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PRECONDITION #4

Introduction

National Context  

Zayed University was founded in 1998 to serve the national needs of the United Arab Emirates (UAE), one of the world’s youngest and most dynamic countries. The UAE is a federation of seven emirates, each of which is led by a sheikh who is the leader of the emirate’s ruling family.  Before the nation was founded in 1971, sheikhs were chosen as tribal leaders; each Bedouin tribe claimed territory that formed a sheikhdom or emirate.  The tribe has been the principal building block of UAE society since the first migrations to the region.  Traditional lifestyles were based on resourcefulness, which the people displayed in exploiting their harsh environment.  This was assisted by the age-old social structure in which each family was traditionally bound by obligations of mutual assistance to immediate relatives and to the tribe as a whole.  An individual’s selfless hospitality was the source of honor and pride among the tribe.  

Today, the nation relies on expatriates to fill important roles in almost all of its employment sectors.  The result of this importation of foreign workers is that UAE society is truly multicultural and global, with national Emiratis making up about 20% of the population.  Residents from South Asia are the largest percentage of expatriates (50%).  Arabic is the official language, but Persian, English, Hindi, and Urdu are commonly spoken.  More than 77% of the national and resident population are defined as literate (can read and write at age 15 or over) (cia.gov publications, 2006); literacy among the national population is estimated at about 90% (UAE Yearbook 2006).  One of the roles of the education system in the country to is to increase the participation of nationals in the work force.  This promotion of increased national employment is called “Emiratization.”  

Literacy rates were always quite high among the Arabs as the first book invariably every child was taught to read was the Holy Quran.  Schooling was through the local muttawwa, or the local preacher.  Formal education in the UAE was slow to develop, however, with the first school established in Sharjah in 1953, followed by Dubai in 1956 and Abu Dhabi in 1958 (Gulf News Archive).  By 1962, when oil production started, the sheikhdoms had just 20 public schools with fewer than 4,000 students, most of them boys (Gulf News Archive).  Today, the UAE has approximately 750 public and 460 private schools.  

Living conditions in the country today range from the energetic city life of Dubai and Abu Dhabi to small rural villages among sand dunes.  The condition of education, from school buildings to classroom materials, varies according to region.  The formal UAE national educational system was established in the early 1970s and provides a comprehensive education system for boys and girls, with free education for nationals in government schools, colleges, and universities. Public schools have four levels, spanning 14 years of education: 4-5 year olds attend non-compulsory kindergarten, 6-11 year olds attend primary schools, the preparatory stage serves children between 12-14 years, and 15-17 year olds attend secondary schools.  There is a high drop-out rate for boys at grade 9, the end of compulsory schooling, when about 50% opt for careers in the military or police.  While girls in the country tend to remain in school and are the large majority in the three federal institutions of higher education, they still encounter an educational system that relies on rote memorization.  The country’s leadership has made reform of education a high priority, in part because the current school system is recognized as a limiting factor to the country’s desire to be a global player.  There have been a host of initiatives adopted from other countries including Singapore, Australia, and Great Britain; but as of yet there has been no consensus as to how reform will be achieved. Nonetheless, it is clear that the leaders of the country want teachers who are learner-centered and use modern teaching methods, with students who engage in active learning, thinking, and problem solving.  

The Ministry of Education oversees general policies and administers education in the five northern Emirates through education zones, similar to large school districts.  The Emirate of Abu Dhabi is administered by the Abu Dhabi Education Council (ADEC), which this year assumed responsibility for education finances and hiring throughout Abu Dhabi, the largest emirate.  The Emirate of Dubai is administered by the Knowledge and Human Development Authority (KHDA).  The relationship between ADEC, KHDA, and the Ministry continues to evolve.

