offered through their field experiences such as teacher 
workshops. An approach to teaching which maintains the importance of professional behavior, 
teacher decision-making, and critical reflection on practice is promoted. In addition, a class session 
in the spring semester is devoted specifically to the topics of advocacy and professional 
development; candidates are exposed to Internet resources and professional organizations to use as 
resources for ongoing professional development.  
 
During the fall semester in the initial licensure program in Art Education all candidates are 
encouraged to join the Art Educators of Minnesota (AEM) and most do so. They are offered 
opportunities to attend the fall conference of AEM and the spring seminar. They have opportunities 
to volunteer at the Weisman Art Museum and to participate in the college’s Diversity Art Contests 
through their students while student teaching. Candidates are also encouraged to make ongoing 
connections to arts organizations such as the Minneapolis Institute of Art and the Walker Art Center. 
 
In CI 5461 Teaching Composition in the Secondary School and College, candidates in the initial 
licensure program in Communication Arts and Literature Education are encouraged to become 
student members of the National Council of Teachers of English (NCTE). They also are encouraged 
to use the NCTE and the International Reading Association Web sites for resources and attend a fall 
workshop sponsored by the Minnesota Council of Teachers of English. In CI 5461 Teaching 
Composition in the Secondary School and College and CI 5451 Teaching Reading in Middle and 
Secondary Grades, all candidates participate in professional development through activities at 
Crosswinds Middle School and the professional practice school, Patrick Henry High School (both 
located in the Minneapolis district). In CI 5441 Teaching Literature in the Secondary School all 
candidates attend an “Educators’ Night” event at the Park Square Theater, St. Paul, designed to 
provide teachers with methods of studying drama productions. In order to complete their M.Ed. 
program in English Education, candidates must complete four more courses over a maximum six-
year period following completion of their licensure program. Through taking further coursework, 
candidates continue their professional development experience with the same instructors they 
worked with during the licensure program. Candidates are encouraged to participate in national 
board certification and have been mentored in their efforts by faculty in the program. 
 
A candidate-led group in the initial licensure program in Early Childhood/Early Childhood 
Special Education provides professional development opportunities to the legislative process and 
stresses the importance of being an advocate for the education of young children. During the 
admissions advisory meetings and during field experiences the need to continue learning and 
developing throughout one’s teaching career is emphasized. Students also are linked to professional 
organizations.  
 
Examples of lifelong learning and professional development from the advanced studies programs 
Because candidates are pursuing advanced degrees in the M.Ed. Program in Applied 
Kinesiology/Developmental and Adaptive Physical Education (DAPE), their studies exemplify 
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their commitment to lifelong learning and professional development. Therefore each step along the 
way from admissions to program structure, course requirements, and final projects shows our 
commitment to providing the educational experience that will successfully engage our candidates in 
learning required materials and developing the required skills in DAPE. 
 
In addition, faculty from the School of Kinesiology provide inservice programs for the school 
districts serving special needs students. Topics for these sessions range from appropriate assessment 
selections for special needs students, interpreting the results, and providing for the ongoing 
involvement of students in the programs at their schools. The best practice references from our 
national professional organizations are used in inservice work with professionals in DAPE. 
 
Because all of the candidates in the M.Ed. Program in Music Education are currently practicing 
teachers, the fact that they are pursuing advanced degrees represents their commitment to continued 
professional growth. The program structure provides a great deal of flexibility in choosing courses 
which allows the candidate to clarify and refine his or her professional development goals while 
putting together a personal course of study. Candidates are encouraged to pursue a culminating 
project that they will continue to develop and use on an ongoing basis. 
 
The program structure of the M.Ed. Program in Curriculum and Instruction is designed to foster 
participants’ commitment to lifelong learning and professional development by creating 
opportunities for practicing teachers to reinterpret the nature of their profession through a deeper 
understanding of subject matter, of the nature of transforming one’s own knowledge of subject 
matter for students, and of their role as leaders within the profession. 
 
Through the core courses, CI 5155 Contemporary Approaches to Curriculum: Instruction and 
Assessment and 5177 Practical Research, the program balances a focus on refining the M.Ed. 
candidate’s own teaching practices through subject-specific courses (assignments and projects) in 
the program with developing a broader understanding of the nature of schooling and the role of 
teacher knowledge. The final project in CI 5186 School-Related Projects is particularly designed to 
foster candidates’ ability to study teaching and learning and to develop resources for improving their 
own teaching as well as to influence change within their schools and districts. 
 
