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Conceptual Framework Graduate School Bank Street 
College Of Education 

4.1 Introduction And Overview Of The Conceptual Framework 

Introduction 

Bank Street College’s Graduate School of Education is a private, freestanding professional 

school of teacher and leader preparation located in New York City. Founded in 1916, Bank 

Street is known for its longstanding commitment to progressive education and its strong 

clinical and scholarly practices. Currently, we prepare teachers to work with children from 

birth through 6th grade and we prepare leaders for all levels, P-12. 1 

Ours is a theory and practice-guided college. Bank Street’s approach to teaching and 

learning is based on the developmental-interaction framework, “an enduring pedagogy 

rooted in developmental psychology and progressive education that has informed 

educational theory and practice since the early twentieth century” (Nager & Shapiro, 2000, 

p.1). We utilize the term developmental-interaction rather than the Bank Street Approach to 

indicate that this approach to education is not restricted to its geographically specific site of 

origin. Nonetheless, Bank Street claims the longest consistent association with this way of 

thinking about and practicing education and continues to examine its assumptions and 

practices in light of new knowledge. Developmental-interaction reflects a stance that starts 

with learners, and reflects the recursive nature of the development of educators and 

children alike. This commitment informs not only our teacher and leader preparation work, 

but also our wide-ranging work on school improvement and professional development. 

Bank Street is seeking initial accreditation of its programs from NCATE. 

From its start as the Bureau of Educational Experiments, which added first a School for 

Children and later a Graduate School, Bank Street has developed a distinctive, progressive 

theory of teaching, leading and learning. The Graduate School (which offers no 

undergraduate programs) sees itself, in this way, as more cohesive in its theory-and value-

driven than many schools of education that are larger and are more eclectic. Ours is a small 

college focused on the mission of developing inspired educators from an integrated base of 

theory, research and evolving practice, always holding student learning at the center of our 

work (NCATE, 2010). 

Also located within Bank Street College of Education, are Children’s Programs (Family 

Center, School for Children and a Summer Camp). Graduate faculty and Children’s Programs 

teachers work collaboratively to educate candidates for the teaching and education leading 

professions. For example, some School for Children (SFC) teachers are instructors in the 

Graduate school, and our candidates work as student teachers, assistant teachers and 
                                                             
1 Until this year, we prepared teachers through 9th grade. Due to changes in New York State Middle 
School Special Education we had to discontinue our Special Education Middle School programs and 
temporarily suspended our Middle School General Teacher Education programs since we do not 
currently have the resources for 7-12 programs. 
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interns, with their SFC cooperating teachers and Graduate Faculty Advisors in Supervised 

Fieldwork/Advisement (SFW/A). The school’s classroom settings are often used as the 

basis for discussions on leading vision and learning. Two other divisions (Institutional 

Advancement, and Finance and Administration) ably support the program divisions. At the 

time of this writing, a new institutional area is being developed that will focus on 

Innovation, Research and Policy. the Graduate School has a matriculated student body of 

one thousand, and typically employs approximately 70 contractual faculty members whose 

appointments are renewed annually. Although Bank Street does not offer tenure, most 

contractual faculty serve for many years via renewable contracts. To cover courses in our 

four-term calendar structure (which includes 2 summer sessions) the Graduate School 

employs an annual cadre of approximately 125 adjunct employees. Many of our adjuncts 

also have served the college for long periods of time. 

Overview 

This document reflects many months of collaborative thinking by the graduate faculty, with 

over one third contributing specifically to the writing of this document. (See Appendix I.) 

Divisional meetings were devoted, first, to revisiting and assessing our Guiding Principles 

(February 2011) and then (May, 2011) to aligning those principles with our goals, 

knowledge bases and theoretical frameworks for candidates. Faculty members met in small 

groups over the course of the winter and spring to recast our ideas in the light of recent 

work, and the document was e-mailed to faculty during the summer for comments. We 

designate Bank Street scholars and practitioners—past and present—who are cited with an 

asterisk in the bibliography. 

The Graduate School has been fortunate to be evaluated in two external studies of its 

teacher programs. One study (Darling-Hammond & MacDonald, 2000) compared Bank 

Street graduates with a random sample of all beginning teachers in the country. A second 

(Darling- Hammond, Chung and Frelow, 2002) compared Bank Street graduates with all 

other beginning teachers in New York City. In both studies, Bank Street graduates rated 

their preparation more highly than did the comparison groups and had higher teacher 

efficacy ratings. The latter finding is noteworthy as teacher efficacy ratings are correlated 

with gains in standardized student achievement test scores (Hensen, 2001). In particular, 

teacher efficacy has been found to be predictive of achievement on the Iowa Test of Basic 

Skills (Moore & Esselman, 1992), the Canadian Achievement Tests (Anderson, Greene, & 

Loewen, 1988), and the Ontario Assessment Instrument Pool (Ross, 1992). Teacher efficacy 

has been correlated with higher achievement in rural, urban, majority black and majority 

white schools (Watson, 1991). 

Our leader education programs have been extensively studied as well. Bank Street’s 

pioneering leadership preparation continuum (in partnership with NYC schools) was cited 

as exemplary in national study of high quality leadership preparation and development 

(Darling- Hammond et al. 2009). A related research article showed that leaders prepared in 

the four profiled exemplary programs (including Bank Street’s) were more likely to engage 

in effective leadership practices and foster school improvement than those who were more 

conventionally prepared (Orr & Orphanos, 2011). 
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The faculty welcomes the opportunity that the NCATE application provides to revisit our 

core beliefs, commitments and the critical question of curricular coherence. Reviewing our 

work in this way allows us to first, better define our aspirations, second, ensure that we are 

continually responding to the evolving needs in the field, third review our authentic 

assessments and finally, ensure that we encourage continual improvement of our faculty 

and candidates. Only then are we in the best position to continue to influence the direction 

of education. 

4.2 Institutional Vision And Mission 

Vision 

Bank Street as an institution and the Graduate School (unit level) share a global vision and 

mission. Our vision, as embodied in the Credo was articulated by our founder, Lucy Sprague 

Mitchell, and all of our work at Bank Street strives to enact these potentialities: 

The BANK STREET CREDO 

 What potentialities in human beings—children, teachers, and ourselves—do we 

want to see develop? A zest for living that comes from taking in the world with all 

five senses alert. 

 Lively intellectual curiosities that turn the world into an exciting laboratory and 

keep one ever a learner. 

 Flexibility when confronted with change and ability to relinquish patterns that no 

longer fit the present. The courage to work, unafraid and efficiently, in a world of 

new needs, new problems, and new ideas. 

 Gentleness combined with justice in passing judgments on other human beings. 

 Sensitivity, not only to the external formal rights of the "other fellow," but to 

him/[her] as another human being seeking a good life through his own standards. 

 A striving to live democratically, in and out of schools, as the best way to advance 

our concept of democracy. 

Our credo demands ethical standards as well as scientific attitudes. Our work is based on 

the faith that human beings can improve the society they have created. Our formal mission 

statement also represents conversations across the entire college, as we strive to be an 

integrated institution with mutual learning between and among the Divisions. 

Mission 

The mission of Bank Street College is to improve the education of children and their teachers 

by applying to the educational process all available knowledge about learning and growth, 

and by connecting teaching and learning meaningfully to the outside world. In so doing, we 

seek to strengthen not only individuals, but the community as well, including family, school, 

and the larger society in which adults and children, in all their diversity, interact and learn. We 

see in education the opportunity to build a better society. 
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Past and Present Practice 

Inspired by the vision and practice of progressive theorists, educators and social reformers 

including John Dewey, Jane Addams, Maria Montessori, Lillian Wald, and Julia Richman, 

Bank Street's founder Lucy Sprague Mitchell imagined new prospects for building a better 

world through education. Dewey was hardly the first thinker to articulate the significance of 

learning from experience, but his work over several decades influenced generations of 

educators. His seminal ideas were radical, then as now: that education has a moral 

dimension, that students should be active agents and true partners in learning endeavors 

such that teachers need not rely on coercive control; that learning should involve collateral 

learning in school as well as in the community and home; and that active, engaged learning 

can promote mastery of specific content. Dewey focused on learning in, and from, groups, 

the formation of self in groups and community, and how we come to know the world 

through concepts and emotions that grow out of social interaction. He also sought active 

learning in school and engagement in the community as pathways to a vital democracy 

(Dewey, 1916; 1938). Strongly influenced by John Dewey's writing on the role of experience 

in education, and by first-hand observation of women social reformers at work, Mitchell 

aimed to counter the impact of an increasingly industrialized and dehumanizing social 

world. Members of the Bureau of Educational Experiments, founded in 1916, "shared the 

progressive conviction that with the benefit of enlightened schooling, children could be the 

harbinger of an improved society" (Antler, 1987). At Bank Street College, all these ideas find 

rich expression. 

Inspired by Mitchell’s vision and commitments, Bank Street emphasizes the individuality of 

each learner as well as the need for democratic community building in the reconstruction of 

a more just society. The vital connection between individual and social development was 

clear from the outset. Since then, our vision of education has been not on "either the social 

or the individual but the social individual” (Cuffaro, 1994). 

These early principles can be seen directly in our coursework. They are also reflected in the 

design of our Supervised Fieldwork/Advisement referred to hereafter as SFW/A. (See p. 

31.) SFW/A is an intensive, typically yearlong individual and group study to support 

becoming a teacher or leader. SFW/A forms the core of all our programs, offering a time and 

space for this integrative work, which includes (monthly for most program designs) 

morning long visits to placements by Advisors, two hour-long conferences with one’s 

Advisor and a weekly two-hour Advisement Conference Group of 5-7 candidates and their 

Advisor. Our pedagogy features the modeling of relationships as a parallel and nested 

process. It is parallel because faculty members engage candidates, as individuals and 

groups, in the kinds of relationships that we hope they form with their own students. It is 

nested in the sense that these relationships feed on each other and grow within and across 

candidates and faculty. For example, Faculty Advisors of our candidates also take part in a 

parallel (monthly) Conference Group, so that they may offer support and learning 

opportunities to each other concerning their practice with candidates. 
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 Looking to the Future 

Because our college is steeped in the ideas described above, we believe that the Graduate 

School is uniquely equipped to use “flexibility when confronted with change” (Credo). As we 

approach Bank Street’s centennial in 2016, we are indeed already moving forward. 

Elizabeth D. Dickey was chosen as president by the Trustees in 2008 in large part due to her 

forward thinking and passionate call that Bank Street prepare itself for a sustainable future. 

Important initiatives have grown out of a 2010 revision of our 2005 Strategic Plan 

http://www.bankstreet.edu/strategic-plan/.<p>The Graduate School has already begun to 

address most of the Strategic Plan’s stated goals, including: a) carrying out a cyclical system 

of external program reviews; b) sustaining Bank Street’s longstanding commitment to 

innovative curricula, including the imaginative use of technology, including expanding Bank 

Street Online; c) providing ongoing opportunities for focused faculty development; d) 

initiating a Postdoctoral Fellows Program: e) investing in the College’s library and research 

resources; and f) encouraging new avenues for faculty scholarship and research. 

Finally, Bank Street has always reconsidered our approaches and curricula in light of 

changing educational needs and priorities. The current adoption of the Common Core 

Standards by New York State Educational Department (NYSED) is the occasion for such 

reconsideration. In examining the thinking behind the Common Core, as reflected in 

presentations by David Coleman and others, we find that the ideas and emphases resonate 

strongly with Bank Street’s longstanding approach to classroom practice. We resonate with 

the emphasis on intrinsic motivation rooted in opportunities for students to engage with 

rich and complex ideas and problems. In the realm of literacy and English language arts, we 

resonate with the call for more classroom time spent grappling with challenging, interesting 

texts. We resonate with Coleman’s plea to principals, superintendents and the leaders of 

schools to “please celebrate time spent slowly doing this hard and deliberate work.” We 

resonate with the call to “focus on fewer things done well” in mathematics, with an 

emphasis on "coherence and depth." For all of these reasons, we are committed to ongoing 

work to support future teachers and leaders to bring the Common Core to life (Coleman, 

2011).  

Through our work with the Teacher Performance Assessment Consortium (TPAC), (Wei & 

Pecheone, in press) this year faculty members cross-referenced and aligned our goals with 

INTASC standards through a series of inter-college workshops: 

http://aacte.org/index.php?/programs/Teacher-Performance-Assessment-Consortium-

TPAC/teacher-performance-assessment- consortium.html. This work dovetailed well with 

our ongoing SFW/A rubrics that are used in all our SFW/A courses as well as our selected 

course embedded rubrics that provide aggregated data on our candidates’ ongoing work. 

(See Tables IA-D and IIA-D)  
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Table IA. Embedded Course Rubrics to Assess Candidates’ Knowledge, Skills, 
Dispositions in Early Childhood Programs 

Bank Street College Program BSC 
Program 
Code 

Bank Street Course Number  
(*See course titles below) 

EDUC 
808 

EDUC 
540 

EDUC 
514  

EDUC 
895 

Early Childhood General Education EEG X X   

Dual Language/ Bilingual Early Childhood 
General Education 

EBEG X X   

**Early Childhood/ Childhood  General 
Education Dual Certification 

ECX X X 
 

  

Early Childhood Special & General Education 
Dual Certification 

EES  X X X 

Early Childhood Special & General Education 
Dual  Cert./Dual Degree with Columbia School of 
Social Work 

EESW  X X X 

Dual Language/ Bilingual Early Childhood 
General & Special Education Dual Certification 

EBES  X X X 

Infants & Family Development & Early 
Intervention/Early Childhood Special & General 
Education Dual Certification 

EIS  X X 
 

 

Early Childhood Special Education EEP  X X X 

Dual Language/ Bilingual Early Childhood Special 
Education 

EBEP  X X X 

Early Childhood Special  Education/Dual Degree 
with Columbia School of Social Work 

EEPW  X X X 

Infants & Family Development & Early 
Intervention/ Early Childhood Special Education 

EIP  X X  

*EDUC 808: Study of Children in Diverse & Inclusive Settings Through Observation &Recording 
EDUC 540: Mathematics for Teachers in Diverse & Inclusive Settings(Grades N-6) 
EDUC 514: Curriculum in Early Childhood Education: Developing Learning Environments & 
Experiences for Children of Diverse Backgrounds and Abilities 
EDUC 895: Early Childhood Practicum II: Collaboration with Children & Families about the Cycle of 
Assessment Curriculum Planning & Instruction  
 
** This program also prepares students for certification in Childhood General Education 
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Table IB. Embedded Course Rubrics to Assess Candidates’ Knowledge, Skills, Dispositions 
in Childhood Programs 

Bank Street College Program BSC Program 
Code 

Bank Street Course Number  
(*See course titles below) 

EDUC 808 EDUC 540 EDUC 513  EDUC 860 

Childhood General Education ECG X X   

Dual Language/ Bilingual 
Childhood General Education 

EBCG X X   

Childhood Special & General 
Education Dual Certification 

ECS  X X X 

Childhood Special & General 
Education Dual  Cert./Dual 
Degree with Columbia School of 
Social Work 

ECSW  X X X 

Dual Language/ Bilingual 
Childhood General & Special 
Education Dual Certification 

EBCS  X X X 

Childhood Special Education ECP  X X X 

Dual Language/ Bilingual 
Childhood Special Education 

EBCP  X X X 

Childhood Special  
Education/Dual Degree with 
Columbia School of Social Work 

ECPW  X X X 

Museum Education: Childhood 
General Education 

EMUC X X   

*EDUC 808   Study of Children in Diverse & Inclusive Settings Through Observation 
&Recording 
EDUC 540    Mathematics for Teachers in Diverse & Inclusive Settings(Grades N-6) 
EDUC 513  Social Studies as the Core of the Integrated Curriculum for Children with Special 
Needs (Grades 1-6) 
EDUC 860 Reading & Writing Problems for Children & Youth With Special Needs 
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Table IC. Embedded Course Rubrics to Assess Candidates’ Knowledge, Skills, Dispositions 
in Literacy Programs 

Bank Street College Program BSC 
Program 
Code 

Bank Street Course Number  
(*See course titles below) 

EDU
C 808 

EDUC 
540 

EDUC 
536  

EDUC 
860 

Teaching Literacy & Childhood General 
Teacher Education 

ELC X X X X 

Teaching Literacy (birth through grade 
6):Focus on Classroom Teaching 

ELT   X X 

Teaching Literacy (birth through grade 6): 
Focus on Clinical Teaching 

ELP   X X 

Advanced Literacy Specialization ELA   X X 

*EDUC 808: Study of Children in Diverse & Inclusive Settings Through Observation &Recording 
EDUC 540: Mathematics for Teachers in Diverse & Inclusive Settings (Grades N-6) 
EDUC 536: Foundations: The Influence of Culture & Politics on Literacy Theory & Practice 
EDUC 860: Reading & Writing Problems for Children & Youth With Special Needs 
 
Table ID. Embedded Course Rubrics to Assess Candidates’ Knowledge, Skills, Dispositions 
in Leadership Programs 

Bank Street College Program BSC 
Program 
Code 

Bank Street Course 
Number  

(*See course titles below) 

LEAD 510 LEAD 615 

Early Childhood Leadership LEC X X 

Future School Leaders Academy LSD X X 

Leadership for Educational Change LS X X 

Leadership for Educational Change Advanced LSA X X 

Leadership in Technology & the Arts: Creative Arts  LACW X X 

Leadership in Technology & the Arts: Visual Arts LA X X 

Leadership in Mathematics Education LMA X X 

Principals Institute LSP X X 

Principals Institute Advanced LSPA X X 

School District Leaders SDL X X 

*LEAD 510: Leadership in Curriculum & Instruction 
LEAD 615: Processes of Supervision & Professional Development 
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Table IIA. Early Childhood Programs Supervised Fieldwork/Student Teaching/Advisement 
(SFW) 
Course Numbers 

Bank Street College Program BSC 
Program 
Code 

SFW 
Course/ 
Rubric No. 

Early Childhood General Education EEG EDUC 946 

Dual Language/ Bilingual Early Childhood General Education EBEG EDUC 960 

**Early Childhood/ Childhood General Education Dual Certification ECX EDUC 958 

Early Childhood Special & General Education Dual Certification EES EDUC 963 

Early Childhood Special & General Education Dual  Cert./Dual 
Degree with Columbia School of Social Work 

EESW EDUC 963 

Dual Language/ Bilingual Early Childhood General & Special 
Education Dual Certification 

EBES EDUC 966 

Infants & Family Development & Early Intervention/Early 
Childhood Special & General Education Dual Certification 

EIS EDUC 954 

Early Childhood Special Education EEP EDUC 970* 

Dual Language/ Bilingual Early Childhood Special Education EBEP EDUC 973* 

Early Childhood Special  Education/Dual Degree with Columbia 
School of Social Work 

EEPW EDUC 970* 

Infants & Family Development & Early Intervention/ Early 
Childhood Special Education 

EIP EDUC 953* 

*The asterisk denotes that SFW is a one-semester 6 credit requirement for this program. 
 
Table IIB. Childhood Programs Supervised Fieldwork/Student Teaching/Advisement 
(SFW) 
Course Numbers 

Bank Street College Program BSC 
Program 
Code 

SFW 
Course/ 
Rubric No. 