The goal of all administrative agencies, nonetheless, is to Emiratize the teaching force, beginning with primary schools.  Although schools are segregated by gender from grade 1, female teachers staff all schools through grade 5 and the teachers are primarily Emirati.  Boys’ schools at higher grades are staffed with men, who almost entirely come from surrounding Arab nations, such as Jordan, Egypt, Lebanon, or Syria.  Very few Emirati men enter education, and this has recently become a goal of the administrative agencies.  A teaching profession is seen as an appropriate career for women from conservative Islamic families.  Thus, for many girls, this career choice coupled with their own desires to make a difference and contribute to the future has created a strong cadre of female teachers.   Our initial preparation of young women to become teachers not only meshes with the University’s mission but contributes to the nation’s goal of Emiratization.

The University  

Zayed University was established for Emiratis
 to prepare students for meaningful lives and, through their future professional work, to support and help shape the future of the United Arab Emirates.  During the first phase of its operation, the University admitted only female students.  Beginning in the spring semester of 2007, the university began to diversify its student population through the admission of males and some international students.  Advanced programs admit both females and males and international students.  Co-equal campuses have been established in Dubai and in Abu Dhabi.  These campuses share one central administration and are governed by the same policies and procedures.  

During the first stage of ZU’s development, the administration and faculty charged to implement the vision began to develop its learner-centered, outcomes-based undergraduate programs. During this stage, the University committed itself to high quality undergraduate learning by developing a number of structures, most notably a system originally called the Academic Program Model.  This system envisions sets of matrixes made up learning outcomes, indicators and performance criteria.  The on-going development and refinement of these outcomes and their accompanying matrixes defines the University’s approach to learning and commitment to assessment and continuous improvement.  

The outcomes and matrixes that subtend the entire curriculum are called Zayed University Learning Outcomes (ZULOs); the outcomes used in the colleges are Major Learning Outcomes (MALOs).  Taken together, the ZULOs and MALOs provide a scaffolding of University-wide and major-specific outcomes that extend across the entire undergraduate curriculum.  The ZULO matrixes define levels of student attainment in the core knowledge and skills, and provide knowledge about the level of student learning at key points.  Other data are collected in the natural context of teaching and learning in a university setting in the baccalaureate program.  The colleges and the Colloquy on Integrated Learning 
consistently use these data to evaluate their effectiveness in achieving their learning outcomes and to improve student learning through curricular revision.  The undergraduate ZULOs and MALOs do not apply to advanced programs, so each advanced program develops its own learning outcomes in alignment with Unit goals.  

An important strategy for aligning Zayed University’s educational and administrative practices with the best elements of U.S. higher education is the selection of senior academic administrators who have had significant experience in leading academic programs in the United States. The deans are responsible for all aspects of the institution’s educational mission through the management of its faculty and the oversight of quality educational offerings.  The deans oversee the operation of their programs on both campuses. They divide their time between campuses, following a regular rotation. They are assisted in their work by internal administrative teams. The internal administrative structures of the Colleges of Business Sciences, Communication and Media Sciences, Education, and Information Technology are roughly parallel to one another. Each of the four deans has an assistant or associate dean on each campus who oversees the college’s educational activities, concerns for student success, and day-to-day operations.  As a group, the assistant and associate deans on each campus also play a major role managing campus-wide activities for the undergraduate programs.

4.1 Overview of Conceptual Framework.

Context 

Zayed University was founded in 1998, and the College of Education was created in 2000.  The University aims to provide its students with a socially and intellectually challenging environment in which they can develop the critical and empowering skills necessary for them to effect the development of their country.  Within this broad University context, the College of Education works to prepare educators at all levels to be active change agents and educational leaders who will assist the UAE in its reform of education. 

Faculty in the College were chosen from several different nations and today come from the United States, Australia, New Zealand, Ghana, Jordan, Canada, Spain, India, Morocco, and the United Arab Emirates.  A diverse group, the faculty represent Arab, African, African-American, Mexican, Hispanic, Spanish, East Indian, and Caucasian races/ethnicities.  The solidarity of the faculty about their purpose at Zayed University in preparing students to be leaders and to improve education is expressed in theme of the College’s Conceptual Framework:  Coming Together to Learn, Educate, and Lead.