The K-12 Reading Licensure Program has as its guiding purpose to situate candidates to both 
build their knowledge and to be in the position to lead others toward greater knowledge and more 
effective teaching practices. All of the courses engage candidates in considering how issues of 
professional development and teacher learning affect the practice of reading instruction. CI 5434 
Professional Development and Evolving Practice in K-12 Reading specifically focuses on how to 
establish powerful professional development experiences to foster teacher learning in this domain. 
 
The M.Ed. in Teacher Leadership is a degree designed to enhance the professional development 
and commitment to lifelong learning of education professionals. The core courses in the program 
focus on reflective leadership development, including research-based knowledge of new directions 
in professional development. In EDPA 5374 Leadership for Staff Development, content focuses 
specifically on research-based standards for effective staff development. This course integrates the 
National Staff Development Council Standards for Professional Development and Lifelong 
Learning. EDPA 5364 Content and Practice of Educational Leadership contains topics related to 
organizational leadership and professional development in P-12 settings. EDPA 5361 Project in 
Teacher Leadership is the culminating project for candidates enrolled in the program. In this course, 
candidates work with individual advisers to create, implement, and evaluate a leadership project 
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designed to initiate positive change in educational environments. Topics of discussion and reflective 
analysis frequently include research-based strategies for professional development, including a 
review of the related literature. 
 
Candidates in the program are provided with opportunities for professional development, such as co-
presenting with faculty at national conferences, and networking with metro-area education leaders 
by attending the Urban Leadership Academy professional development conferences and seminars 
sponsored by the college’s office of Continuing Professional Studies and Department of Educational 
Policy and Administration. 
 
Within the college, all educator programs epitomize our philosophy as expressed through the three 
themes of the conceptual framework. The Professional Practice School sites at Patrick Henry and 
Roosevelt High Schools in the Minneapolis Public School District are illustrative of the way in 
which we collaborate with the Minneapolis Public Schools and the Minneapolis Federation of 
Teachers to bring together the themes of inquiry, research, and reflection; diversity; and lifelong 
learning and professional development.  
 
The vision of the professional practice schools is that teachers are lifelong learners engaged in a 
continuum of reflection and practice to improve teaching and learning. The goals are: 1) to foster 
student success, 2) to provide clinical experiences and induction for new teachers, and 3) to support 
and sustain inquiry into practice. These sites are engaged in articulating a spectrum of professional 
development set out a progression of teacher learning—forms of participation—that begins with 
student teaching, continues through achievement of tenure, national board certification, and 
collaborative adjunct teaching with the faculty of the College of Education and Human 
Development. This spectrum illustrates how restructuring professional opportunities allows for each 
teacher to take part in governing and in the public work of teaching, allowing individuals to 
participate in new roles as they demonstrate interest and expertise.  
 
The flagship effort in the PPS is a new model of teacher induction—the residency program. The 
program provides a supervised, structured induction with specific learning experiences that expose 
the novice teacher to a wide range of effective instructional practices within the greater context of 
urban school renewal. In the induction year, the resident teacher teaches 60 to 80 percent time. The 
remaining portion of the teaching day is devoted to participating in professional development 
activities. Ongoing professional development activities on site for residents include being observed 
and conferring with a mentor, observing other teachers and writing formal reflections on those 
observations, completing the district’s professional support process, and developing a professional 
portfolio. The CEHD PPS coordinator facilitates a seminar for all the residents in the building that 
meets on site every week and focuses on site-based issues and developing collegial connections as 
well as engaging resident teachers in a variety of developmental experiences: a school-based inquiry 
project looking at specific multi-cultural issues in the school; an introduction to action research; the 
development of a personal teaching philosophy; standards-based curriculum and assessment; and the 
integration of classroom management and discipline with content instruction. The CEHD seminar is 
aligned with Minneapolis Public Schools’ aggressive achievement of tenure requirements as well as 
various state and national teaching standards, and assists residents with developing the portfolios that 
are necessary when they appear before a tenure review panel in their third year in the district. The 
college's commitment to maintaining this program is reflected in the fact that in the fall of 1998, it 
hired a full-time coordinator, Patricia Thornton, a former Minneapolis teacher, to work with these 
programs.  
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Bringing the Themes Together 

The themes of inquiry, research and reflection; diversity; and lifelong learning and professional 
development form a strong basis for our initial licensure and advanced programs in the College of 
Education and Human Development. They work together to reinforce the college’s mission to 
advance knowledge throughout our state, nation, and world. Knowledge can be created only through 
inquiry, research, and reflection, while knowledge’s value is unacceptably limited if not shared and 
promulgated among diverse and fully representative groups of students, scholars, and communities. 
Our third theme of lifelong learning and professional development is the most comprehensive 
because it acknowledges and supports the central concept of human development: that learning and 
growing are lifelong endeavors that enhance us personally and professionally.  
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