Childhood General Education ECG EDUC 956 
 

Dual Language/ Bilingual Childhood General Education EBCG EDUC 961 
 

Childhood Special & General Education Dual Certification ECS EDUC 964 
 

Childhood Special & General Education Dual  Cert./Dual Degree 
with Columbia School of Social Work 

ECSW EDUC 964 

Dual Language/ Bilingual Childhood General & Special Education 
Dual Certification 

EBCS EDUC 967 

Childhood Special Education ECP EDUC 971* 
 

Dual Language/ Bilingual Childhood Special Education EBCP EDUC 974* 
 

Childhood Special  Education/Dual Degree with Columbia School of 
Social Work 

ECPW EDUC 971* 

Museum Education: Childhood General Education EMUC EDUC 980 
 

*The asterisk denotes that SFW is a one-semester 6 credit requirement for this program. 
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Table IIC. Literacy Programs Supervised Fieldwork/Student Teaching/Advisement (SFW) 
Courses 

Bank Street College Program BSC 
Program 
Code 

SFW 
Course/ 
Rubric No. 

Teaching Literacy & Childhood General Teacher Education ELC EDUC 942  
 

Teaching Literacy (birth through grade 6):Focus on Classroom 
Teaching 

ELT EDUC 941 

Teaching Literacy (birth through grade 6): Focus on Clinical Teaching ELP EDUC 941 

Advanced Literacy Specialization ELA EDUC 941 
 

 
Table IID. Literacy Programs Supervised Fieldwork/Student Teaching/Advisement (SFW) 
Course Numbers 

Bank Street College Program BSC Program 
Code 

SFW Course/ 
Rubric No. 

Early Childhood Leadership LEC LEAD 903 

Future School Leaders Academy LSD LEAD 906 

Leadership for Educational Change LS LEAD 900 

Leadership for Educational Change Advanced LSA LEAD 900 

Leadership in Technology & the Arts: Creative Arts  LACW LEAD 910 

Leadership in Technology & the Arts: Visual Arts LA LEAD 910 

Leadership in Mathematics Education LMA LEAD 940 

Principals Institute LSP LEAD 912 

Principals Institute Advanced LSPA LEAD 912 

School District Leaders SDL LEAD 908 
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4.3 Philosophy, Purposes And Goals 
At Bank Street, education is a moral undertaking. In essence, this means that we are not tied 

only to what we want for children intellectually, or what is dictated by financial or political 

concerns, but first and foremost, we help children develop holistically in ways that help 

children develop the “good” in them, their families and their communities, with critical 

awareness of multiple perspectives and value sets. 

Philosophy 

Developmental-interaction originated in the early years of the twentieth century at the time 

of the progressive movement, which held that education provides an opportunity to 

participate in and create a more equitable democratic society. Developmental-interaction is 

based on a family of theories that were derived from theorists from the 20th century, who, 

in addition to Dewey, included Erik Erikson (1950), Kurt Lewin (1951) and Jean Piaget 

(1953). As contextual thinking evolved in the latter part of the century, developmental-

interaction grew to embrace a social-historical viewpoint as well (Vygotsky, 1978), and has 

been continually re-evaluated and applied to current issues, as new ideas and research 

become available (Nager & Shapiro, 2007). Developmental-interaction informs the 

teaching/learning process, but it does not provide a prescription for how to teach. It is, 

instead, an ever-changing set of ideas, values, and beliefs about the learner, learning, and 

teaching, as well as leading. (Nager & Shapiro, 2000). 

The name highlights its pivotal concepts. “Developmental” implies changing patterns of 

growth. As children develop, they come to new and deeper understandings, and respond in 

more complex ways to their environments. “Interaction” refers to the ways thought and 

emotion are deeply connected in teaching and learning processes. This idea was 

promulgated long before neuroscience revealed that emotions develop first and drive 

cognition (Immodino-Yang & Damasio, 2007). 

At the same time, “interaction” speaks to the child’s engagement with the world of people, 

materials, and ideas. Engagement is more than “learning by doing;” it includes the reflective 

follow- up that allows learners to process the experience. The developmental-interaction 

framework helps us understand the child as a maker of meaning, someone who is curious 

about the world in which he or she lives and someone who actively engages with the 

physical and social world to make sense of it. 

Our philosophy for children evokes parallel principles for working with adults (Kegan, 

1982; Mezirow, 1991); principles we also use in schools. Adult learners require choice, 

variety of learning modes and opportunities for group work. Teachers of children, teacher 

educators and leader candidates go beyond a mechanistic style of education, where 

knowledge is deposited in the minds of children or adults (Friere, 1970). We encourage 

thoughtful reflection by students and educators alike toward the integration and 

construction of knowledge while stimulating active participation in democratic processes 

through curricular choices. Our approach is more than just a learning framework. As 
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Barbara Biber noted, (1975) our approach sees the realization of the individual and the 

improvement of society as contiguous goals. “Fundamental to developmental-interaction is 

the conviction that education must be a vehicle for social justice, a route to a more equitable 

and participatory democracy” (Nager & Shapiro, 2006). 

Finally, developing and maintaining a sense of community within school is essential to 

experiencing the worth and meaning of a democratic society. Collaboration, caring, fairness, 

respect, responsibility, and a shared common purpose create the atmosphere in which both 

children and adults have opportunities to grow and develop as social individuals committed 

to the realization of a just society. Our purposes are described next. 

Purposes 

We prepare educators to respond to current realities and, to the best of our abilities, to 

anticipate those of the future in order to prepare children to engage productively with their 

world now and into their future. We prepare teachers and leaders to educate children to the 

ways of the world in which they currently live and to the larger society to which they will 

eventually contribute. We want children to have the tools to live fulfilling lives and to be 

able to care for themselves and others. Education necessarily looks to the future, but does 

children a disservice if it does not attend to who they are in the present. In addition, 

everyone who enters a school also comes with a “yesterday–– that is, the events and 

relationships we have experienced, the stories we have been told, the attitudes and 

preferences we have developed and acquired,” all of which have a socio- historical context 

(Cuffaro, 2008, personal communication). 

We want to know––for ourselves and for the children our graduates will educate––what is 

worth knowing. Change for the sake of change is not helpful, but staying open and flexible 

regarding new ideas is crucial. And ultimately, through experiences that excite and propel 

young minds to think creatively, both independently and in concert with others, we hope 

that education takes youth beyond a mirror of what is, to what can be. 

What do the conditions of the present tell us that children need in order to become 

innovators in a globalized and technological world of the future? John Dewey was prescient 

when he highlighted the distinctions among knowledge, understanding and information. He 

could not foresee the extent to which Americans have become not just commuters on the 

information highway, but participants in a knowledge economy. Dewey did, however, link 

the ways in which understanding and action must connect to further democratic principles 

(Cuffaro, 1995). 
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Six Curricular Goals 

Our goals remind us what we want our candidates to be able to do with students and 
families, and in schools and communities. They are our institutional goals and standards. 
1. Integrate Human Development and Subject Content to Enhance Student Engagement 

and Learning 
2. Be Able to Mediate the World for Children 
3. Meet Educational Needs and Support all Learners 
4. Collaborate with Colleagues, Families, Schools and Communities 
5. Execute Action Research for Innovation (including technology) 
6. Base work in principles of Social Justice 

 

Goal # 1. Integrate Human Development and Subject Content to Enhance Student Engagement 

and Learning  

We want teacher candidates to closely observe children’s learning and social behaviors (and 

leadership candidates who can observe teachers and students) with a solid developmental 

frame for how children learn in the content areas. Our primary goal here is for our 

candidates to use theory to inform practice and practice to inform theory. Advisors and 

instructors help candidates practice their thinking about how to work with individual and 

groups of children (and teachers) at particular age and stage levels. During SFW/A, time and 

attention is provided to not just grasp the knowledge, but discuss contradictions and 

barriers to moving students and teachers forward through use of theory and data—that of 

others and their own. We ask candidates to hold up their theory and data- driven course 

learning to the light to evaluate it against everyday practice in order to reach higher levels 

of integration. This sharp focus helps candidates work at deep levels, letting them return to 

the classroom and school setting with improved strategies. Meaningful content and 

authentic interactions lead to higher levels of student and teacher engagement and learning. 
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Toward this end, faculty members cite mindfulness as a core disposition for educators— 

increased cognitive flexibility and focused attention with a sense of ease, (Langer, 2009). 

Consider this kindergarten teacher who speaks about her on-going work with a Bank Street 

mentor. By paying attention to how her mentor interacted with her, the candidate was able 

to change ingrained patterns in her work. “I still confront the same behavior problems, but it 

doesn’t affect me in the same way. I don’t need to tell them what to do, now I talk to them. 

When you and I talk, you listen to everything I say. I said to myself, ‘I have to listen to the 

children.’” (p.87) (Balaban, 2003). Mindfulness, a habit of mind that can be taught, requires 

learning to listen to one’s mind to find insights about managing one’s mind—something that 

is useful to learners of any age, and is a quality that we believe is enhanced through 

Conference Group. 

At Bank Street the arts also serve as a catalyst for integration in and across subjects and as a 

lens for both candidates and students to gain insights. Teacher candidates are asked to 

apply the arts to better understand the nature of human communities across place and time 

and to help with curricular decisions and design. In instruction, having the arts to draw 

upon helps candidates elaborate their teaching repertoire and develop their professional 

identity. The arts help candidates to see into a child’s mind and spirit, but also as a vehicle 

to seek “possibilities”– other ways of seeing and knowing (Greene, 2001). We view the arts 

and aesthetic education as subject matter with its own set of standards. At Bank Street, 

initial certification teacher preparation programs require at least one course in either 

music, movement or the visual arts, which are in keeping with the New York State Arts 

Standards: http://www.p12.nysed.gov/ciai/arts/artstand/home.html 

Goal # 2. Mediate the World for Children  

We want our candidates to be able to mediate the world for children so that eventually 

children can mediate it for themselves. One of the principal methods is through using social 

studies as the pivot around which the classroom turns. Through social studies, teachers 

create opportunities for children to explore the web of relationships that underlies daily 

life. Adults often assume that some of these relationships may be murky to children, but not 

to themselves as adults. But when children and teachers work together for an in-depth look 

at the world, few children or adults walk away untouched by rich learning. Clearly, this will 

look different for children in Kindergarten from those in eighth grade (Brimberg, 2009). For 

toddlers, it might mean taking a walk to buy the snack that they will eat, while getting to 

know the neighborhood grocer. For 5th graders it might mean learning math as part of a 

core social studies curriculum on how trebuchets worked in the Middle Ages. 

For leaders, it is learning to mediate the larger social, economic and political context on 

behalf of their schools and students, to create opportunities and anticipate challenges. To 

further advance our work, leadership faculty are developing and piloting a new advocacy 

leadership module as part of a multi-university FIPSE grant. Our module is designed to 

enable leadership candidates to identify critical issues and priorities, develop coalitions, 

articulate persuasive arguments, and act on behalf of or advocate for children, families, 

schools and communities, particularly for marginalized groups. Our approach is to 
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encourage aspiring leaders to become actors and collaborators in policy and advocacy for 

rich and meaningful education for all children (Anderson, 2010; Theoharis, 2009). 

Developmental-interaction evolved before neuroscience began to shape educators’ thinking, 

but is consistent with recent brain research. The dynamic picture of the brain-body that 

emerges from neuroscientific studies is that human beings are highly dependent on the 

environments in which we play, work and learn. Meaning is made out of the stimulation in 

these environments and, therefore, a key part of being a teacher is organizing the objects 

and activities that provide engagement as well as helping students make sense of what they 

are seeing, doing and feeling. We know that a good learning environment should have 

moderate to high expectations, consistent and detailed feedback, purposes that connect to 

learner values, and attention to learning as process more than product (Csikszentmihalyi, 

1977; Langer, 2009). When educators design and differentiate effective instructional 

strategies that are age/grade related and meaningful for the content areas, children are 

more likely to absorb content to understand the world with increasingly complexity. 

Goal # 3. Meet Educational Needs and Support All Learners  

Children grow and develop in a host of familial and cultural contexts. Yet education, to be a 

truly democratic endeavor, has to be accessible to all children regardless of individual 

characteristics such as socioeconomic background, ethnic and linguistic background and 

learning abilities or disabilities (Spencer & Romero, 2008). At Bank Street we use valid and 

reliable evidence-based approaches and developmental-interaction theory to provide an 

engaging and rigorous learning environment that allows candidates to continually examine 

and re-examine their practices with all children. Our approach gives candidates the 

strategies to provide both cognitive scaffolding and social-emotional support across a range 

of students. For example, we know from research that links exist among student beliefs 

about their academic competence, self-regulated learning and achievement (Luo et al., 

2009). We help candidates learn to enact an integrated curriculum with challenging 

activities promoting rich conversations and communication through other media. These 

strategies allow learners to internalize and integrate new facts and concepts (Branford, 

Brown and Cocking, 2000). 

Goal # 4. Collaborate with Colleagues, Families and Communities 
The ability to collaborate requires both trust (John-Steiner, 2000) and according to faculty 

member Frank Pignatelli (2011), a certain measure of vulnerability as well. 

“Collaboration, then, as a way to be morally accountable, requires a deep 

understanding of vulnerability: the generosity, humility, and patience needed to 

work through conflicts, misunderstandings and miscommunications; the resolve to 

work through the tangle of ways of speaking that further embed us in conditions we 

strive to undo and get beyond; a tolerance for ambiguity and acceptance of 

uncertainty, even as we act.” (p. 17). 

Thus it is through collaboration that we often find our best selves and our best work. The 

experience of a community of learners (Wenger, 1998) supports the development of 
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individual students, highlights the need for the richness of multiple voices, and models an 

approach that they will use with their own students. 

Candidates have multiple opportunities to learn to collaborate, and are evaluated on this 

growing capacity in SFW/A where collaboration with their peers, cooperating 

teacher/principal, district leader and advisor is foundational. They experience ways of 

collaborating with schools (grade meetings, parent conferences, and learn about ways to 

collaborate in family and leadership courses, Site-Based and Portfolio Integrated Masters 

Project (IMP). (See p.44) Though a collaborative advisement initiative this past academic 

year, candidates had an opportunity to mix Conference Groups to collaborate on teaching 

strategies. This is leading the faculty to plan more collaborate placements with our special 

education and general teacher education candidates. 

Goal # 5. Implement Action Research for Innovation  

Clearly action research is tied to advocacy. Both the process of conducting action research 

and the findings that ensue enable graduate students to develop a nuanced understanding 

of classroom practices, the policies that undergird these practices, and the competing 

philosophies and needs that shape both policy and practice (Rust, 2009). For example, 

whether it is doing a parent survey of how much toddlers sleep at night to gather fresh data 

and simultaneously re-enforce the importance of children’s sleep to parents, or doing a 

research project on the impact of homogeneous versus heterogeneous grouping patterns 

for refining and improving differentiated instructional strategies, our candidates are 

utilizing their experiences in the field to create learning for change. 

Most of our candidates implement action research either as a part of a course, or as their 

IMP. The most common vehicle for this kind of project is through one of the Foundations 

courses, in both our Teacher Preparation departments and in the Leadership department. 

Hearing sharply contrasting points of view, or completely new thoughts and ideas, shifts 

candidates’ perspectives, which they then integrate with library research and plans for 

implementation. 

Goal # 6. Advocate for Children, Families, Schools and Communities  

For Graduate faculty and our candidates, advocacy rooted in research is tied to everything 

else we believe and do. Candidates study child development, subject content and pedagogy 

with the aim of advocating for individuals, families, institutions, and within the community 

of professional educators and educational dialogue. To take action in tandem with one’s 

beliefs is both political and social and requires knowledge, skills and dispositions that, in 

turn, require nurturance and support as candidates form their professional identity. 

Advocacy is also connected to everything we do because to take action, alone and with 

others, requires a developed sense of self and other—and having a sense of agency in the 

world. 

The moral and ethical aspects of our work rise to the fore as we think of ourselves (and help 

our candidates) think less about being held accountable and think more about being 

accountable (Pignatelli, 2011). For example, in courses and SFW/A, faculty members help 

candidates to look beyond the false dichotomy of play versus learning (Gropper, 2011) to 
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find ways to engage children authentically, while still speaking to New York State 

standards.* Finally, a statistic we find compelling is that in the past year (2010-2011 

academic year) one quarter of the Independent Studies (65 out of 250) were advocacy-

related. *http://www.p12.nysed.gov/ciai/standards.html 

4.4 Knowledge Bases: Guiding Principles 
We integrate our Guiding Principles into this section because our view of what is important 

for our candidates (knowledge, skills and dispositions) grow from, and are influenced by, 

belief systems that directly connect to our institutional goals. Each of these principles 

undergirds our approach and the entire graduate curriculum and is aligned with one or 

more of the six institutional goals described in the previous section. (See Table III.) Insert 

Table III  

Faculty work on making these concepts as explicit as possible, but it is also a goal toward 

which we find we must continually strive. As faculty, we are concerned with helping young 

adults and others in early and middle adulthood continually “experience, internalize and 

construct” (Nager & Shapiro, 2006, p.30) and re-construct themselves as a maker of 

meaning in the world. The sense of fulfillment that comes, not just from accumulating 

knowledge, but internalizing how to continue to have such learning discoveries, becomes a 

form of self-trust that one can use to help children have similar learning experiences. 

Using a relationship-based view of leading, teaching and learning means that the teacher is 

not the only authority in the room, nor the principal the only authority in the school. 

Children and other adults bring knowledge and points of view that are investigated with the 

teacher’s guidance in the classroom, and the principal’s guidance in the school. The word 

“relationship” is also deeply connected to Lucy Sprague Mitchell’s early work in geography 

(1934/1991). When she began her work, to study geography was about learning the “facts” 

of the world. Mitchell devised developmentally meaningful laboratory and real-world 

investigations for children that would help them discover the relationships between 

materials, space and ideas and give the facts meaning. As already noted, the arts are integral 

as a basic lens and disposition for self-knowledge/reflection and for promoting student 

learning.  
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Table III. Guiding Principles Aligned With Institutional Goals 

Guiding Principles Institutional Goals  

1. 1. Human Development &  
2. Subject Content Grounded in 

Developmental-Interaction 
 

 1. Integrate Human Development and 

Subject Content to Enhance Student 

Engagement and Learning. 

2. Mediate the World for Children 

2. Curriculum & Instruction 1. 1. Integrate Human Development and Subject 
Content to Enhance Student Engagement and 
Learning 

2. 2. Mediate the World for Children 
3. 3. Meet Educational Needs and Support All 

Learners 

3. Equity and Diversity 1.  2. Mediate the World for Children 
2.  3.  Meet Educational Needs and Support All 

Learners 
3.  4.Collaborate with Colleagues, Families, and 

Communities 

4. Families & Communities  3. Meet Educational Needs and Support All 

Learners 

 4. Collaborate with Colleagues, Families, and 

Communities 

 6. Advocate for Children, Families, Schools 

and Community 

5. Continuous Improvement/Reflective 

Practice 

 5. Impement Action Research for Innovation 

 6.Advocate for Children, Families, Schools 

and Community 

6. Continuous Improvement/Reflective 

Practice 

 4.  Collaborate with Colleagues, Families, and 

Schools  

 5. Implement Action Research for 

Innovation 

 5. Advocate for Children, Families, Schools 

and Community 
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Guiding Principle # 1. Human Development and Subject Content Grounded in 

Developmental-Interaction (Aligned with Institutional Goals 1, 2) 

A recent National Institutes of Child Health and Human Development (NICHD) Task Force 

(Snyder & Lit, 2010) commissioned by NCATE and strategic partners investigated the state 

of the quality of child development courses in teacher education, with an emphasis on the 

promotion of “integration of child and adolescent development deeply and concretely into 

the preparation of America’s teachers.” At Bank Street, we believe that a strong foundation 

in development and observation grounds educators’ thinking about children’s strengths and 

interests, and thereby facilitates a teacher capable of creating meaningful curriculum that 

speaks directly to children’s needs and engages them in meaningful learning (and similarly, 

for leaders interactions with teachers). 