Overview of the Conceptual Framework  

Coming Together to Learn, Educate, and Lead

The University strives to uphold the vision and standards of the founding father of the United Arab Emirates, Sheikh Zayed bin Sultan Al Nayhan, after whom it is named.  Sheikh Zayed not only unified the country politically through adept diplomacy, he also set the country on its current pathway to modernization and development.  He firmly supported education, always placing specific emphasis on the education of Emirati women.  The College’s Conceptual Framework incorporates his vision of the development of all Emirati citizens into its daily teaching and learning among faculty and students.  In particular, Emirati women come together with other university students and faculty to learn the knowledge and skills needed to become an educator.  They in turn, will set out to educate the future citizens of the U.A.E. and lead the educational reform needed to realize the vision left by Sheikh Zayed to guide, build upon, and inspire this country.

University Learning Outcomes.  Coming Together to Learn, Educate, and Lead frames the ZU College of Education’s mission to prepare educators for the 21st century.  The Conceptual Framework brings together in one framework three different sets of standards.  The first set of standards is Zayed University’s Learning Outcomes, called ZULOs in ZU documents.  

The six ZULOs are:

· Leadership: ZU graduates will be able to assume and support leadership roles and responsibilities in a variety of life situations and accept accountability for the results.

· Language:  ZU graduates will be able to communicate effectively in English and Modern Standard Arabic, using the academic and professional conventions of these languages appropriately 

· Global Awareness:  ZU graduates will be able to relate to communities beyond the local, perceive and react to differences from an informed and reasoned point of view, and be critically aware of the implications and benefits of cultural interaction.

· Critical Thinking and Quantitative Reasoning:  ZU graduates will be able to use information, reasoning, and creative processes to achieve goals and make responsible decisions.

· Information Technology:  ZU graduates will be critically aware of the implications of information technology on the individual and on society, and be able to use IT to communicate and solve problems in an ethical way.

· Information Literacy and Communication:  ZU graduates will be able to recognize information needs, access and evaluate appropriate information to answer those needs, and communicate effectively to a variety of audiences in both English and Arabic.

The second set of standards is taken from the Interstate New Teacher Assessment Support Consortium (INTASC, 1992).  Those two sets of standards were aligned, and the third set of standards (called learning outcomes) was developed. This set of standards was then operationalized into proficiencies that are referred to as Major Learning Outcomes (MALOS) at ZU.  Within this document we refer to the third set of standards as our Learning Outcomes through which our Conceptual Framework is implemented; alignment of the three sets of standards is shown in Appendix A.  The four learning outcomes are:

· professional knowledge, 

· professionalism, 

· global awareness, and 

· cultural responsiveness.

Development of Conceptual Framework and Learning Outcomes: The Process.  The Conceptual Framework was developed following an intensive series of sessions to generate a strategic plan in 2005.  Through continued discussions over the past four years, the Conceptual Framework has been refined and modified to incorporate constructs and principles more aligned with learning, educating, and leading in the UAE. Faculty and graduates’ knowledge of Emirati students and their learning backgrounds and styles was a significant factor in these discussions.  Although the Conceptual Framework is supported by western research, it is also supported by the cultural values of the UAE.  Learning outcomes for the two recently developed advanced programs were developed using the standards of the United States Educational Leadership Coordinating Council (ELCC) and the Council for Exceptional Children.  Two additional master’s programs were approved in 2009, but of the four, only the Master of Education in Educational Leadership has admitted students to date.

Faculty discussed and debated over a series of semesters how to translate the intent of learning, educating, and leading into the learning outcomes given above that aligned with those of INTASC but stayed true to the culture, needs, and traditions of the UAE.  More recently in 2009, the College completed its discussion of the professional dispositions that graduates should demonstrate in order to be effective and successful as professional educators.  They are: caring, respectful, flexible, collaborative, and reflective.