Candidates in our teacher preparation programs have four or five development courses as a 

part of their program with child development at their core. (See Table IV.) In Leadership 

Programs, Early Childhood Development Leadership cohorts take Child Development as 

well as Adult Development, which is a requirement of all candidates in the Leadership 

Department. (See p. 24-25) 

While theories from the developmental sciences inform and extend progressive education's 

core concerns, in the social sciences there is discomfort, if not criticism, about promoting 

social values. That, in part, is why Bank Street educators prefer the term Child Development, 

or Childhood Studies, which reflect a more interdisciplinary approach than Developmental 

Psychology alone. Our students read and do library research in child and adult 

development, but use other disciplines such as: sociology, history, sociology, literature, the 

arts, anthropology as well as our heavy emphasis on observation, and their own 

observational data in collaboration with theory, research and practice. For our leadership 

candidates, we incorporate observation and recording of teaching into our supervision 

course, grounded in an understanding of adult development. Observation and recording are 

also incorporated into our research course, and, in some leadership programs, this is 

extended to collaborative action research between our candidates and their setting’s 

colleagues (Coghlan & Brannick, 2005). 

Increased neuroscientific understandings give educators a knowledge base for their 

behavioral observations. Still, over a century of psychological experimentation on and with 

children has had the effect of distancing children from adults, and we are wary of facilitating 

the objectification of children (Silin, 1995; Tudge, 2010). Candidates are also encouraged to 

use reflections on their own childhoods to understand the wide range of potential childhood 

experiences, while warning them of the slippery slope as neither research, theory, nor one’s 

own experiences can approximate a child’s true reality (Stott & Bowman, 1996; Tudge, 

2010). 

Finally, in keeping with developmental-interaction our candidates learn to observe and 

record children's behavior in order to increase their understanding of all children—

children whose development is typical and children with special needs—and how they 

function in school and/or family settings. Over time, students are able to observe and 
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record children’s behavior in increasing detail and with “…diminishing subjectivity.” (Cohen 

et al., 2008). Observation and recording skills, is taught within the context of an 

observation, instruction and assessment/reflection/planning cycle that has been 

demonstrated to be associated with successful student outcomes (Raudenbush, 2009). 

Guiding Principle # 2. Curriculum and Instruction (Aligned with Institutional 

Goals 1,2,3) 

We seek demonstrable growth in children’s learning and understanding. Toward this end, 

we are committed to applying and advancing the tenets and methods of progressive 

education. When teachers act as “curriculum makers,” they construct and reconstruct 

curriculum to match students’ interests and learning needs rather than serve as “conduits” 

of information, which is passed from the teacher to the student (Clandinin & Connelly, 

1994). 

Thus, we aim for our candidates and graduates to be committed to conceptualizing teaching 

as evolving construction among content, pedagogy, and learner enactment. The agency of 

teachers (and of leaders in supporting teachers) in curriculum making rests in their 

capacity to enter into authentic relationships with their students, the content, and the 

processes of learning. Teachers’ curriculum decisions are the outcome of complex processes 

in which they must balance competing demands while they consider their knowledge of a 

topic, the resources needed, the time demands, and the range of students’ strengths, 

interests and needs. Teachers also need to actively adapt to special demands of the 

classroom influenced by multiple cultures. Teachers’ capacity to develop curriculum is 

sustained by regular time and support for deliberation and reflection about the purpose and 

meaning of educational experiences and their instructional decisions about how to teach 

(McCutcheon, 1997; Zumwalt, 1982). Our leader candidates learn to create time, space and 

conditions for teacher collaboration and shared work. 

Table IV. Teacher Preparation 
Development Courses Curriculum Foundations Courses 
EDUC 500 Child Development EDUC 535 Science for 

Teachers (Grades N-6) 
or EDUC 551 
Integrative Learning for 
Children in the Natural 
Environment 

EDUC 530 Foundations Modern 
Education or EDUC 531 
Principles/ Problems in Early 
Childhood & Elementary 
Education or EDUC 536 
Foundations: The Influence of 
Culture and Politics on Literacy 
Theory and Practice 

EDUC 505 Language Acquisition 
and Learning in a Linguistically 
Diverse Society 

EDUC 540 Mathematics 
for Teachers in Diverse 
& Inclusive Educational 
Settings (N-6) 
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EDUC 803 Developmental 
Variations 

EDUC 563 The 
Teaching of Reading, 
Writing and Language 
Arts or EDUC 568 
Teaching Literacy in 
Elementary Grades (2-6) 

 

EDUC 808 The Study of Children 
in Diverse & Inclusive Educational 
Settings through Observation and 
Recording 

EDUC 564 Language, 
Literature /Emergent 
Literacy (A Focus on 
Grades N-3) or EDUC 
565 Children's Literature 
in a Balanced Reading 
Program (Focus 3-8) 

 

EDUC 863 Collaboration & 
Differentiation in the Instruction of 
Students with Learning Problems or 
EDUC 873 Summer Practicum in 
Teaching of Monolingual and 
Bilingual Children and Youth with 
Learning Disabilities and Reading 
Problems 

 

 
 

Music and Movement  
(EDUC 591) 
or Art (EDUC 590) 

 

EDUC 894 Early Childhood 
Practicum I: Observing a Child 
Through Family/Cultural Contexts 

 
Social Studies Course 
offerings (EDUC510, 
511, 513, 514, 517 
 
 
 
 

 

EDUC 895 Early Childhood 
Practicum II: Collaboration with 
Families and Colleagues re: Cycle of 
Assessment, Planning, & Instruction 

 

 

 

Leadership Preparation 
LEAD 503 or 534 Adult Dev. LEAD 510 Leadership in 

Curriculum &Instruction 
LEAD 615 Processes of 
Supervision and Prof 
Development (Math 
Lead has Math PD) 

LEAD 660 Research for 
Educational Change 

 

While educating teachers and leaders, we begin by providing a foundation in human 

development, curricular content, and pedagogy by creating purposeful and integrated field 

experiences, which situate teaching observations in a theoretical context. Observing lessons 

in action, and then enacting lessons while being coached by the cooperating teacher or 

reflecting with school leaders on how to support a teacher to improve instruction provides 

an apprenticeship of guided practice. In addition, teachers’ pre-service experiences in 

course work and fieldwork provide them with opportunities to engage in critical 

examination of their beliefs about teaching as they observe their cooperating teachers and 

engage in developing multiple perspectives and common languages for talking about 
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teaching and learning. The same is true for leader candidates who must similarly examine 

their beliefs about teaching and teacher development as they observe teachers with their 

internship supervisors. Fieman-Nemser (2000) suggest that if novices learn to talk about 

practices in specific terms, they learn to ask for clarification, share uncertainties, and 

request help while developing skills and dispositions that are critical in ongoing 

development of teaching. We work with our leader candidates’ internship supervisors on 

using a blended coaching model that fosters reflection and inquiry about practice, while 

gaining skill and independence (Bloom, et al, 2005). 

Guiding Principle # 3. Equity and Diversity (Aligned with Institutional Goals 

2,3,4) 

Issues of equity are communicated to candidates in our courses, in fieldwork and advising, 

and in their growing understanding of the theory and practice roots of developmental-

interaction to which equity issues are deeply linked. Lucy Sprague-Mitchell wrote that 

“what a teacher offers to children is connected to how he experiences, understands, and acts 

on pressing social issues of the time” (Nager & Shapiro, 2006; Mitchell, 2000/1935). We 

apply this understanding to our development of leaders as well, in how they work with both 

children and teachers. It is important that basic and deep issues of equity and human rights 

undergird approaches to diversity, or educators can too easily become taken with “multi-

cultural potlucks” versus a curricula infused with anti-bias principles (Banks, 1994). Legal 

aspects of Brown vs. Board of Education, IDEA, Title IX and Lau vs. Nicols are basic texts 

from which candidates make applications to current issues in language, gender, inclusion 

and race and class issues in education (Martin, 2005). For our aspiring leaders, we directly 

address these issues in courses in law and advocacy and in their application to special 

education leadership and school change, as well as fieldwork applications, as well as in our 

ethics course in which candidates grapple with the underlying philosophical and ethical 

principles. 

Language Diversity and Equity 

The philosophy of Bank Street College regarding Dual Language Learners is that having a 

language other than English at home is not a problem to be solved, but a talent to be 

developed and encouraged. In terms of the education of English Learners, Bank Street 

prepares its bilingual teachers to teach in a wide range of settings, with an emphasis on 

Dual Language Immersion settings. The research on the education of bilingual children has 

demonstrated that in order for children to become truly bilingual, the language immersion 

in two languages has to occur early and consistently throughout the years of schooling 

(Thomas & Collier, 2002). We also believe that to stunt the development of the home 

language of immigrant children is counterproductive, if we want to educate citizens who 

can feel comfortable in at least two languages in order to be competitive in our global 

economy (Baker, 2006).  

Universal and Differentiated Instruction 

After 30 years of advocacy, educational systems are creating inclusive classrooms in which 

typically developing children and children with disabilities work hand in hand (George, 
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2005), but it only works when teachers adapt curriculum to fit the strengths, interests and 

learning needs of every child, and when leaders support and sustain differentiated 

instruction as a “bridge to knowledge” (Bender, 2007, p. xiii). Teachers require a tested 

repertoire of researched-based strategies that allow them to differentiate instruction in 

such a way that every child will have an entry point into the material being taught as well as 

access to the ideas to help them achieve their highest academic potential. For our aspiring 

leaders, we weave creating inclusive classrooms into our leadership of curriculum and 

instruction course as well as a freestanding course on special education leadership. Our aim 

is to develop their capacity to create inclusive schools and to support teachers in developing 

and improving instructional differentiation. Instructional differentiation demands the 

ability to deconstruct a concept or procedure—it is a creative tool that has to be based on 

the teacher’s deep understanding of the body of knowledge being shared with children, as 

well as each individual child. 

Guiding Principle # 4. Families and Communities (Aligned with Institutional 

Goals 3,4,6)  

Since the early 1950’s, Bank Street has offered courses in family engagement. Today, more 

than 20 course descriptions mention work with families and four, across different 

programs, are devoted exclusively to this critical topic. Thus, candidates take classes related 

to family engagement as well as participate in coursework into which family engagement is 

woven. In spring of 2011, The Harvard 

Family Research Project highlighted Bank Street’s preparation of teachers in family 

engagement as exemplary (Caspe, Lopez, Chu and Weiss, 2011). To learn more about our 

approach go to http://www.hfrp.org/publications-resources/publications-series/pta-and-

harvard-family-research- project-issue-briefs-family-engagement-policy-and-

practice/teaching-the-teachers-preparing- educators-to-engage-families-for-student-

achievement. Our Teacher Preparation programs use all the examples of family engagement 

activities they recommend. In our leadership department and using state funding, we 

piloted a new course—as a leadership institute for interns and school leaders—on 

leadership for family and community engagement for improved student learning. 

Guiding Principle # 5. Continuous Improvement/Reflective Practice (Aligned 

with Institutional Goals 5,6) 

Inquiry is grounded in the students’ questions that arise from their own experiences in the 

field, in their interactions with ideas found in texts and encountered in materials. Both 

inquiry and reflection are most fertile when the individual work is intertwined with 

opportunities for collaboration. Constructivist engagement results in a depth of 

understanding as it develops the learner’s capacity to make meaning. 

Developing a disposition of thoughtfulness is a central theme at Bank Street. In our Teacher 

Preparation programs, SFW/A involves a combination of generating curricula, talking about 

students, and understanding school and community issues with the support of the 

cooperating teacher, which has been linked to thoughtfulness in teaching (Newman, 1990). 
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Newman proposes that thoughtfulness is generated through classroom studies, which 

involve sustained examinations of topics and where students were given time to prepare 

and think as they engaged in challenging questioning. Teachers need to experience 

thoughtfulness in their pre-service education, so they can promote thoughtfulness in their 

students. 

In Leadership preparation programs, SFW/A are designed to widen candidates’ 

perspectives, from a focus on classroom practice and improvement to a focus on school-

wide practice and improvement, and even district level practice for school improvement. 

We incorporate principles of reflective practice (Osterman & Kottkamp, 2006) and the use 

of protocols (McDonald et al, 2005) to model replicable methods for collective 

understanding, problem solving and reflection. Our aim is for candidates to apply the 

collaborative inquiry and supportive conditions of conference groups to their work with 

teachers and other school leaders, to support student learning. 

Guiding Principle # 6. Base Work in Principles of Social Justice (Aligned with 

Institutional Goals 4,5,6) 

At the core of progressive education is the presumed humanity of all children and adults 

(Dewey, 1916). In a free, democratic society, schools are the repository of society’s hopes 

and dreams for the future (Cardwell, 2011). Social justice and educational equity are core 

values in all Bank Street courses because the work is anchored in the belief that all children 

should have free and equitable access to all of society’s knowledge for their benefit as 

human beings and for society’s benefit when they mature into contributing members (King 

& Cardwell, 2009). In this integrated manner, we promote social justice in our pedagogy 

and subject content with graduate students by taking their questions, dilemmas and life 

histories into account as we teach. 

We teach aspiring teachers and leaders to enlist the cooperation of the children they teach 

and the teachers with whom they work and lead. In this way, we construct the authority of 

teachers and leaders as grounded not in power and control over children, teachers and 

families but in a power that maintains safety and respect, while remaining open to insights 

from others— to exercise their power and authority in ways that permit those they teach 

and lead to have a say as in “power to vs. power over,” (Arendt, 1970). Thus, teaching and 

learning takes place within a relational context that assumes and values the humanity in all 

children and adults equally so that no one resides outside the considerations of fairness 

(Deutsch, 2002). 
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4.5 Candidate Proficiencies: Expected Knowledge, Skills And 

Dispositions 

Goal 1: Integrate human development and subject content in order to enhance 

student engagement and learning. 

Knowledge: Candidates come to understand student growth across the developmental 

spectrum (including both typical development and developmental variations). For teacher 

preparation programs, this means that content knowledge is considered through a 

developmental lens. For leadership preparation, this means understanding how adults learn 

and how they integrate and apply new understandings. 

Skills: Understanding developmental principles and trajectories is a means toward an end. 

Candidates learn to apply these understandings as they develop, adapt, and/or implement 

curricula in classrooms and schools. For teacher preparation programs, this means learning 

to closely observe students’ learning processes and using this information to optimize 

curriculum and instruction. For leadership preparation, this means gaining the skills needed 

to support teachers’ learning and improve teaching and learning school-wide. 

Dispositions: The work of strengthening teaching and learning within a clear developmental 

framework is never-ending, and a commitment to lifelong learning is a disposition 

emphasized for all candidates. We expect both the teachers and leaders we prepare must to 

be not only able but also deeply committed to mindful reflection on their daily practice; 

complex thinking; and looking at subject content through multiple lenses. 

Goal 2: Mediate the world for children. 

Knowledge: Expectations for candidates reflect Bank Street’s emphasis on learners’ 

potential for “taking in the world with all five senses alert” (Bank Street Credo). In our 

teacher preparation programs, candidates study theories and research-based strategies that 

help children make sense of their physical and social environments and solve problems. For 

leadership candidates, it means understanding research-based practices related to 

organizing and delivering effective school-wide instruction. 

Skills: All candidates must be able to construct, implement and assess curricula that relate 

to the social contexts in which children grow and learn, taking into account diverse family 

structures cultures and languages. 

Dispositions: A commitment to lifelong learning is a key disposition emphasized for all 

candidates. We expect both the teachers and leaders we prepare to demonstrate mindful 

reflection on students’ educational needs and on their own practice. We expect a 

commitment to and excitement about complex thinking and a willingness to look at subject 

content from a variety of perspectives. 
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Goal 3: Meet educational needs to support all students. 

Knowledge: All candidates are expected to demonstrate knowledge of proven instructional 

strategies that support diverse learners, including those with special needs and those for 

whom English is not the first language. For leadership candidates, this includes strategies 

for classroom and school-wide instructional improvement. 

Skills: All candidates must be able to assess learners’ needs and differentiate instruction and 

identify and make use of appropriate technology to promote content knowledge. For 

example, in the teacher preparation programs, one of the assignments in a course entitled 

Math for Teachers (EDUC 540) requires candidates to develop a math activity in which they 

identify and employ current technology to promote student learning. Technology is 

integrated into many other courses as well in an effort to promote candidate proficiency 

with technology. Other common uses of technology include having students make and edit 

classroom video, develop and work on wikis, web- and facebook pages, and utilize web-

based original resources to develop model classroom lessons and curricular units.  

In turn, Leadership candidates must be able to support teachers’ efforts to learn and apply 

these skills and to support effective inclusive classrooms. 

Dispositions: All candidates must demonstrate an unwavering commitment to high 

expectations for all learners. They must have the compassion, respect, flexibility, and 

analytic abilities needed to understand and meet the educational needs of diverse students, 

as well as to recognize and celebrate the strengths and progress of all learners. Leadership 

candidates must be able to build and sustain a school-wide culture of high expectations for 

all. 

Goal 4: Collaborate with colleagues, families, and communities. 

Knowledge: All candidates must have a clear understanding of the roles and potential 

contributions of parents and community members in children’s education. They must be 

aware and respectful of different family structures and community characteristics and 

preferences. Leadership candidates must be familiar with research-based strategies for 

effective school engagement with families and communities.  

Skills: All candidates must be able to communicate effectively with families, community 

members, and colleagues. They must be able to listen and respond to feedback 

appropriately. Candidates in our teacher preparation programs must be able to elicit 

families’ understandings of their children’s strengths and need, and engage parents in 

children’s studies. Leadership candidates must, in addition, be able to engage families and 

community members in shaping a vision for the school and contributing to/understanding 

plans for instructional improvement. 

Dispositions: All candidates are expected to demonstrate respect for multiple perspectives 

and a capacity for collaboration with all of the adults who contribute to student learning. 
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Goal 5: Implement action research for innovation. 

Knowledge: All candidates must have knowledge of a range of methods of gathering, 

analyzing, and interpreting data to inform practice. For candidates in our teacher 

preparation programs, this relates primarily to classroom practice. For leadership 

candidates, there is an emphasis on research/data informing school-wide instructional 

improvement. 

Skills: All candidates must be able to identify, read, and apply research relevant to their 

practice. They must be able to use action research methods to guide instructional 

improvement. For candidates in our teacher preparation programs, the emphasis is on 

classroom practice. For leadership candidates, the emphasis is on school-wide instructional 

improvement. 

Dispositions: All candidates must be committed to reflective practice and to using research 

findings (from their own investigations and those of others) to improve practice. For 

candidates in teacher preparation programs, this means a strong analytic bent, a 

commitment to sharing findings with others, and a willingness to deal with ambiguity. For 

leadership candidates, it also means a capacity to explain the relationship between school 

policies and the underlying research, and to plan and implement professional development 

that makes use of action research for school-wide instructional improvement. 

Goal 6: Advocate for children, families, schools and communities. 

Knowledge: All candidates must have knowledge of community strengths and needs as well 

as resources, services, and agencies available to children and families. Leadership 

candidates must also understand national, state and district policies that shape the 

experiences of everyone in the school community. 

Skills: All candidates must be able to make a strong case for a student’s or family’s needs, 

and must communicate effectively with a variety of families, community members, and 

service providers. For candidates in our teacher preparation programs, this includes the 

ability to help link students and/or families with appropriate services. For leadership 

candidates, this also includes the capacity to interact effectively with multiple institutions 

and organizations on behalf of the school. 

Dispositions: All candidates must be committed to the wellbeing of students, including but 

not limited to their educational needs. They must have a strong commitment to social 

justice and a willingness to act on that commitment in considered, responsible ways.  

Summary Charts 

A summary of Section 4.3 and Section 4.4 are presented in Tables V and VI. These tables 

align our institutional goals, Specialized Professional Association (SPA) standards and the 

concomitant New York State Teaching Standards (See Appendix C) and New York state-

identified leadership competencies (See Appendix D), which are in turn aligned with 

relevant knowledge bases, institutional proficiencies and how they are assessed. These 

tables serve to clarify these relationships for both Teacher and Leader Preparation 

programs in matrix form. 



31 
 

Integration 

Supervised Fieldwork/Advisement 

Most Bank Street candidates are required to complete an intensive year (or the equivalent 

over a longer period of time) of supervised fieldwork and advisement experience. This work 

includes a field-based experience in [a] school/s or early childhood program/s. As part of 

this experience, candidates are grouped with an Advisor with whom all meet once a week in 

a Conference Group. 

This is neither a seminar nor a separate course, but rather a way for students to come 

together and form connections with other students, reflect, often through parallel processes 

on their experiences and share insights in their work with children and families. 

Developmental-interaction supports educators to use theory to inform practice, and 

practice to inform theory. As Edna Shapiro, a Bank Street scholar wrote, “Simply being 

exposed to an array of events and people is not equivalent to having an educational 

experience. Experience has educational significance only when it promotes growth…” 

(1991, p.11). 

For educators to maintain a balance between theory and practice requires a deep 

knowledge of child development and skilled abilities observing children in their everyday 

lives. Emphasizing a strong theoretical base allows educators to have a flexible framework 

from which to interact with children, families and communities. Having a core set of ideas, 

values and beliefs provides a rich foundation that transcends simply following a prescribed 

curriculum, leading children themselves to become deeper thinkers whether working on a 

given topic collaboratively or alone. Educators who have clarity about their goals and 

explanations for their actions are better able to think on their feet when they find 

themselves challenged. Although integration of theory and practice is important in every 

aspect of our programs, SFW/A is the vehicle that is given the most time and resources for 

this to occur deeply. 

SFW/A involves a combination of generating curricula, talking about students, and 

understanding school and community-wide issues with the support of the cooperating 

teacher. 
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Table V A. Teacher Preparation Chart CEC 

GOALS  
PREPARING 
EDUCA-
TORS TO: 

HOW 
CANDIDATES 
GAIN 
RELATED 
KNOWLEDGE 
BASE/EXPERI 
ENCES 

Overarching 
PROFICIENCIES 
Related to 
Knowledge, Skills 
and Dispositions 

KNOWLEDGE SKILLS DISPOSITIONS WHERE 
AND HOW 
ASSESSED 

CONCOMI-
TANT NYSED 
TEACHING 
STANDARDS/
CEC 
 1/ Integrate 
human dev. and 
subject content 
in order to 
enhance student 
engagement and 
learning 

Course cluster: 
Child 
Development; 
Study of Children 
in Diverse & 
Inclusive Settings 
Through 
Observation and 
Recording (O&R); 
Developmental 
Variations; each 
content area 
course e.g. math, 
science, art, 
literacy, literature 

 
SFW/A 

Establish a 
developmental frame 
for understanding 
how children learn in 
the content areas 
Integration of subject 
content and DIA 

 
Recognize wide range 
of learners 

 
Hypothesize in multi- 
faceted ways about 
the effects that the 
physical, social and 
cultural 
environments may 
have on a child‟s 
overall development 
“O & R” 

Knowing how 
children 
learn/variation 
in development 

 
In-depth 
knowledge of all 
curriculum areas 

 
Know how to 
distinguish 
developmental vs. 
individually-based 
behavior 

Use DIA to 
develop and 
adapt 
curricula in 
subject areas 

 
Apply what is 
known in 
development 
to children‟s 
strengths, 
needs and 
learning styles 

 
Use O&R 
skills to 
inform 
instruction 
planning 

 

Committed to 
content areas as a 
life-long learner 

 
Withhold judgment 

 
Open to 
collaboration 

 
Interest and 
curiosity about who 
students are and 
what they bring to 
the learning process 

 
Mindfulness and 
thoughtfulness in 
everyday work 

SFW Rubrics 
Embedded 
Course 
Assessments 
Exit Surveys 
ATSW/CST- 
LAST 

NYS Teaching 
Standard I-VII 

(See Appendix C)  

CEC Standards 
1, 2, 3, 4, 5, 6, 7, 
9, 10  
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2/ Mediate the 
world for 
children 

 

Course cluster: 
Curriculum & 
Instruction- 
Overarching: 
Social Studies 
pedagogy 
Math pedagogy 
course in 
relation to 
technology 

Design effective 
instructional 
strategies that are 
age/grade related and 
meaningful for the 
content area 

Use of innovative 
instructional 
strategies and 
materials, which 
clearly address the 
learning profiles of 

Construct, 
implement 
and assess 
curriculum in 
relation to 
social 

Confidence 
Empathy 

 
Willing to learn 
from mistakes 

SFW Rubrics 
Embedded 
Course 
Assessments 
Exit Surveys 
ATSW/CST 

NYS Teaching 
Standard I-VII 
(See Appendix 
C) 
 

CEC Standards 
3, 4, 5 

 
SFW/A 

Develop effective 
assessment strategies 
based on data and on 
relevant literature 
about children 

 
Differentiate 
instruction 

children across all 
learning needs. 
Teaching plan 
incorporates 
formal, informal, 
and reflective 
assessment 

contexts of 
child, family 
and cultures 
Adapt 
instruction 
Identify & 
use 
technology 
to promote 
content 
knowledge. 

Respect students as 
individuals and 
family and cultural 
group/s 

 
Grasp learning as 
process more than 
a product 
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3/Meet 
educational 
needs to support 
all students 

 

Course cluster: 
Foundations 
Family Courses 
Language 
Acquisition 
Developmental 
Variations 

 
 
 
 

SFW/A 

Recognize the variety 
of strategies that 
support diverse 
student learners 

 
Understand resources 
children bring from 
their families and 
communities 

Understand needs 
of children for 
whom English is 
not the first 
language 

 
Recognize 
inequality in 
educational 
systems and in 
society 

Identify and 
use available 
and 
meaningful 
resources to 
meet the 
needs of 
diverse 
populations 

 
Modify 
instructional 
practice that 
best matches 
a children‟s 
development 
stage, 
learning 
needs, or 
cultural/lingui
stic 
background 

Compassion 
 
Analytic abilities 

 
Flexibility 

SFW Rubrics 
Embedded 
Course 
Assessments 
Exit Surveys 
ATSW/CST- 

NYS Teaching 
Standard I-VII 

(See Appendix C) 
CEC Standards 
3, 4, 7 

CEC Standards 
3, 4, 7 

4/ Collaborate 
with colleagues, 
families and 

Course cluster: 
Family/Child/Te
acher Interaction 

Demonstrate ability 
to articulate and 
communicate 

Understand roles 
and potential 
contributions of 

Build 
effective 
methods of 

Respect for 
multiple 
perspectives 

SFW Rubrics 
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Communities  
ECE Practicum 
Working w. 
Families 
SFW/A 

meaningful / relevant 
questions about the 
child‟s behavior and 
experience in school 
to collaborate with 
other adults on the 
child‟s behalf within 
the school setting 
(O&R) 

 
Listen attentively to 
colleagues in order to 
collaborate effectively 
with various 
members of the 
school community 

different members 
of schools and 
communities on 
behalf of students 

 
Be aware of 
different family 
structure 

 
Demonstrate 
understanding 
and value the 
importance and 
complex 
characteristics of 
children‟s families 
and communities; 
by collaborating 
with families, 
other educators, 
related service 
providers, and 
personnel from 
community 
agencies in 
culturally 
responsive ways. 

communication 
with families 
and 
colleagues 

 
Listen to and 
respond to 
feedback 

 
Describes 
families in 
objective and 
culturally 
knowledgeable 
ways (CEC) 

 
Collaboration in 
conference 
group, 
co-op teacher/ 
principal, 
colleagues, 
head teacher 

 

NYS Teaching 
Standards I, V, 
VI, VII 
(See Appendix C)  
 

CEC Standards 
10, 9, 5, 2 
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5/ Execute 
action research 
for innovation 
(including 
technology) 

 

Course cluster: 
Observing & 
Recording 
ECE Practicum 
Foundations 
Courses 

Gather, analyze and 
interpret data to 
inform practice 

 
Learn from the 
research of others 

Understand 
methods of 
gathering, 
analyzing and 
interpreting data 
to inform practice 
Make use of 
technological 
strategies to 
conduct research 
and to plan and 
implement curricula  
to better meet 
students‟ needs 

Able to use a 
variety of 
tools to 
locate, gather 
and 
review/evaluati
on 

Analytic frame 
 
Able to hold on 
to complexity and 
ambiguity 

SFW/A 
Rubrics 
Embedded 
Course 
Assessments 

NYS Teaching 
Standard V, VI, 
VII  

(See Appendix C)  
 

CEC Standards 
1, 9, 8 

 
SFW/A 

  the research of 
others 

 
Able to 
effectively 
share findings 
with others 

Commitment to 
reflective practices 

 
Use of IMPS  (final 
projects) to 
cultivate innovative 
learning 

 

6/ Advocate for 
children, families 
schools and 
communities 

 

Course cluster: 
Foundations 

 
Practicum 

 

Capacity for 
informed advocacy 
for students and 
families using data 
and resources 

Knowledge of 
resources, services 
and agencies 
available to 
children and 

Able to make 
a strong case 
for a 
student‟s or 
family‟s needs 

Commitment to 
social justice 

 
Willing to take 
considered risks 

 
IMPS on 
Advocacy 
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NYS Teaching 
Standard VI. 

Developmental 
Variations 
SFW/A 

families 

 
Knowledge of 
resources in 
community in 
which one teaches 

 
Knowledge of 
political structures 
and processes to 
locate appropriate 
individuals and 
agencies 

 
Professional 
use of self in 
the service of 
advocacy 

 
Able to 
provide 
information 
to families 
about their 
rights 

 
Critical 
literacy 

 

NYS Teaching 
Standard VI, VII 
(See Appendix C)  
 

CEC Standards 
5, 7, 9, 10 
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Table V B. Teacher Preparation Chart IRA 

GOALS  
PREPARING 
EDUCA-
TORS TO: 

HOW 
CANDIDATES 
GAIN 
RELATED 
KNOWLEDGE 
BASE/EXPERI 
ENCES 

Overarching 
PROFICIENCIES 
Related to 
Knowledge, Skills 
and Dispositions 

KNOWLEDGE SKILLS DISPOSITIONS WHERE 
AND HOW 
ASSESSED 

CONCOMI-
TANT NYSED 
TEACHING 
STANDARDS/ 
IRA 
 1/ Integrate 
human dev. and 
subject content 
in order to 
enhance student 
engagement and 
learning 

Course cluster: 
Child 
Development; 
Study of Children 
in Diverse & 
Inclusive Settings 
Through 
Observation and 
Recording (O&R); 
Developmental 
Variations; each 
content area 
course e.g. math, 
science, art, 
literacy, literature 

 
SFW/A 

Establish a 
developmental frame 
for understanding 
how children learn in 
the content areas 
Integration of subject 
content and DIA 

 
Recognize wide range 
of learners 

 
Hypothesize in multi- 
faceted ways about 
the effects that the 
physical, social and 
cultural 
environments may 
have on a child‟s 
overall development 
“O & R” 

Knowing how 
children 
learn/variation 
in development 

 
In-depth 
knowledge of all 
curriculum areas 

 
Know how to 
distinguish 
developmental vs. 
individually-based 
behavior 

Use DIA to 
develop and 
adapt 
curricula in 
subject areas 

 
Apply what is 
known in 
development 
to children‟s 
strengths, 
needs and 
learning styles 

 
Use O&R 
skills to 
inform 
instruction 
planning 
 
 
 
I 
 

 

Committed to 
content areas as a 
life-long learner 

 
Withhold judgment 

 
Open to 
collaboration 

 
Interest and 
curiosity about who 
students are and 
what they bring to 
the learning process 

 
Mindfulness and 
thoughtfulness in 
everyday work 

SFW Rubrics 
Embedded 
Course 
Assessments 
Exit Surveys 
ATSW/CST- 
LAST 

NYS Teaching 
Standard I-VII 

(See Appendix C)  
 

IRA Standards 
1.1, 1.3, 3.1, 3.3, 
4.1, 4.2, 5.1, 5.2, 
5.3, 5.4 
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2/ Mediate the 
world for 
children 

 

Course cluster: 
Curriculum & 
Instruction- 
Overarching: 
Social Studies 
pedagogy 
Math pedagogy 
course in 
relation to 
technology 

Design effective 
instructional 
strategies that are 
age/grade related and 
meaningful for the 
content area 

Use of innovative 
instructional 
strategies and 
materials, which 
clearly address the 
learning profiles of 

Construct, 
implement 
and assess 
curriculum in 
relation to 
social 

Confidence 
Empathy 

 
Willing to learn 
from mistakes 

SFW Rubrics 
Embedded 
Course 
Assessments 
Exit Surveys 
ATSW/CST 

NYS Teaching 
Standard I-VII 
(See Appendix 
C) 
 

IRA Standards 
1.1, 1.3, 2.1, 
2.2, 2.3, 3.1, 
3.2, 3.3, 4.1, 
5.1, 5.2, 5.3, 5.4 

  
SFW/A 

 
Develop effective 
assessment strategies 
based on data and on 
relevant literature 
about children 

 
Differentiate 
instruction 

children across all 
learning needs. 
Teaching plan 
incorporates 
formal, informal, 
and reflective 
assessment 

contexts of 
child, family 
and cultures 
Adapt 
instruction 
Identify & 
use 
technology 
to promote 
content 
knowledge. 

Respect students as 
individuals and 
family and cultural 
group/s 

 
Grasp learning as 
process more than 
a product 
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3/Meet 
educational 
needs to support 
all students 

 

Course cluster: 
Foundations 
Family Courses 
Language 
Acquisition 
Developmental 
Variations 

 
 
 
 

SFW/A 

Recognize the variety 
of strategies that 
support diverse 
student learners 

 
Understand resources 
children bring from 
their families and 
communities 

Understand needs 
of children for 
whom English is 
not the first 
language 

 
Recognize 
inequality in 
educational 
systems and in 
society 

Identify and 
use available 
and 
meaningful 
resources to 
meet the 
needs of 
diverse 
populations 

 
Modify 
instructional 
practice that 
best matches 
a children‟s 
development 
stage, 
learning 
needs, or 
cultural/lingui
stic 
background 

Compassion 
 
Analytic abilities 

 
Flexibility 

SFW Rubrics 
Embedded 
Course 
Assessments 
Exit Surveys 
ATSW/CST- 

NYS Teaching 
Standard I-VII 

(See Appendix C)  
 

IRA Standards 
1.1, 1.3, 2.1, 2.2, 
2.3, 4.1, 4.2, 4.3, 
5.2 

4/ Collaborate 
with colleagues, 
families and 

Course cluster: 
Family/Child/Te
acher Interaction 

Demonstrate ability 
to articulate and 
communicate 

Understand roles 
and potential 
contributions of 

Build 
effective 
methods of 

Respect for 
multiple 
perspectives 

SFW Rubrics 
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Communities  
ECE Practicum 
Working w. 
Families 
SFW/A 

meaningful / relevant 
questions about the 
child‟s behavior and 
experience in school 
to collaborate with 
other adults on the 
child‟s behalf within 
the school setting 
(O&R) 

 
Listen attentively to 
colleagues in order to 
collaborate effectively 
with various 
members of the 
school community 

different members 
of schools and 
communities on 
behalf of students 

 
Be aware of 
different family 
structure 

 
Demonstrate 
understanding 
and value the 
importance and 
complex 
characteristics of 
children‟s families 
and communities; 
by collaborating 
with families, 
other educators, 
related service 
providers, and 
personnel from 
community 
agencies in 
culturally 
responsive ways. 

 

 

 

communication 
with families 
and 
colleagues 

 
Listen to and 
respond to 
feedback 

 
Describes 
families in 
objective and 
culturally 
knowledgeable 
ways (CEC) 

 
Collaboration in 
conference 
group, 
co-op teacher/ 
principal, 
colleagues, 
head teacher 

 

NYS Teaching 
Standards I, V, 
VI, VII 
(See Appendix C)  

IRA Standards 
1.3, 4.1, 4.2, 4.3, 
6.1, 6.2, 6.3, 6.4 

5/ Execute 
action research 
for innovation 
(including 

Course cluster: 
Observing & 
Recording 
ECE Practicum 

Gather, analyze and 
interpret data to 
inform practice 

 

Understand 
methods of 
gathering, 
analyzing and 

Able to use a 
variety of 
tools to 
locate, gather 

Analytic frame 
 
Able to hold on 
to complexity and 

SFW/A 
Rubrics 
Embedded 
Course 
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technology) 

 

Foundations 
Courses 

Learn from the 
research of others 

interpreting data 
to inform practice 
Make use of 
technological 
strategies to 
conduct research 
and to plan and 
implement curricula  
to better meet 
students‟ needs 

and 
review/evaluati
on 

ambiguity Assessments 

NYS Teaching 
Standard V, VI, 
VII  

(See Appendix C) 
 

IRA Standards 
1.1, 1.2, 3.3, 3.4, 
4.1, 4.3, 5.1, 5.2, 
6.2 

  
SFW/A 

  the research of 
others 

 
Able to 
effectively 
share findings 
with others 

Commitment to 
reflective practices 

 
Use of IMPS  (final 
projects) to 
cultivate innovative 
learning 

 

6/ Advocate for 
children, families 
schools and 
communities 

 

Course cluster: 
Foundations 

 
Practicum 

 

Capacity for 
informed advocacy 
for students and 
families using data 
and resources 

Knowledge of 
resources, services 
and agencies 
available to 
children and 

Able to make 
a strong case 
for a 
student‟s or 
family‟s needs 

Commitment to 
social justice 

 
Willing to take 
considered risks 

 
IMPS on 
Advocacy 
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NYS Teaching 
Standard VI. 

Developmental 
Variations 
SFW/A 

families 

 
Knowledge of 
resources in 
community in 
which one teaches 

 
Knowledge of 
political structures 
and processes to 
locate appropriate 
individuals and 
agencies 

 
Professional 
use of self in 
the service of 
advocacy 

 
Able to 
provide 
information 
to families 
about their 
rights 

 
Critical 
literacy 

 

NYS Teaching 
Standard VI, VII 
(See Appendix C)  
 

IRA Standards 
1.1, 1.3, 4.1, 
4.2, 4.3, 6.1, 
6.2 
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Table V C. Teacher Preparation Chart NAEYC 

GOALS  
PREPARING 
EDUCA-
TORS TO: 

HOW 
CANDIDATES 
GAIN 
RELATED 
KNOWLEDGE 
BASE/EXPERI 
ENCES 

Overarching 
PROFICIENCIES 
Related to 
Knowledge, Skills 
and Dispositions 

KNOWLEDGE SKILLS DISPOSITIONS WHERE 
AND HOW 
ASSESSED 

CONCOMI-
TANT NYSED 
TEACHING 
STANDARDS/ 
NAEYC 
 1/ Integrate 
human dev. and 
subject content 
in order to 
enhance student 
engagement and 
learning 

Course cluster: 
Child 
Development; 
Study of Children 
in Diverse & 
Inclusive Settings 
Through 
Observation and 
Recording (O&R); 
Developmental 
Variations; each 
content area 
course e.g. math, 
science, art, 
literacy, literature 

 
SFW/A 

Establish a 
developmental frame 
for understanding 
how children learn in 
the content areas 
Integration of subject 
content and DIA 

 
Recognize wide range 
of learners 

 
Hypothesize in multi- 
faceted ways about 
the effects that the 
physical, social and 
cultural 
environments may 
have on a child‟s 
overall development 
“O & R” 

Knowing how 
children 
learn/variation 
in development 

 
In-depth 
knowledge of all 
curriculum areas 

 
Know how to 
distinguish 
developmental vs. 
individually-based 
behavior 

Use DIA to 
develop and 
adapt 
curricula in 
subject areas 

 
Apply what is 
known in 
development 
to children‟s 
strengths, 
needs and 
learning styles 

 
Use O&R 
skills to 
inform 
instruction 
planning 
 
 
 
I 
 

 

Committed to 
content areas as a 
life-long learner 

 
Withhold judgment 

 
Open to 
collaboration 

 
Interest and 
curiosity about who 
students are and 
what they bring to 
the learning process 

 
Mindfulness and 
thoughtfulness in 
everyday work 

SFW Rubrics 
Embedded 
Course 
Assessments 
Exit Surveys 
ATSW/CST- 
LAST 

NYS Teaching 
Standard I-VII 

(See Appendix C)  

NAEYC 
Standards 1, 3, 4 
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2/ Mediate the 
world for 
children 

 

Course cluster: 
Curriculum & 
Instruction- 
Overarching: 
Social Studies 
pedagogy 
Math pedagogy 
course in 
relation to 
technology 

Design effective 
instructional 
strategies that are 
age/grade related and 
meaningful for the 
content area 

Use of innovative 
instructional 
strategies and 
materials, which 
clearly address the 
learning profiles of 

Construct, 
implement 
and assess 
curriculum in 
relation to 
social 

Confidence 
Empathy 

 
Willing to learn 
from mistakes 

SFW Rubrics 
Embedded 
Course 
Assessments 
Exit Surveys 
ATSW/CST 

NYS Teaching 
Standard I-VII 
(See Appendix 
C)  
 

NAEYC 
Standards 
1, 2, 3, 4, 5 

  
SFW/A 

 
Develop effective 
assessment strategies 
based on data and on 
relevant literature 
about children 

 
Differentiate 
instruction 

children across all 
learning needs. 
Teaching plan 
incorporates 
formal, informal, 
and reflective 
assessment 

contexts of 
child, family 
and cultures 
Adapt 
instruction 
Identify & 
use 
technology 
to promote 
content 
knowledge. 

Respect students as 
individuals and 
family and cultural 
group/s 

 
Grasp learning as 
process more than 
a product 
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3/Meet 
educational 
needs to support 
all students 

 

Course cluster: 
Foundations 
Family Courses 
Language 
Acquisition 
Developmental 
Variations 

 
 
 
 

SFW/A 

Recognize the variety 
of strategies that 
support diverse 
student learners 

 
Understand resources 
children bring from 
their families and 
communities 

Understand needs 
of children for 
whom English is 
not the first 
language 

 
Recognize 
inequality in 
educational 
systems and in 
society 

Identify and 
use available 
and 
meaningful 
resources to 
meet the 
needs of 
diverse 
populations 

 
Modify 
instructional 
practice that 
best matches 
a children‟s 
development 
stage, 
learning 
needs, or 
cultural/lingui
stic 
background 

Compassion 
 
Analytic abilities 

 
Flexibility 

SFW Rubrics 
Embedded 
Course 
Assessments 
Exit Surveys 
ATSW/CST- 

NYS Teaching 
Standard I-VII 
(See Appendix 
C)  

NAEYC 

Standards 
1, 2, 3, 4, 5 

4/ Collaborate 
with colleagues, 
families and 

Course cluster: 
Family/Child/Te
acher Interaction 

Demonstrate ability 
to articulate and 
communicate 

Understand roles 
and potential 
contributions of 

Build 
effective 
methods of 

Respect for 
multiple 
perspectives 

SFW Rubrics 



47 
 

Communities  
ECE Practicum 
Working w. 
Families 
SFW/A 

meaningful / relevant 
questions about the 
child‟s behavior and 
experience in school 
to collaborate with 
other adults on the 
child‟s behalf within 
the school setting 
(O&R) 

 
Listen attentively to 
colleagues in order to 
collaborate effectively 
with various 
members of the 
school community 

different members 
of schools and 
communities on 
behalf of students 

 
Be aware of 
different family 
structure 

 
Demonstrate 
understanding 
and value the 
importance and 
complex 
characteristics of 
children‟s families 
and communities; 
by collaborating 
with families, 
other educators, 
related service 
providers, and 
personnel from 
community 
agencies in 
culturally 
responsive ways. 

communication 
with families 
and 
colleagues 

 
Listen to and 
respond to 
feedback 

 
Describes 
families in 
objective and 
culturally 
knowledgeable 
ways (CEC) 

 
Collaboration in 
conference 
group, 
co-op teacher/ 
principal, 
colleagues, 
head teacher 

 

NYS Teaching 
Standards I, V, 
VI, VII 
(See Appendix 
C)  
 

NAEYC 
Standards 
1, 2, 3, 5 

5/ Execute 
action research 
for innovation 
(including 

Course cluster: 
Observing & 
Recording 
ECE Practicum 

Gather, analyze and 
interpret data to 
inform practice 

 

Understand 
methods of 
gathering, 
analyzing and 

Able to use a 
variety of 
tools to 
locate, gather 

Analytic frame 
 
Able to hold on 
to complexity and 

SFW/A 
Rubrics 
Embedded 
Course 
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technology) 

 

Foundations 
Courses 

Learn from the 
research of others 

interpreting data 
to inform practice 
Make use of 
technological 
strategies to 
conduct research 
and to plan and 
implement curricula  
to better meet 
students‟ needs 

and 
review/evaluati
on 

ambiguity Assessments 

NYS Teaching 
Standard V, VI, 
VII  

(See Appendix C)  
 

NAEYC 
Standards 
1, 3, 5 

  
SFW/A 

  the research of 
others 

 
Able to 
effectively 
share findings 
with others 

Commitment to 
reflective practices 

 
Use of IMPS  (final 
projects) to 
cultivate innovative 
learning 

 

6/ Advocate for 
children, families 
schools and 
communities 

 

Course cluster: 
Foundations 

 
Practicum 

 

Capacity for 
informed advocacy 
for students and 
families using data 
and resources 

Knowledge of 
resources, services 
and agencies 
available to 
children and 

Able to make 
a strong case 
for a 
student‟s or 
family‟s needs 

Commitment to 
social justice 

 
Willing to take 
considered risks 

 
IMPS on 
Advocacy 
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NYS Teaching 
Standard VI. 

Developmental 
Variations 
SFW/A 

families 

 
Knowledge of 
resources in 
community in 
which one teaches 

 
Knowledge of 
political structures 
and processes to 
locate appropriate 
individuals and 
agencies 

 
Professional 
use of self in 
the service of 
advocacy 

 
Able to 
provide 
information 
to families 
about their 
rights 

 
Critical 
literacy 

 

NYS Teaching 
Standard VI, VII 
(See Appendix C)  

NAEYC 
Standards  
1, 2, 5 
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Table V D. Teacher Preparation Chart ACEI 

GOALS  
PREPARING 
EDUCA-
TORS TO: 

HOW 
CANDIDATES 
GAIN 
RELATED 
KNOWLEDGE 
BASE/EXPERI 
ENCES 

Overarching 
PROFICIENCIES 
Related to 
Knowledge, Skills 
and Dispositions 

KNOWLEDGE SKILLS DISPOSITIONS WHERE 
AND HOW 
ASSESSED 

CONCOMI-
TANT NYSED 
TEACHING 
STANDARDS/ 
ACEI 
 1/ Integrate 
human dev. and 
subject content 
in order to 
enhance student 
engagement and 
learning 

Course cluster: 
Child 
Development; 
Study of Children 
in Diverse & 
Inclusive Settings 
Through 
Observation and 
Recording (O&R); 
Developmental 
Variations; each 
content area 
course e.g. math, 
science, art, 
literacy, literature 

 
SFW/A 

Establish a 
developmental frame 
for understanding 
how children learn in 
the content areas 
Integration of subject 
content and DIA 

 
Recognize wide range 
of learners 

 
Hypothesize in multi- 
faceted ways about 
the effects that the 
physical, social and 
cultural 
environments may 
have on a child‟s 
overall development 
“O & R” 

Knowing how 
children 
learn/variation 
in development 

 
In-depth 
knowledge of all 
curriculum areas 

 
Know how to 
distinguish 
developmental vs. 
individually-based 
behavior 

Use DIA to 
develop and 
adapt 
curricula in 
subject areas 

 
Apply what is 
known in 
development 
to children‟s 
strengths, 
needs and 
learning styles 

 
Use O&R 
skills to 
inform 
instruction 
planning 
 
 
 
I 
 

 

Committed to 
content areas as a 
life-long learner 

 
Withhold judgment 

 
Open to 
collaboration 

 
Interest and 
curiosity about who 
students are and 
what they bring to 
the learning process 

 
Mindfulness and 
thoughtfulness in 
everyday work 

SFW Rubrics 
Embedded 
Course 
Assessments 
Exit Surveys 
ATSW/CST- 
LAST 

NYS Teaching 
Standard I-VII 

(See Appendix C)  
 

ACEI Standards 
1, 3.1, 3.2, 3.4, 4, 
5.1 
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2/ Mediate the 
world for 
children 

 

Course cluster: 
Curriculum & 
Instruction- 
Overarching: 
Social Studies 
pedagogy 
Math pedagogy 
course in 
relation to 
technology 

Design effective 
instructional 
strategies that are 
age/grade related and 
meaningful for the 
content area 

Use of innovative 
instructional 
strategies and 
materials, which 
clearly address the 
learning profiles of 

Construct, 
implement 
and assess 
curriculum in 
relation to 
social 

Confidence 
Empathy 

 
Willing to learn 
from mistakes 

SFW Rubrics 
Embedded 
Course 
Assessments 
Exit Surveys 
ATSW/CST 

NYS Teaching 
Standard I-VII 
(See Appendix 
C)  
 

ACEI 
Standards 
1, 2.1, 2.2, 2.3, 
2.4, 2.5, 3.1, 
3.2, 3.3, 3.4, 
3.5, 4, 5.1, 5.2 

  
SFW/A 

 
Develop effective 
assessment strategies 
based on data and on 
relevant literature 
about children 

 
Differentiate 
instruction 

children across all 
learning needs. 
Teaching plan 
incorporates 
formal, informal, 
and reflective 
assessment 

contexts of 
child, family 
and cultures 
Adapt 
instruction 
Identify & 
use 
technology 
to promote 
content 
knowledge. 

Respect students as 
individuals and 
family and cultural 
group/s 

 
Grasp learning as 
process more than 
a product 
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3/Meet 
educational 
needs to support 
all students 

 

Course cluster: 
Foundations 
Family Courses 
Language 
Acquisition 
Developmental 
Variations 

 
 
 
 

SFW/A 

Recognize the variety 
of strategies that 
support diverse 
student learners 

 
Understand resources 
children bring from 
their families and 
communities 

Understand needs 
of children for 
whom English is 
not the first 
language 

 
Recognize 
inequality in 
educational 
systems and in 
society 

Identify and 
use available 
and 
meaningful 
resources to 
meet the 
needs of 
diverse 
populations 

 
Modify 
instructional 
practice that 
best matches 
a children‟s 
development 
stage, 
learning 
needs, or 
cultural/lingui
stic 
background 

Compassion 
 
Analytic abilities 

 
Flexibility 

SFW Rubrics 
Embedded 
Course 
Assessments 
Exit Surveys 
ATSW/CST- 

NYS Teaching 
Standard I-VII 

(See Appendix C)  

ACEI Standards 
1, 3.1, 3.2, 3.3, 
3.4, 3.5, 5.1, 5.2 

4/ Collaborate 
with colleagues, 
families and 

Course cluster: 
Family/Child/Te
acher Interaction 

Demonstrate ability 
to articulate and 
communicate 

Understand roles 
and potential 
contributions of 

Build 
effective 
methods of 

Respect for 
multiple 
perspectives 

SFW Rubrics 
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Communities  
ECE Practicum 
Working w. 
Families 
SFW/A 

meaningful / relevant 
questions about the 
child‟s behavior and 
experience in school 
to collaborate with 
other adults on the 
child‟s behalf within 
the school setting 
(O&R) 

 
Listen attentively to 
colleagues in order to 
collaborate effectively 
with various 
members of the 
school community 

different members 
of schools and 
communities on 
behalf of students 

 
Be aware of 
different family 
structure 

 
Demonstrate 
understanding 
and value the 
importance and 
complex 
characteristics of 
children‟s families 
and communities; 
by collaborating 
with families, 
other educators, 
related service 
providers, and 
personnel from 
community 
agencies in 
culturally 
responsive ways. 

communication 
with families 
and 
colleagues 

 
Listen to and 
respond to 
feedback 

 
Describes 
families in 
objective and 
culturally 
knowledgeable 
ways (CEC) 

 
Collaboration in 
conference 
group, 
co-op teacher/ 
principal, 
colleagues, 
head teacher 

 

NYS Teaching 
Standards I, V, 
VI, VII 
(See Appendix C)  

ACEI Standards 
5.1, 5.2 

5/ Execute 
action research 
for innovation 
(including 

Course cluster: 
Observing & 
Recording 
ECE Practicum 

Gather, analyze and 
interpret data to 
inform practice 

 

Understand 
methods of 
gathering, 
analyzing and 

Able to use a 
variety of 
tools to 
locate, gather 

Analytic frame 
 
Able to hold on 
to complexity and 

SFW/A 
Rubrics 
Embedded 
Course 
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technology) 

 

Foundations 
Courses 

Learn from the 
research of others 

interpreting data 
to inform practice 
Make use of 
technological 
strategies to 
conduct research 
and to plan and 
implement curricula  
to better meet 
students‟ needs 

and 
review/evaluati
on 

ambiguity Assessments 

NYS Teaching 
Standard V, VI, 
VII  

(See Appendix C)  

ACEI 
Standards 1, 4 

  
SFW/A 

  the research of 
others 

 
Able to 
effectively 
share findings 
with others 

Commitment to 
reflective practices 

 
Use of IMPS  (final 
projects) to 
cultivate innovative 
learning 

 

6/ Advocate for 
children, families 
schools and 
communities 

 

Course cluster: 
Foundations 

 
Practicum 

 

Capacity for 
informed advocacy 
for students and 
families using data 
and resources 

Knowledge of 
resources, services 
and agencies 
available to 
children and 

Able to make 
a strong case 
for a 
student‟s or 
family‟s needs 

Commitment to 
social justice 

 
Willing to take 
considered risks 

 
IMPS on 
Advocacy 
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NYS Teaching 
Standard VI. 

Developmental 
Variations 
SFW/A 

families 

 
Knowledge of 
resources in 
community in 
which one teaches 

 
Knowledge of 
political structures 
and processes to 
locate appropriate 
individuals and 
agencies 

 
Professional 
use of self in 
the service of 
advocacy 

 
Able to 
provide 
information 
to families 
about their 
rights 

 
Critical 
literacy 

 

NYS Teaching 
Standard VI, VII 
(See Appendix C)  
 

ACEI Standards 
5.1, 5.2, 2.1 
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Table VI. Leadership Preparation Chart 

GOALS  
PREPARING 
EDUCATORS 
TO: 

HOW 
CANDIDATES 
GAIN 
RELATED 
KNOWLEDGE 
BASE/EXPERI 
ENCES 

PROFICIENCI
ES 

KNOWLEDGE SKILLS DISPOSITIONS WHERE 
AND HOW 
ASSESSED 

CONCOMI-
TANT NYSED 
STANDARD/ 
SPL 
ASSESSMENTS 

1/Integrate 
human 
development and 
subject content in 
order to enhance 
student 
engagement and 
learning 

Course cluster: 
-Adult 
development 
-Processes of 
Supervision & PD 
-Leadership in 
C&I 

 
SFW/A 

-Support teachers 
as 
learners 
-Support teachers‟ 
use of 
effective 
instructiona
l & 
assessment 
practices aligned 
with common 
core standards 
-Organize school 
routines &use 
resources in 
ways that 
support 
effective 
instruction. 

-Understand 
research on 
how adults 
learn 
-Understand 
the factors that 
impede the use of 
effective 
practices. 
-Know and 
understand 
the 
Common Core 
Standards. 

-Analyze existing 
curricul
a, using 
a 
development
al lens 
-Use multiple 
forms of data to 
Identify/address 
school-wide 
needs 
-Create & 
implement action 
plan 

-Willing & able to 
engage in 
complex thinking, 
looking 
at subject 
content through 
multiple 
lenses 
-Interested in all 
content areas, 
including 
those 
that may not be 
in comfort zone 

SFW 
Embedded 
Course 
Assessments 
Exit Surveys 
NYSE
D SBL 
Assessment 

ISLLC Standard 

2B, 3E / 
Assessment 
II/0001 (See  
Appendix D) 
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2/Mediate the 
world for 
children 

Course cluster: 
-Adult 
development 
-Processes of 
Supervision & PD 
-Leadership in 
C&I 
-Leadership & 
Literacy 

 
SFW/A 

-View C&I from 
whole- 
school 
perspectiv
e 
- Create, 
monitor, and 
evaluate a 
comprehens
ive, 
rigorous, 
and 
coherent 
curricular/instruc
tion al program 
that engages 
children and 
helps them make 
sense of the 
world 

-Identify research- 
based 
practices 
related to 
organizing and 
delivering 
effective 
instruction. 
-Understand 
theory/research 
on engagement 
& motivation. 
-Understand 
theory/research 
related to 
helping 

-Guide curriculum 
mapping processes. 
-Help teachers set 
instructional 
priorities in order 
to 
go deeper. 
-Use protocols for 
instructional 
rounds and 
follow- up. 
-Develop, adapt 
or use teacher 
effectiveness 
frameworks. 
 

 

-Open to ideas 
from members of 
school 
community 
about ways to 
connect the 
school 
and the world. 
-Willing to have 
difficult 
conversations 
when change 
is needed in 
teachers‟ 
practices or 
dispositions. 

SFW/A 
Embedded 
Course 
Assessments 
Exit Surveys 
NYSE
D SBL 
Assessment 

ISLLC Standard 

2C/Assessment 
II/0001 (See  
Appendix D) 

  -Support teachers 
as 
they implement the 
C&I program. 

children make 
sense of the world 
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3/Meet 
educational needs 

to support all 
students 

Course cluster: 
-Leadership in 
Special Education 
I & II 
-Ethics 

 

 
 

SFW/A 

-Take 
responsibility 
for the 
learning of 
every child in 
the 
school. 
-Articulate high 
expectations for all 
& 
develop a school 
culture rooted in 
high expectations 
-Develop & 
support 
teachers‟ 
capacity to 
differentiate 
instruction 

-Understand fully 
leaders‟ legal 
and educational 
responsibilities 
vis-à-vis 
special 
populations. 
-Have a strong 
grasp of 
effective 
strategies for 
assessing students‟ 
needs and 

differentiating 
instruction. 

-Support inclusive 
classrooms, 
including 
co- 
teaching. 
-Ensure that IEPs 
are appropriate, 
up to date, and 
implemented. 
-Develop and 
implement 
language policies 
grounded in 
today‟s best 
understandings 
of 
the needs and 
strengths of 
ELLs. 

-Respectful of 
every member 
of the school 
community. 
-Committed to 
high 
expectations for 
all. 
-Committed to 
safeguarding 
the 
values of 
democracy, 
equity 
and diversity. 

SFW 
Embedded 
Course 
Assessments 
Exit Surveys 
NYSE
D SBL 
Assessment 

ISLLC Standard 

5A/Assessment 
II/0003(See  
Appendix D) 

4/Collaborate 
with colleagues, 
families and 
communities 

Course cluster: 
-Culture & Society 
-Advocacy, Policy 
& Law 

 

SFW/A 

- Build and 
promote 
positive 
relationships with 
families and 
caregivers. 
-Build and sustain 
productive 
relationships 
with 
community 

-Understand 
theory/researc
h related to 
family/communit
y roles in 
education. 
-Understand 
how culture and 
other 
factors shape 
attitudes 

-Collect and analyze 
data and 
informatio
n 
pertinent to the 
school 
community. 
-Create & 
implement process 
of engaging 
community 

-Willing to listen 
and respond 
to multiple 
viewpoints 
-Respectful of all 
families and 
all family 
configurations 
-Interested in and 
committed to 
the communities 

SFW 
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ISLLC Standard 

4C, 4D/ 
Assessment 
I/0004 (See  
Appendix D) 

partners. toward 
learning 
and 
schooling 
 
 

 

in 
creating vision 
for school 
-Plan and 
implement 
outreach to 
community 
and family 
partners 

served by the 
school- 

5/Execute 
action research 
for innovation 
(including 
technology) 

Course cluster: 
-Processes of - 
Supervision & PD 
-Research for Ed 
Change 
-School Change 

 
SFW/A 

-Develop & 
sustain a 
culture of 
collaboration, 
inquiry 
and innovation. 
-Support teachers‟ 
action research 
and continuous 
improvement 
Model principles 
of 
self-awareness, 
reflective 
practice, 
transparency, 

-Understand 
theory & 
research 
underlying action 
research and 
reflective 
practice 
-Know effective 
practices related 
to 
team-building 
and collaborative 
inquiry. 

-Encourage, 
facilitate, and 
perform 
action 
research to 
support 
instructional 
improvement. 
-Plan PD that 
responds to 
faculty needs and 
interests 
and uses/builds 
on action 
research. 
- Use protocols 

-Committed to 
building 
and 
sustaining a 
culture of inquiry. 
-Committed to 
rooting out 
practices 
that 
prove to 
be 
ineffective. 
-Committed 
to ethical 
practice 
-Openness 

SFW 
Embedded 
Course 
Assessment 
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ISLLC Standard 

1B/Assessment 
I/0005; 0007 (See  
Appendix D) 

and ethical 
behavior. 
-Use data and 
systems 
thinking to 
reflect on 
school 
improvement 
needs and 
strategies 

to facilitate 
collaborative 
inquiry, 
reflection 
and learning 

to reflecting 
on 
personal 
practice and 
make/implemen
t personal plan 
for professional 
learning 

6/Advocate for 
children, families, 
schools and 
communities 

 

Course cluster: 
-Advocacy, Policy 
& Law 
-Communications 
Seminar 

-Advocate for 
children, families, 
and 
caregivers. 
-Act to influence 
local, district, 
state, and 
national 
decisions 
affecting 
student 
learning. 

-Understand 
educational 
policies and 
how they shape 
(or 
constrain) practice 
-Understand 
district 
policies and 
guidelines 
regarding 
advocacy
. 

-Speak clearly to 
diverse 
communities 
about the 
strengths and 
needs of the 
school community. 
-Interact effectively 
with a variety 
of institutions 
and 
organizations on 
behalf of the 
school 
community. 

-Committed to 
well-being of 
students— 
including but not 
limited to their 
educational 
needs. 
-Willing to take 
justifiable risks 
to 
support 
school 
community 

IMPS 
 
SFW 

ISLLC Standard 

6A/Assessment 
I/0003  (See  
Appendix D) 
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This kind of supervising might be said to have a role in promoting “thoughtfulness” in teaching 

(Newman, 1990). Newman asserts that problems in schooling in general are the “profound absence of 

thoughtfulness in U.S classrooms” (p.44). Newman proposes that “thoughtfulness” is generated 

through classroom studies, which involve sustained examinations of topics and where students were 

given time to prepare and think as they engaged in challenging questioning. He also encourages 

teachers to guide their students, so they can generate original and unconventional ideas, explanations, 

hypotheses, or solutions to problems while integrating personal experiences. Teachers need to 

experience “thoughtfulness” in their pre-service education, so they can promote “thoughtfulness” in 

their students. The regular practice of coming together to create and discuss curricula and students 

made the potential of “thoughtfulness” in teachers’ instruction greater. 

Subject Content 

Mathematics: We want Bank Street candidates to gain foundational understandings of mathematics 

(Hill, Rowan, & Ball, 2005; NCTM, 2000) and the connections to child development so that they can 

identify the learning needs of each child and invent and use procedures that are efficient and flexible. 

Candidates need an underlying understanding of the subject matter of mathematics not only for 

teaching, but for helping families better understand their children’s math challenges. We also want 

candidates to understand that math is an art form as much as music—a way to think and relate to the 

world. One doesn’t teach writing in order to fill out forms (Lockheart, 2009), and mathematics too, is 

not just for computation. 

Reading and Literacy: To meet the literacy needs of diverse learners, we want candidates to 

understand that literacy acquisition draws upon the personal, socio-cultural, linguistic and economic 

experiences of the learner (Gonzalez, Moll and Amanti, 2005). Children come to school with their own 

literacy knowledge, skills and strategies. Teacher candidates learn to use the knowledge of theory and 

research in the fields of language development, linguistic diversity, socio-cultural and critical literacy 

perspectives, and special education to develop a lens to observe their students’ as “whole children” 

who have strengths and needs (Clay, 1998). Using developmental, multicultural, nonbiased, and 

aesthetic perspectives, candidates also develop criteria for selecting fiction, nonfiction, poetry, and 

folklore for children as they examine the role of literature in the life of the developing child (Lukens, 

2007). 

Social Studies Courses: The world outside of the school is brought daily into the classroom/school 

through the lives and experiences of students, teachers and leaders. As these worlds intersect, the task 

of the educator is: to surface and identify issues that contribute to and obstruct democratic life; to 

create an environment in which questioning, communication, and active participation are essential to 

learning; to support the perspectives of both artist and scientist; and to encourage reflection, 

imagination, and the expansion of possibilities. As meets their developmental needs, Bank Street has 

believed, from its inception, that education for teachers as well as for children moves the learner 

outward physically and socially as well as intellectually—hence, the essential role of field trips 

(Vascellaro, 2011). 

Science Courses: Similar to Social Studies, teacher candidates are taught to teach science by 

investigating the local environment and familiar objects/experiences. These experiences serve as a 

vehicle for learning significant science concepts and as a model for how they will teach their students 

(Doris, 1991). We want our candidates to deeply understand how to use inquiry and constructivist 

methods in order to design classroom learning environments that differentiate between appropriate 

activities for different ages, language competencies (Olson, Levis, Vann, & Bruna, 2009) and learning 

abilities and styles (Scruggs, & Mastropieri, 2007). Learners build on their background knowledge in 
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science by developing skills and strategies to actively observe, inquire, and use data while conducting 

investigations and then use those findings to substantiate claims in scientific explanations.  

Integrated Masters Projects 

The integrated masters project is the culminating project for all candidates in our Teacher Preparation 

programs and is a central integrative learning experience. Independent Studies, the original option, 

have been housed in the College library since 1954 and total 4,700 in number. As of January 2012, 

candidates will submit their Independent Studies in electronic format and will be housed online for 

easier access. Teacher Preparation candidates have five options, the Independent study, Portfolio, 

Collaborative Student Faculty Inquiry, Site-based inquiry and Mentored Directed 

Essay. Depending on their program, Leadership candidates complete an independent study, a portfolio 

or a professional seminar (LEAD 770), which is a second semester course that is a follow- up to a first 

semester action research course. The IMP Options as well as the longer Guide to the Integrated Masters 

Projects may be downloaded at: http://www.bankstreet.edu/graduate-school/student-

resources/registrars-office/how-register-imp/ 

Diversity 

Many types of diversity are encouraged within the College and Graduate School community. In 

admissions we look for a diversity of candidates across a range of ethnic, “racial” and gender diversity, 

as well as learning experiences and styles. Our active College Diversity Committee includes members of 

the Graduate School, as does the Priscilla E. Pemberton Society, which is a College- sponsored 

volunteer effort to expand support for diversity, in all senses of the word, throughout Bank Street. We 

seek diverse settings for our candidate school and other SFW/A placements, including those that are 

different from their own families, schools, and communities of origin. During the 2010-2011 academic 

year just under 25% of our candidates were members of historically under-represented “racial” or 

ethnic groups. 

Inviting engagement among diverse learners to promote high academic achievement means that we do 

not impose a curriculum as distanced and disconnected from learners’ life experiences, or devoid of 

familial and community knowledge (Lave, 1996;Vygotsky, 1978). We encourage our aspiring teachers 

and leaders to establish personal connections with the children they teach, the families they support 

and to establish personal connections with all members of their school communities. 

Ultimately, however, we are concerned about the identity and integrity of every future teacher and 

leader (Palmer, 1997). Understanding personal background, experience, self, culture and positionality 

is a pre- and co-requisite to developing one’s own philosophy of education—asking the student, “What 

kind of educator do you want to become?” Although integrative, this work is deep and often bumpy –

yet very much at the heart of a candidate’s program. The method candidates learn serves, we hope, to 

help candidates continue this difficult, essential work after graduation, alone and with others—and in 

classrooms with students. 

Technology 

As Scott McLeod points out in the UCEA Review, information technology gives us the capability to live 

in “multidirectional conversation spaces” (2011, p.1). Yet we have no idea where technology 

innovations will next lead us. Therefore, helping students become thinkers and learners is our primary 

goal because (Gunter, 2001). Specific tools will come and go and so will the kinds of jobs that are in 

demand (November, 2008). 

Thoughtful uses of technology are an integral part of our courses and SFW/A experiences. Bank 

Street’s approach to technology parallels our pedagogy in face-to-face teaching. We make explicit why 
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we have chosen one teaching strategy or another, so our candidates can apply that kind of thinking to 

their own practices in the search for pedagogy-based tools. In creating activities and assessments for 

technology-enhanced projects, faculty make explicit the pedagogy behind it, though a relationship-

based approach and constructivist learning. We foster connections between the experiences in the 

graduate school classroom with the ones they are having in classrooms with students. We ask, “What 

accommodations might be made and how do we evaluate the learning?” 

Although Bank Street has been experimenting with online offerings since the early 1990’s, in the past 

year President Dickey’s online initiative has made for a more cohesive and coherent online program. A 

manager of instructional technology services was hired. Now both faculty and our candidates have 

opportunities for online learning. For example, a simple protocol of guiding questions helps our 

candidates stay in touch with the learning objectives and experiences in the forefront, with technology 

as background. She also provides one-to-one support for candidates. 

A sample of guiding questions for our candidates on the Purposeful Uses of Technology, can be found 

on my.bankstreet.edu NCATE site under Additional Documents. Finally, data from our 2010-2011 exit 

survey indicates that after graduation, candidates consider themselves very satisfied in their 

technological abilities but desire more skills using assistive technologies. 

4.6 Summary Of Unit Assessment System 

Overview 

As its assessment system has evolved over time, Bank Street has been steadfast in maintaining a 

commitment to a continuous process of coming to new and deeper understandings of ourselves and 

the changing world beyond our doors. Our developmental interaction approach not only serves to 

inform the teaching/learning process in working with students in school settings; it also informs our 

work with our candidates and our efforts to engage in ongoing faculty professional development which 

strengthens our capacity to assess our impact on the work of our candidates and graduates. 

Our assessment system yields information about individual candidates as well as aggregated data that 

can be used for program review and improvement in service of supporting the effectiveness of our 

graduates. Aspects of our current system are drawn from prior research and accreditation processes. 

Some evolved during Bank Street’s involvement in Teachers for a New Era (TNE), a nation-wide project 

funded by the Carnegie Corporation, to study high quality teacher education programs and their 

impact on student learning. Its overriding goal was program renewal by “…gathering information as a 

faculty, to understand, critique and renew our teacher education programs.” (Nager, Lit, & Snyder, 

2006). It was during the work on TNE that Bank Street conceptualized a logic flow for gathering 

information about our candidates from the time of admission through the time they graduate and then, 

as a faculty, using that information to draw implications for improved practice. (See Figure 1.) 

However, when the TNE project ended, it proved impossible to sustain all the elements of this logic 

model. For example, we no longer had the financial resources to send faculty into the classrooms of our 

graduates to observe and interview the teachers or to document evidence of outcomes for their 

students. It was our work with TNE, however, that served as the stimulus for developing rubrics to 

assess our candidates’ knowledge, skills, and dispositions in relation to Bank Street’s goals. 

The process of gathering information and reflecting on its implications for program improvement was 

further incorporated into our work when the Graduate Division sought RATE (Regents Accreditation of 

Teacher Education) accreditation from the New York State Education Department (NYSED). For 

example, our 2008-2009 exit survey of graduates evaluated their Bank Street experience. We found 
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GRADUATES’ PRACTICES 
the practices of our graduates are in some way 
influenced by the opportunities we provide (as well as 
numerous contextual factors, etc.)… 

 
 

   
 

that graduate students were eager to gain even more information and to explore more strategies to 

meet the needs of Dual Language Learners (DLLs) in their classrooms. In response to this request, we 

embarked on a yearlong study of DLLs and immigrant populations, and their plight in our current 

educational system (Echevarria & Graves, 2007). We cite this as an example of closing the loop by using 

assessment data to improve program effectiveness. 

Figure 1. Logic Flow for TNE Inquiry 

Logic Flow for TNE Inquiry Data Source [date initiated] 

CANDIDATES 
who they are impacts everything they do, how they 
relate to the experiences we provide and what they 
learn and do based on those experiences… 

Admissions Information 
[ongoing] 

 
Entry Survey [Summer „05] 

 

 
 

OPPORTUNITIES FOR LEARNING 
the Bank Street experience provides candidates 
opportunities for learning and growth… 

Accreditation Reports 
[ongoing] 

 
Course a nd Advisem ent Study 
(fa culty peer interviews) [Fall 
„05] 

 

 
 

GROWTH IN KNOWLEDGE, 
SKILLS & DISPOSITIONS 
these experiences have implications for the kinds of 
teachers our candidates will become… 

Exit Surveys [Spring „06] 

 
Alumni Surveys [Fall ‟04] 

 

 
 

Observation & Interview 

Study [‟05-„06] 
 

SOL O Project [‟04-„05] 
 

 
 

CONSEQUENCES 

FOR PUPILS 
the outcomes for the students of our graduates are 
influenced by the practices of their teachers that Bank 
Street helped to shape… 

SOL O Project [‟04-„05] 

 
Achievement Test Score 
Analysis  [‟04-„05] 
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Bank Street was most recently accredited by NYSED in 2008. This RATE accreditation 

expires in 2014 and, in the meantime, NYSED has ceased to accredit teacher education 

programs. 

Having decided to seek NCATE accreditation in its place, we now are in a position to further 

hone our assessment system. What follows is a description of our system that covers all 

items requested in NCATE’s Conceptual Framework outline. 

In Spring 2011, five faculty members participated in piloting TPAC, (Teacher Performance 

Assessment Consortium) a portfolio performance-based assessment system and found that 

it effectively captured evidence of the knowledge, skills, and dispositions that we promote. 

In keeping with this trend in the field of teacher assessment (Wei & Pechenoe, in press), 

NYSED is now field testing a new performance-based portfolio certification system and two 

Bank Street faculty members worked with students who piloted that system. The NYSED 

system is expected to be fully operational in 2012 and this requires that the Graduate 

Division put into place a plan for supporting candidates to submit the required portfolio 

materials to NYSED. 

4.6.1 Transition Points 

There is a rolling admissions process enabling applicants to apply throughout the year and, 

if admitted, begin their programs in any one of four semesters (Fall, Spring, Summer I, 

Summer II). The first transition point for newly admitted candidates is when they register 

for their first class(es). This triggers the onset of matriculation with up to five years allowed 

for degree completion. This timeline affords candidates the flexibility to proceed at an 

individualized pace depending on the other demands in their lives, and is in keeping with 

Bank Street’s developmental-interaction approach. 

Again in keeping with the developmental-interaction approach, the second transition point 

occurs over time rather than at a single moment because there is not a fixed sequence for 

required courses. Program planning and semester-by-semester course selection is done in 

consultation with faculty advisors. There are multiple reasons for this, e.g., our candidates 

enter our graduate programs with a wide range of experience—some have just completed 

their undergraduate degrees in fields other than teaching while others are already 

experienced classroom teachers; unlike typical teacher education programs in which 

student teaching is treated as a culminating experience, Bank Street allows students to 

register for SFW/A as early as their first fall semester. Thus, some students complete SFW 

during their first year of matriculation; others do so at a later point. Regardless, they are 

advised to simultaneously enroll in graduate courses along with SFW/A to facilitate a 

synergy between what they learn in the field and what they learn in graduate classes.  

Therefore the second transition point does not mandate that specific courses or a specific 

number of credits be completed in a particular sequence or time frame. However, it does 

require that candidates maintain a cumulative GPA of 3.0 or higher from the time of 

matriculation until all degree requirements are met and continue to make satisfactory 

academic progress as they proceed to meet their degree requirements. When a candidate’s 

GPA falls below a 3.0, s/he is notified in writing by the Registrar’s Office that s/he has been 
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placed on probation and is instructed to develop an academic plan in consultation with the 

(program directors) which includes achieving a 3.0 in the semester following the one in 

which they are placed on probation.  

In addition, candidates must consistently make satisfactory academic progress (SAP) 

towards the degree in order to be considered in good academic standing, that is, they must 

earn a minimum number of credits per year at a pace sufficient to complete all degree 

requirements within five years, as specified in the Bank Street College Graduate School 

Catalog 2011-12 (pp. 116-117). SAP is reviewed annually by the Registrar’s Office, usually 

in July. the third transition point is degree completion resulting in graduation. Close to the 

time that candidates anticipate that they will be eligible for graduation, their transcripts are 

reviewed by the Register’s Office and they are advised, in writing, of degree requirements 

that have not yet been met. Once the Registrar’s Office determines that all degree 

requirements have been met, the candidate is officially graduated.  

Upon assignment of a graduation date, a fourth transition point begins, that is, alumni 

status. Bank Street continues to solicit information from alumni, via alumni surveys, to track 

their career trajectories and assess the impact of our work on their work as educators. 

The assessment of our candidates and graduates as they move through these transitions 

involves two parallel systems; one is the assessment of individual candidates that begins 

when they first apply to Bank Street and continues to the point when the Registrar 

determines that they have met the degree requirements for graduation. The other is the 

collection and analysis of aggregated data from the time of admission through graduation 

and beyond to inform our practice, improve our programs, and assess the success of the 

educators we prepare in relation to our goals and standards. The alignment of these 

parallels systems with the candidate transition points and key assessments are shown in 

Table VI.  

4.6.2 Key Assessments 

The key assessments in the second column of Table VI focus on the performance of 

individual candidates. The key assessments listed in the third column provide the 

aggregated data that we use to assess our work in relation to the knowledge, skills, and 

dispositions we aim to foster in our candidates. These assessments are explicated in 

relation to each of the four transition points. 

Transition Point 1: Admissions 

Bank Street has rigorous standards, applicable across all programs, for those seeking 

admission to our graduate programs. However, the programs that will be submitted to 

NCATE for review are those leading to first and second initial certification. Not included are 

non-certification programs and programs leading to what is referred to in New York as 

professional certificates. The criteria, delineated in the second column of Table V, are 

universal to all programs. 

Key Assessments of Individual Applicants. Applicants must submit academic transcripts, 

references and written responses to questions about their experience with and reasons for 
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interest in the program to which they are applying as well as prepare an autobiographical 

reflection on their own lives. A program essay is also required in most programs, calling for 

a timed writing sample that asks for their reactions to anecdotes that they could 

conceivably encounter in their chosen field. They also are asked to reflect on an important 

educational current issue and respond to a self-reflective sentence completion exercise. 

The Admissions Office conducts a transcript review to ascertain that applicants have the 

requisite academic background in the arts, sciences, foreign language, physical education, 

and health and nutrition. An initial write-up by the staff in the Admissions Office 

summarizes the candidate’s application information and notes the GPA and any academic 

deficiencies. Application materials and the admissions office write-up are then forwarded to 

the appropriate program director for review except in instances where the Admissions 

Office makes a determination that the applicant should be rejected because of clear failure 

to meet multiple admissions criteria. 
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Table VI. Transition Points and Key Assessments 

TRANSITION POINT KEY INDIVIDUAL CANDIDATE ASSESSMENTS KEY ASSESSMENTS USED  

FOR PROGRAM 

IMPROVEMENT 

1. Admission to Bank 
Street 

Bank Street offers 
graduate programs 

leading to first initial 
certifications, second 
initial certifications, 
advanced certificates. 
(Advanced certification 
programs and non- 
certification programs 
will not be submitted to 
NCATE) 

• GPA of 3.0 or higher 

• Evidence of requisite academic background in arts, science, physical 

education, health & nutrition 

• Sensitivity to others, flexibility, self-awareness, willingness & capacity to 

engage in self-reflection 

• Evidence of positive interpersonal skills and relationships with both 

children and adults 

• Evidence of healthy motivation & commitment to learning and to 

teaching 

• Average GPA‟s of our 

candidates at the time they are 

admitted. 

• Entry surveys 
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2. Program planning 

and semester-by-

semester 

registration in 

consultation with 

faculty advisors/ 

continuous 

satisfactory 

          academic        
achievement 

 

Individualized program planning and semester-by-semester course registration 

is done in consultation with faculty advisors to ensure that candidates meet all 

program requirements. Ongoing adherence to the following academic 

standards is monitored by the Registrar in consultation with program advisors, 

directors, and department 

chairs: 

• Candidates must achieve and maintain a minimum of a 3.0 GPA 

• Candidates must comply with the Graduate School‟s standard of 

satisfactory academic progress, by: a) completing coursework and 

progressing towards their degrees at a pace sufficient to complete all 

degree requirements within a five-year time frame; b) performing 

satisfactorily in Supervised Fieldwork as assessed by the faculty advisor 

(in consultation with cooperating school personnel) 

•  Candidates must comply with the College‟s Code of Conduct and meet 

professional standards appropriate to the educational community 

• Embedded course rubrics 
designed to assess student 
performance in relation to 
professional standards and 
institutional goals. (Data 
comes from a minimum of 
two required courses in each 
program.) 

• Supervised Fieldwork rubrics 

designed to assess clinical 

practice in relation to 

professional standards and  

institutional goals. 

 

 

  

 3. Completion of Degree • Satisfactory completion of required coursework 

• Satisfactory completion of Supervised Fieldwork 

• Satisfactory completion of Integrative Masters Project 

 

• Topic analysis of selected 

Integrative Masters Projects 

specifically to assess institutional 

goals 5 & 6. 

• Exit surveys administered   

     annually to recent graduates 
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 • Completion of NYSED mandated workshops in child abuse recognition 

& reporting; preventing school violence 

 Average GPA‟s of our  

 graduates. 

4. Post Graduation  • Pass rates on required NY State 

Certification exams (Reported 

by NYSED in the institutional 

aggregate) 

• Alumni surveys are 

administered annually to 

graduates up to five years out. 

• Employer surveys are 

administered bi-annually to a 

sample of NYC metropolitan 

area employers of graduates 
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Program directors or their designees schedule individual interviews with applicants to 

explore the application materials in greater depth in dialogue with the applicant. Probing 

questions are asked in order to ascertain each applicant’s proclivity to work in her/his 

chosen educational field. 

There are times when a decision is made to interview applicants who show promise 

because of their accomplishments in the years after completing undergraduate work, even 

though their undergraduate GPA was lower than a 3.0. These applicants are asked to 

explain the GPA and the interviewer listens carefully for evidence that they have some 

insights about how they have changed in ways that will enable them to be successful 

graduate students. 

When the interview is completed, the interviewer writes up interview notes, completes an 

admissions criteria checklist recently developed by the Admissions Committee, and 

concludes with a recommendation to admit or reject the candidate. Recommendations are 

reviewed by the Admissions Office staff and in cases where the recommendation is to reject 

a candidate, the recommendation may be further considered by the Admissions Committee, 

made up of the Director and Associate Directors of the Admissions Office, representatives of 

each of the three departments, and the Director of the Office of Disabilities. Sometimes, the 

Committee supports the recommendation; sometimes it requests that the applicant be 

interviewed a second time to follow up on issues that call for further probing. At times the 

Admissions Committee recommends admission of a candidate when the first interviewer 

recommended rejection. 

Key Assessments to Inform Program Improvement. Data regarding the average GPA’s of 

our candidates at the time of admission are calculated so that comparisons can be made 

over time about the academic strength of incoming students. Changes in these averages can 

have implications for program improvement, e.g., implications for student needs for greater 

academic support. Entry surveys have been designed to get baseline information about 

incoming candidates’ perceptions about their capacities in their chosen fields. The 

questions in the entry survey are closely calibrated with those in the exit surveys, alumni 

surveys, and employer surveys. This enables us to compare responses and address 

questions about the impact of our candidates’ Bank Street experience on their perceptions 

about their capacities as educators and to uncover areas in need of improvement.  

Transition Point 2: Satisfactory Academic Achievement 

In keeping with Bank Street’s developmental interaction approach with its focus on 

promoting the growth of the individual, the second transition point occurs over time rather 

than at a fixed point. As stated in Section 4.6.1, there is no mandate that specific courses or a 

specific number of credits be completed in a particular sequence or time frame. However, in 

assessing individual candidates, there are two ongoing requirements: 1) candidates must 

maintain a cumulative GPA of 3.0 or higher from the time of matriculation until all degree 

requirements are met, and; 2) candidates must make satisfactory academic progress as they 

proceed to meet their degree requirements.  
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There are also key assessments that provide aggregated data about the knowledge, skills, 

and dispositions of our candidates in relation to NYS professional standards as well as Bank 

Street’s institutional goals. (See Tables V and VI. ) These assessments include embedded 

course rubrics employed in a minimum of two of the requisite courses for each program 

and universally in SFW/A. (See Tables IA-D and IIA-D) The rubrics are designed to assess 

candidates’ knowledge, skills, and dispositions in relation to institutional and professional 

standards. 

Key Assessment of Individual Candidates. The Registrar’s Office, in collaboration with 

program directors and faculty advisors, carefully monitor candidates’ academic 

achievement. GPA’s are computed each semester and the Registrar’s Office informs 

department chairs, program directors, and advisors when a candidate’s GPA falls below a 

3.0. In regard to satisfactory academic progress, students must earn a minimum number of 

credits per year at a pace sufficient to complete all degree requirements within five years. 

The standards for sufficient progress are set according to the number of credits needed to 

earn the degree and are specified in the Graduate Catalogue. The Registrar’s Office reviews 

candidates’ progress annually, usually in July, to determine if they are meeting the 

standards for satisfactory academic progress. Failure to do so must be explained and the 

candidate may be placed on academic probation. 

Furthermore, satisfactory progress in SFW/A is assessed continuously throughout the 

period in which the candidate is registered in that course. Bank Street faculty advisors visit 

candidates regularly and work collaboratively with cooperating school personnel in 

supporting and assessing the candidate’s performance. The trajectory for most Bank Street 

programs calls for the successful completion of 12 credits of SFW/A over the course of the 

fall and spring semesters.  

There are exceptions to this SFW/A trajectory. Candidates who are admitted to Bank Street 

with an initial certificate in early childhood or childhood general teacher education and 

enroll in a 36-creditprogram in Special Education are required to take only 6 credits of 

SFW/A. In the Leadership Department, the Leadership for Educational Change major 

conforms with the 12-credit, one-year (Fall/Spring) trajectory; all other Educational 

Leadership majors include SFW/A throughout candidates’ time at Bank Street (9 credits 

spread over 18 months for the Principals Institute; 6credits spread over 21 months for the 

Future School Leaders Academy; and 12 credits of SFW/A and Practica spread over 25 

months for the Early Childhood Leadership, Leadership in Technology and the Arts, and 

Leadership in Mathematics Education majors.) 

Satisfactory progress in SFW/A is monitored via regular field observations, individual 

conferences with candidates and three-way meetings with cooperating school personnel, 

where applicable. Furthermore, the College reserves the right to determine when and 

whether a student may begin and complete SFW/A. For those programs in which SFW/A 

takes more than one semester, a grade of In Progress (IP) at the end of the first semester 

must be awarded in order to continue with SFW/A in the spring semester. (That grade 

represents that satisfactory progress has been made so far.) At the end of the second 

semester, the grade for both semesters of SFW/A is converted to a Pass (P) or No Pass (NP). 
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However, the grade of NP can be awarded even in the first semester, if the candidate’s work 

is not satisfactory. Whenever a grade of NP is awarded for SFW/A, the candidate is 

academically dismissed from the Graduate School. In some instances, after two semesters of 

fieldwork, it is the assessment of the advisor that additional fieldwork is required. Credit for 

completion of the fieldwork year may be withheld until the additional term of fieldwork is 

successfully completed. 

Candidates must also comply with the College’s Code of Conduct and meet professional 

standards appropriate to the educational community. Complaints regarding non-

compliance may come from course instructors, SFW/A Advisors, school personnel, or other 

candidates. Failure to comply can be grounds for dismissal. 

Key Assessments To Inform Program Improvement. Rubrics were designed to assess 

pedagogical content knowledge and the integration of theory and practice. The elements of 

these rubrics provide information about the knowledge, skills, and dispositions of our 

candidates to meet our institutional goals as well as well as specialized professional 

association standards. The data from these rubrics are aggregated in order to provide a 

window on our effectiveness in preparing our candidates in their chosen programs of study. 

Within each program leading to certification, there are at least two, and sometimes three 

courses that employ embedded course rubrics to assess candidate performance in relation 

to institutional goals and professional standards. Rubrics are also employed to assess 

candidates performance at the mid-point and end of SFW/A.  

The courses in which embedded course rubrics are employed were specifically selected 

because particular assignments in those courses addressed professional standards 

articulated by the specialized professional associations and also addressed one or more of 

Bank Street’s institutional goals, delineated on pp. 16-19. (See Table I for list of courses in 

which embedded rubric are employed.) While grades are used to assess individual 

candidates’ performance, the course embedded rubrics, administered at the end of the 

semester and submitted at the time that grades are due, are used to assess the effectiveness 

of programs in preparing candidates to be effective educators. The rubric data is aggregated 

and analyzed in order to assess program strengths and areas in need of improvement.  

In addition to the course embedded rubrics, there are also rubrics that are employed in each 

of the SFW/A courses. Typically SFW/A is a 12-credit course that is completed over the fall 

and spring semesters. (Exceptions to the 12-credit, two semester model are explained on p. 

?). Advisors complete these rubrics twice, once at the mid-point and once at the end of 

SFW/A. The aggregated data from these rubrics are used to look at candidates’ clinical 

performance over time and to consider the implications for program improvement.  

Transition Point 3: Degree Completion 

In order to graduate, it is necessary for candidates to meet the degree requirements 

delineated in the second column of Table V. Only one program, Future School Leaders 

Academy, requires that candidates show evidence that they have passed the NYSED 

licensing exam prior to graduating; for all other programs, NYSED provides aggregated pass 
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rates of our candidates and graduates annually, but proof of passing these exams is not 

required in order to graduate. 

Assessment of Individual Candidates. In order to graduate, candidates must submit an 

application to graduate to the Registrar’s Office by a specified deadline. This triggers a 

review of the candidate’s file, conducted by the Registrar’s Office, to verify that all degree 

requirements have been met. The date of graduation is determined by the month in which 

the candidate has completed all degree requirements. 

Key Assessments to Inform Program Improvement. At the point of degree completion, 

there are two sources for aggregated data that can inform program improvement: average 

GPA’s for graduates are computed; exit surveys are administered to all recent graduates. 

Questions in the exit survey are aligned with questions in the entry and alumni survey to 

allow for comparisons. A third source—an analysis of the focal topics of Independent 

Studies completed by 2010-2011 graduates— was piloted in July 2011. This will provide 

data specifically in relation to institutional goals 5 & 6. (See p. 19) These two goals, related 

to innovation and principles of social justice, respectively, are areas that some but not 

necessarily all candidates choose to pursue through their Integrative Masters Projects. 

The exit surveys are administered to all those who have graduated within an academic year, 

e.g., July 1, 2010 through June 30, 2011. The surveys query candidates about their 

preparation at Bank Street, which in the aggregate can highlight areas for improvement.  

An analysis of topics that candidates chose for an Independent Study, which is one of the 

five IMP options, yielded information about the percentage of our candidates who chose 

topics related to advocacy as the focus of these studies. In consultation with faculty, this 

pilot will be fleshed out during 2011-2012. It could be expanded to other IMP options that, 

like the Independent study, afford candidates a great deal of flexibility in shaping the IMP. It 

may also point to the value of tracking data about which of the five IMP options are 

candidates select and why. 

Transition Point 4: Post Graduation 

Once candidates graduate, Bank Street no longer assesses them as individuals but does 

collect two types of aggregated data about graduates one to five years out. One source is an 

alumni survey that is administered annually to those who have graduated in the last five 

years. The other is a survey that is sent to employers in the NYC metropolitan area who are 

known to hire Bank Street graduates. 

These surveys provide data on our graduates’ perceptions of their capacities in their chosen 

fields and the perceptions of those who employ our graduates, respectively, with an 

emphasis on pedagogical content knowledge. In addition, aggregated data regarding the 

pass rates of Bank Street students who have taken New York State certification exams are 

provided by NYSED. The pass rates are tracked from year to year and typically our students 

do very well on these exams. The most recent data available is for 2009-2010. It indicates 

that there were 197 program completers. Of these, 165 registered for and took the Liberal 

Arts and Sciences Test (LAST) and 163 students were reported as having passed, for a 99% 
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pass rate. There were 166 students who registered for and took the Assessment of Teaching 

Skills–Written (ATS–W), and165 students passed for a 99% pass rate. 

4.6.3 Processes for Assuring Fairness, Accuracy, Consistency & Freedom From 

Bias 

Established processes exist for assuring that assessments of our candidates are fair, 

accurate, consistent, and free from bias. These exist at the point of admissions and in the 

ongoing assessments of candidates’ academic progress as they proceed through their 

programs. 

At the point of admission, in the individual interviews conducted by program directors or 

their designees, application materials are explored in depth in dialogue with the applicant 

as described on p 29. When the interview is completed, the interviewer writes up interview 

notes, completes an admissions criteria checklist recently developed by the Admissions 

Committee, and concludes with a recommendation to admit or reject the candidate. 

Recommendations are reviewed by Admissions Office staff and in cases where there is a 

recommendation to reject a candidate, particularly when the applicant meets the 

admissions criteria, the recommendation is reviewed by the Admissions Committee, made 

up of Director and Associate Directors of the Admissions Office, representatives of each of 

the three departments, and the Director of the Office of Disabilities. Sometimes, the 

Committee supports the recommendation to reject; sometimes it requests that the applicant 

be interviewed a second time to follow up on issues that call for further probing. At times 

the Admissions Committee overrides the recommendation of the first interviewer to reject 

the candidate. There are also times when the interviewer specifically asks that the 

Committee review an application after the interview is written up because the interviewer 

is unsure whether or not to recommend admission. Thus, the Admissions Committee serves 

as a safeguard in assuring fairness, accuracy, consistency, and freedom from bias during the 

admissions process. 

Once admitted candidates matriculate, established processes exist to ensure that the 

assessment of their academic progress is also fair, accurate, consistent, and unbiased. 

Candidates can request approval for medical leaves and, if approved by the Registrar, can 

withdraw from courses in which they are enrolled in the semester in which they request the 

leave. In addition, the “clock stops ticking” in regard to requirements for making progress 

towards the degree.<p>There is also a Committee on Academic Standing to which a 

candidate can appeal a grade, request an extension of matriculation beyond the five year 

limit, or appeal a decision of academic dismissal. There is an Individual Review Committee 

that can be appointed by the Dean of the Graduate Division at the request of a candidate 

who is dismissed because of violations of the Code of Conduct, or whose behavior in college 

classes or SFW/A has been found to be unprofessional, or who has received a grade of No 

Pass for SFW/A. There is also an Office of Disabilities where candidates can disclose 

diagnosed disabilities and seek assistance in requesting appropriate accommodations. 
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4.6.4 System for Handling Candidates Who Have Not Met Unit Expectations. 

At the point of admission, candidates who have deficiencies in the liberal arts and sciences, 

or in physical education, or in health or nutrition, are notified in the admissions letter of the 

specific deficiencies. Applicants missing three liberal arts courses or fewer may be admitted, 

but they must complete these prerequisites before they can eligible to graduate. Candidates 

have the option of taking courses at accredited colleges, but there are also certain Bank 

Street courses that are offered specifically to redress these deficiencies: Math 495 Topics in 

Mathematics, or SCIE 510 Explorations of Nature. Other courses contain the content 

necessary to meet these prerequisites: 

math (Math 541, Math 542, Math 543 Integrated Math courses); physical education, health 

or nutrition (EDUC 591 Music and Movement); artistic expression ARTS 500N Experiments 

in Art: The Artistic Process; science (NSCI 500 Topics in Science); foreign language (Lang 

760, Lang 761, Lang 762 American Sign Language). The science courses are offered in 

collaboration with the American Museum of Natural History and were developed to 

strengthen knowledge of science content for any interested students, including those who 

did not have an adequate science background as undergraduates. 

Any candidate whose GPA falls below a 3.0 is placed on probation and is required to meet 

with the program director to develop a written plan to restore good academic standing. The 

plan must be signed by the candidate and the program director and is then filed in the 

Registrar’s Office; it is reviewed at the end of the probationary term and if successfully 

addressed, the candidate can continue to enroll with a written plan in place each term until 

reaching a GPA of 3.0. If the plan is not followed successfully in the initial or subsequent 

semesters of probation, or if a cumulative 3.0 average is not maintained once restored, the 

candidate is subject to academic dismissal. 

When a candidate fails to make satisfactory academic progress, the candidate may be asked 

to explain extenuating circumstances that may have caused this and/or may be placed on 

probation. There is an appeal process when this happens which requires that the candidate 

establish a plan with the advisor/program director for earning additional credits or 

completing the course work that the candidate has attempted, but not finished. The 

candidate may be ineligible to register for additional credits until the specified plan has 

been implemented successfully. If the appeal is granted, the student will be given a one-year 

probationary period to improve his or her academic record to meet the standards of 

satisfactory progress. There is no limit on the number of times a student may follow this 

appeal procedure. If the student chooses not to appeal, or if the appeal is denied, the student 

may regain eligibility for financial aid by taking an official Leave of Absence from Bank 

Street College for at least one year. Upon re-admittance, the student may receive assistance 

for the terms of the academic year of re-admittance and will be measured against the 

standards at the end of the annual review for continued eligibility. 

During SFW/A, faculty advisors work closely with candidates and with cooperating school 

personnel to identify strengths and needs. When a candidate’s performance calls into 

question her/his capacity to successfully complete SFW/A, the candidate is notified by the 
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faculty advisor and plans are developed for what must be accomplished in order to pass. If 

progress is insufficient, the candidate receives a grade of No Pass (NP) for SFW/A, which 

results in dismissal from the College. The candidate can appeal this decision by requesting 

that the Dean of the Graduate School form an Individual Review Committee (IRC), typically 

made up of faculty representing each of the three departments. The IRC seeks information 

from the candidate and from those involved in the decision to award a grade of NP and 

dismiss the candidate. The IRC then makes a recommendation to the Dean about whether or 

not to override the decision to dismiss the candidate. There are also times when a candidate 

makes progress in SFW/A and is performing satisfactorily but the advisor, in consultation 

with the program director and department chair, decide that the candidate can benefit from 

an extension of fieldwork beyond the requisite semesters and credit requirements. 

Another significant area of support is available for candidates who struggle with academic 

writing who can be referred by their course instructors or advisors to the Lucia Henley Jack 

Graduate School Writing Assistance Program. Alumni, trained to serve as writing tutors, 

provide individual writing support to candidates who are referred. They do so with minimal 

stipends as remuneration. While we do our best to support student with academic 

challenges, our foremost commitment is to preparing literate teachers. While we have 

systems in place for providing support for candidates who need it, we also hold firm to our 

standards and do dismiss candidates who are unable to meet our standards. 

4.6.5 Plan for Evaluating Unit Operations 

For a number of years, we have engaged in activities to assess our work. Most recently, 

during 2010-2011, time was allotted in some graduate division meetings to review rubrics 

across departments and programs. That review led to a decision to revise the definitions of 

levels of competence within each rubric across programs in the two teacher preparation 

departments and across programs within the Department of Leadership. In Fall 2011, each 

program will incorporate these revised definitions into their rubrics before they are used to 

assess candidates’ knowledge, skills, and dispositions in order to gather aggregated 

assessment data for the Fall 2011 semester. 

We have put into place an assessment system to collect, analyze and review aggregated data 

in order to evaluate unit operations and improve our practices in preparing candidates for 

their chosen professions. The system to be implemented beginning in Fall 2011 includes the 

collection, analysis and review of data from a range of sources that were described in the 

section on transition points. (See Table VI.) The aggregated data that is gathered will be 

reviewed in a variety of venues that may include portions of regularly scheduled division 

meetings, department meetings, program meetings, deans meetings, dean & chairs 

meetings, and faculty seminars. Our assessments call information that represents a 

sampling from our core constructs regarding the knowledge, skills, and dispositions we 

seek to foster in our candidates. 
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4.6.6 Summary of Candidate Performance on Assessments Conducted for 

Admissions into Programs 

As shown in Table V, the key assessments that yield aggregated data in regard to admissions 

are average GPA’s upon admission and entry survey data. For candidates who graduated 

between July 1, 2010 and June 31, 2011, the average entering GPA was 3.41. Entry survey 

data yielded information that can be compared to exit surveys and alumni surveys that will 

be used to review our programs. For example, the entry survey asks candidates about the 

number of college or graduate level courses they passed in various subject areas prior to 

coming to Bank Street. It also asks how well prepared they are to teach various subject 

areas. Responses to these questions are shown in Table VII along with responses to a 

related question on the exit survey. 

4.6.7 Summary of Sample of Candidate Performance at Exit 

As shown in Table V, the key assessments that yield aggregated data in regard to degree 

completion are: average exit GPA; exit survey data; analysis of independent study topics. 

The average GPA was 3.84 for candidates who graduated in the period from July 1, 2010 to 

June 20, 2011. For those graduates whose applications were reviewed and were admitted 

with entering GPA’s lower than 3.0,the average GPA at graduation from Bank Street was 

3.78, an indicator that the review process is effective in its decisions to make exceptions to 

the 3.0 admissions requirement. 

Table VII.  Assessment System Chart 

Activity July Aug Sept Oct Nov Dec Jan Feb Mar Apr May Jun 

Administer & analyze exit 
Surveys 

X x           

Administer course 
embedded rubrics 

X     x     x x 

Enter/analyze course 
embedded rubric data 

X x     x     x 

Administer SFW rubrics 
where applicable 

X   x       x  

Enter /analyze SFW 
rubric data 

X x   x       x 

Record pass rates > 
candidates/grads who 
took NYSED certification 
exams the previous 
academic year 

X x           

Compute average entering 
& exit GPA‟s for all 
candidates who graduated 
previous academic year 

X            
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Conduct topic analysis for 
IMPs completed by all 
candidates who graduated 
previous academic year 

X            

Administer & analyze 
entry surveys for 
candidates who 
matriculated the previous 
academic year 

  x          

Administer & analyze 
alumni surveys 

       x     

Administer/ analyze 
employer surveys (bi- 
annually) 

       x     

Develop schedule for 
review of previous year‟s 
data in venues such as 
division, department, 
program meetings, faculty 
seminars, deans, chairs, 
and chairs plus meetings. 

  x          

Review data in various 
venues (see above) 

  x x x x       

Develop improvement 
plans, where called for, in 
various venues (see above) 

      x x x x   

 

A sample of questions from the exit surveys administered to teacher preparation candidates 

who graduated in 2010-2011 gives us some information about how prepared they were in 

their graduate studies in regard to particular content including: math, literacy, social 

studies, science, arts and aesthetics, and child development. With the exception of child 

development, there were 7 to 9 queries about particular content foci within that subject 

area. The majority of respondents indicated that they had opportunities to explore or learn 

about all the content foci in all subject areas. On a 5-point rating item scale that ranged from 

“not at all” to “to a great extent,” a majority of respondents responded positively. Table VII 

juxtaposes this exit data to entry data regarding content background and perceptions about 

preparedness to teach specific content. The comparison suggests that our recent graduates 

leave with a strengthened sense of preparedness in regard to the content knowledge 

needed to be an effective teacher. 
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Table VII. Entry & Exit Survey Data 

Content area Background of 
candidates before 
admissions 

At admission, % of 
candidates 
expressing 
confidence to teach 
content 

At completion, % of 
graduates who 
indicated that they 
had opportunities to 
learn or explore 

Number  of courses 
0 1-2 3-4 5+ 

Mathematics 18% 57% 21% 4% 30% 85.3% on a total of 9 
content foci 

Reading/writing/language 
arts, literature 

4% 22% 28% 46% 77% 87.9% on a total of 9 
content foci 

Sciences 7% 53% 22% 18% 22% 75.7% on a total of 8 
content foci 

History/social studies 6% 23% 20% 51% 13% 86.8% on a total of 10 
content foci 

Arts, visual arts 20% 50% 10% 20% 38% 75.8% on a total of 7 
content foci 

Child development 21% 50% 13% 14% NA 99.1% 
 

However, there are two subject areas, sciences and arts & visual arts, where fewer 

respondents indicated that they had opportunities to explore or learn. (See Table VII.) In the 

area of sciences, there were two content foci where less than 70% of respondents indicated 

that they had opportunities to learn about that particular content. One was the employment 

of scientific equipment, e.g., sound amplifiers, sight magnifiers, measures of length, volume 

and mass. The other content focus was preparation to teach major concepts of science, e.g., 

time, change, patterns, and systems. As mentioned on p. 35, we now offer science courses in 

collaboration with the Museum of Natural History that were specifically developed to 

strengthen knowledge of science content for any interested students, including those who 

did not have an adequate science background as undergraduates. However, these courses 

have only recently been made available and we clearly need to think about how to promote 

them or extend such content into other courses as well. 

In regard to the arts, it is noteworthy that most of our teacher preparation programs 

require that candidates take a course in visual arts or in music and movement. However, the 

questions in the survey focus on the visual arts and on experiences that candidates have had 

through Bank Street’s partnership with Lincoln Center Institute. In the past year, funding 

for that partnership has dissipated. These issues point to a need to revise the questions in 

the surveys so that they are more in synch with the experiences of current candidates. 

While it would certainly be desirable to have100% of our graduates report that they were 

well prepared in regard to every one of the subject areas, their sense of how well prepared 

they are at the point of graduating could be a reflection of their own sense of efficacy as 

beginning teachers and they are saying, that is that they are saying “I won’t know how well 

prepared I am to teach until I go out and do it.” Alumni surveys, to be distributed to 
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graduates up to five years out will help us explore whether their sense of efficacy grows 

over time. 

We look forward to conducting a more complete analysis of our entry and exit surveys and 

juxtaposing that information with what we glean from the alumni surveys. A fuller picture 

of our work with both teacher and leadership candidates and graduates will undoubtedly 

inform our commitment to program improvement. Nevertheless, in closing we find it 

noteworthy and gratifying to see that 99% (see Table VII) of the candidates graduating from 

our teacher preparation programs indicate that they had opportunities to learn about and 

explore child development, a content area that is so central to our mission. 
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Appendix A 
Faculty who contributed to the Conceptual Framework document, beyond group faculty 

work. 

Roberta Altman, graduate faculty, General Teacher Education  

Bernadette Anand, graduate faculty, General Teacher Education  

Nilda Bayron-Resnick, graduate faculty, Program Director of Dual Language Programs  

Nancy Cardwell, graduate faculty, General Teacher Education  

Virginia Casper, Interim Dean 2010-2011 

Marvin Cohen, graduate faculty, General Teacher Education  

Barbara Coleman, Associate Dean for Administration  

Jeannie Crowley, Manager of Instructional Technology 

Barbara Dubitsky, graduate faculty, Program Director of Teacher Leader in Mathematics 

Education 

Helen Freidus, graduate faculty, General Teacher Education  

Nancy Gropper, Associate Dean for Academic Affairs  

Kenneth Grover, graduate faculty, Director of Principal’s Institute  

Susan Goetz-Haver, graduate faculty, Program Director of Reading and Literacy Programs  

Nina Jaffe, graduate faculty, General Teacher Education  

Jenny Ingber, graduate faculty, Director of Science Programs  

Judy Leipzig, graduate faculty, General Teacher Education  

Peggy McNamara, Department Chair of General Teacher Education  

Hal Melnick, graduate faculty, Educational Leadership  

Nancy Nager, graduate faculty, General Teacher Education 

Terry Orr, graduate faculty, Program Director of Future School Leaders Academy  

Olga Romero, Department Chair of Dual Language/Bilingual and Special Teacher Education 

& Director of Services for Students with Disabilities 

Rima Shore, Department Chair of Educational Leadership & Director of Adelaide Weismann 

Center for Innovative Leadership in Education    

Marcia Singer, graduate faculty, Director of Autism Spectrum Annotation Sequence 
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Appendix B 
2008-2013 Timeline for planned 6-year cycle of external program reviews 

Acad. 
Year 

Programs to be reviewed Degrees & Certifications 

2008- 
2009 

Educational Leadership* 

• Core Leadership Principals 
Institute 

 
• Early Childhood Leadership 

 
• Leadership in Museum 

Education 

 
• Supervision and Administration 

in the Visual Arts 
*excluding Mathematics 

 
Museum Education 

• Childhood Museum Education 

 
• Middle School Museum 

Education 

M.S.Ed. or Ed.M., School 
Administration and Supervision (N-12) 

 

 
 

M.S.Ed., School Administration and 
Supervision (N-12) 

 
M.S.Ed., non-certification 

 
M.S.Ed., School Administration and 
Supervision (N-12) 

M.S.Ed., Childhood (grades 1-6) 

M.S.Ed., Middle Childhood (grades 5-9) 
as a generalist and/or a subject specialist 

 

2009- 
2010 

Early Childhood General Teacher 
Education Programs 

• Early Childhood General 
Education 

 
M.S.Ed., Early Childhood (birth through 
grade 2) 

 
M.S.Ed., Early Childhood (birth through 
grade 2) and Special Education (birth 
through grade 2) 

 
M.S.Ed. or Ed.M., Special Education 
(birth through grade 2) 

 
M.S.Ed., Early Childhood (birth through 
grade 2) and Special Education (birth 
through grade 2) 

Acad. 
Year 

Programs to be reviewed Degrees & Certifications 
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2010- 
2011 

Childhood General Teacher 
Education Programs 

• Childhood General Teacher 
Education 

 
• Early Childhood and Childhood 

Dual Certification (Cross-Age) 

 
Childhood Special Teacher 
Education Programs 

• Childhood Dual Certification 
Program 

 
• Childhood Special Education 2nd

 

Initial Program 

 
• Childhood Dual 

Certification/Dual Degree with 
the Columbia School of Social 
Work 

Early Childhood Special Teacher 
Education Programs 

• Early Childhood Dual 
Certification Program 

 
• Early Childhood Special 

Education 2nd Initial Program 
 
● Early Childhood Dual 

Certification/Dual Degree with 
the Columbia School of Social 
Work 

 
• Student Services - Registrar 

 
M.S.Ed., Childhood (grades 1-6) 

 
M.S.Ed., Early Childhood (birth through 
grade 2) and Childhood (grades 1-6) 

 

 
 

M.S.Ed., Childhood (grades 1-6) and 
Special Education (grades 1-6) 

 
M.S.Ed. or Ed.M., Special Education 
(grades 1-6) 

 
M.S.Ed., Childhood (grades 1-6) and 
Special Education (grades 1-6) 
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2011- 
2012 

Middle Childhood General Teacher 
Education Programs and Middle 
Childhood Special Teacher 
Education Programs 

• Middle Childhood General 
Teacher Education 

 

 
 

• Middle Childhood Dual 
Certification 

 
• Middle Childhood Dual Degree 

with the Columbia School of 
Social Work 

 

 
 

Leadership in Mathematics 
Education** 

 
Student Services: Admissions 

M.S.Ed., Middle Childhood (grades 5-9) 
as both a generalist and a specialist 

 

 
 

M.S.Ed., Middle Childhood (grades 5-9) 
as both a generalist and a specialist and 
Special Education (grades 5-9) as both a 
generalist and a specialist 

 

 
 

M.S.Ed., Middle Childhood (grades 5-9) 
as both a generalist and a specialist and 
Special Education (grades 5-9) as both a 
generalist and a specialist 

 
**Currently undergoing re-registration. 
2-3 certifications possible. 

Acad. 
Year 

Programs to be reviewed Degrees & Certifications 
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2012- 
2013 

Reading/Literacy Programs 

• Reading and Literacy: Clinical 
Practice Non-Certification 
Program 

 
• Teaching Literacy 
(Classroom and Clinical Tracks) 

 
• Advance Literacy Specialization 

 
• Teaching Literacy and Childhood 

Dual Certification 

 
Dual Language/Bilingual Teacher 
Education Programs 

• Dual Language/ Bilingual 
Extension 

 
• Dual Language/ Bilingual Early 

Childhood General Teacher 
Education 

 
• Dual Language/ Bilingual 

Childhood General Teacher 
Education 

 
• Dual Language/ Bilingual Middle 

 
Reviewed with certifications below. 

 

 
 

M.S.Ed., Literacy (birth through grade 6) 

M.S.Ed. or Ed.M., Literacy (birth 
through grade 6) 

 
M.S.Ed., Childhood (grades 1-6) and 
Literacy (birth through grade 6) 

M.S.Ed., Bilingual Extension 

M.S.Ed., Early Childhood (birth through 
grade 2) and Bilingual Extension 

 
M.S.Ed., Childhood (grades 1-6) and 
Bilingual Extension 

 

 
 

M.S.Ed., Middle Childhood (grades 5-9) 
as both a generalist and a specialist and 
Bilingual Extension 
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 School General Teacher 
Education 

 

 
 

• Dual Language/ Bilingual Early 
Childhood Special and General 
Teacher Education 

 

 
 

• Dual Language/ Bilingual 
Childhood Special and General 
Teacher Education 

 
• Dual Language/Bilingual Middle 

School Special and General 
Teacher Education 

 
Student Services: Financial Aid 

 
M.S.Ed., Early Childhood (birth through 
grade 2), Special Education (birth 
through grade 2) and Bilingual Extension 

 
M.S.Ed., Childhood (grades 1-6), Special 
Education (grades 1-6) and Bilingual 
Extension 

 
M.S.Ed., Middle Childhood (grades 5-9) 
as both a generalist and a specialist, 
Special Education (grades 5-9) as both a 
generalist and a specialist and Bilingual 
Extension 

Acad. 
Year 

Programs to be reviewed Degrees & Certifications 

2013- 
2014 

Infant and Parent Development and 
Early Intervention Programs 

• Infant and Parent Development 
and Early Intervention Non- 
Certification Program 

 
• Infant and Parent Development 

and Early Intervention Dual 
Degree Program with Hunter 

 
• Infant and Parent Development 

and Early Intervention and 
Early Childhood Special Teacher 
Education Dual Certification 
Program 

 
Child Life 

• Child Life Program 

Reviewed with certification program 
below. 

 
Reviewed with certification program 
below. 

 
M.S.Ed., Early Childhood (birth through 
grade 2) and Special Education (birth 
through grade 2) 

 
M.S., Certification as a Child Life 
Specialist 

 

Process for External Review 

1. Identify professional with expertise in the area to be reviewed. Ascertain availability 

and schedule spring dates. 

2. Fall semester- faculty work on probe questions to guide inquiry. 

3. Spring semester- visit and review of written report. 
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Appendix C 
From: New York State Teaching Standards (January 11, 2011)  

Standard I. Knowledge of Students and Student Learning  

Teachers acquire knowledge of each student, and demonstrate knowledge of student 

development and learning to promote achievement for all students. 

Standard II. Knowledge of Content and Instructional Planning  

Teachers know the content they are responsible for teaching, and plan instruction 

that ensures growth and achievement for all students. 

Standard III. Instructional Practice 

Teachers implement instruction that engages and challenges all students to meet or 

exceed the learning standards. 

Standard IV. Learning environment  

Teachers work with all students to create a dynamic learning environment that 

supports achievement and growth. 

Standard V. Assessment for Student Learning  

Teachers use multiple measures to assess and document student growth, evaluate 

instructional effectiveness, and modify instruction. 

Standard VI. Professional Responsibilities and Collaboration  

Teachers demonstrate professional responsibility and engage relevant stakeholders 

to maximize student growth, development, and learning. 

Standard VII. Professional Growth 

Teachers set informed goals and strive for continuous professional growth. 
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Appendix D 
Conceptual Framework Leadership Preparation Chart – Guiding Principles and NY state-

identified leadership competencies 

GOAL:  

EDUCATORS 

PREPARED TO: 

2008 ISLLC Standards 

(have been adopted by NY State 

Regents to guide leadership 

preparation) 

Leadership competency identified in 

NYSED SBL Assessment 

1/Integrate human 

development and 

subject content in 

order to enhance 

student 

engagement and 

learning  

 

Standard 2: 

2B Create a comprehensive, rigorous, 

and coherent curricular program.  

 

Standard 3: 

3E Ensure teacher and organizational 

time is focused to support quality 

instruction and student learning. 

 

Assessment II/0001 

“Understand student development and learning” 

2/Mediate the 

world for children 

 

 

Standard 2: 

2C Create a personalized and 

motivating learning environment for 

students. 

Assessment II/0001 

“Understand curriculum planning.” 

Assessment II/0002 

“Recognize effective instruction and assessment…” 

 

3/Meet  

educational needs  

to support all 

students 

Standard 5:  

5A. Ensure a system of accountability 

for every student‟s academic and social 

success.  

Assessment II/0003 

“Understand effective methods for providing 

support to students.” 

4/Collaborate with 

colleagues, families 

and communities 

 

Standard 4: 

4C and 4D. Build and sustain positive 

relationships with families, caregivers, 

and community partners. 

Assessment I/0004 

“Understand processes of collaboration and 

cooperation.” 

5/Implement 

action research for 

innovation 

 

 

Standard 1: 

1B Collect and use data to identify 

goals, assess organizational 

effectiveness, and promote 

organizational learning. 

Assessment I/0005 

“Understand the process of change and its 

management in the school environment.” 

Assessment I/0007 

“Understand data-driven decision-making…” 



95 
 

6/Advocate for 

children, families,  

schools and 

communities 

 

Standard 6: 

6A Advocate for children, families and 

caregivers.  

Assessment I/0003 

Understand principles and practices of clear and 

effective communication. 

 

 