Preparation in both initial and advanced programs is accomplished through the coherent integration of learning outcomes and their assessment outcomes (indicators) for knowledge, skills, and dispositions and the elements of professional and pedagogical field experiences and capstone.  Our Conceptual Framework applies to both initial and advanced programs.

4.2  Vision and Mission of Institution and Unit

Institution

Vision

Zayed University shall become the leading university in the region, embodying the same rigorous standards and intellectual elements found in major universities through the world.

-H.E. Sheikh Nahayan Mabarak Al Nahayan

President, Zayed University

Minister, Higher Education and Scientific Research

The vision, as expressed by Sheikh Nahayan, calls for Zayed University to offer a world class education with a student-outcomes-based curricular model, ensuring that graduates have received the best possible education. The University has made great progress in achieving this vision, and many features of institutional practice already address the vision statement’s call for quality comparable to leading institutions.  The academic leadership and faculty also recognize that the building of a leading university in a country with a new educational infrastructure — no matter how dynamic that country may be — is a process requiring a period of many years to fully achieve this vision of quality (“the same rigorous standards”) and comprehensiveness (“the same intellectual elements”).

Mission

Zayed University seeks to prepare Emirati students for meaningful and successful twenty-first century personal and professional lives; to graduate students who will help shape the future of the U.A.E.; to support the economic and social advancement of the UA.E.; to lead innovation in higher education in the U.A.E. through teaching, research, and outreach; and to do so in a culturally diverse, humane, technologically advanced, and increasingly global environment.

Unit

Early candidates in the College of Education saw themselves as teachers who would return to their communities to use modern methods and make classrooms and schools joyous places to learn and develop. They had a great desire to right the wrongs that they had experienced in their own education, and they wanted to prepare their students in ways that would enable entry into any university.  

As the earliest graduates took their places in public and private schools, they often assumed informal leadership and training roles in addition to their teaching roles.  Their success with students and their knowledge of teaching methods led their students to be excited about lessons and enthusiastic about their studies and gave rise to great curiosity within the walls of schools.  Other teachers began to seek out the ZU graduates for advice.  It became very clear to the College of Education faculty and candidates that there was a higher responsibility for graduates of the College.  Our candidates continue to see themselves as leaders in schools, in education agencies, in their home communities, and in the region.  The University and the College of Education thus have a unique and compelling obligation to the nation to provide the highest quality education for the nation’s females in keeping with Sheikh Zayed’s vision of equality for women and the paramount importance of education at all levels.  The vision and mission statements of the College reflect these graduates’ experiences and aspirations.

Vision

The College of Education aspires to produce exemplary graduates who will become high quality teachers, administrators, and future leaders in the United Arab Emirates and to conduct research that makes a difference in the real world of schooling and education.

Mission

The mission of the College of Education is to

· Prepare highly competent, committed, reflective, and creative new educators to lead and serve education in the United Arab Emirates 

· Provide graduate programs, professional development opportunities, including post-baccalaureate programs, and outreach activities in areas of identified need for teachers, principals, and other school professionals

· Conduct research that is relevant to the United Arab Emirates and that informs practice.

The four interrelated learning outcomes of the professional knowledge base, global awareness, cultural responsiveness, and professionalism form the building blocks of our Conceptual Framework and are the elements we consider to be essential in the preparation of educators.

4.3.  Unit philosophy, purposes, goals, and organizational standards

Unit Philosophy.  We are guided by Fullan’s consideration of education’s moral imperative of bettering the lives of students and helping all students learn (1993). This is achieved through helping candidates to develop their capacity to actively and continually master the knowledge and skills related to their professions, as well as  encouraging and supporting their ability to work collaboratively with others.  Through our programs of study, we expect to prepare individuals who are skilled, caring and nurturing professionals (Noddings, 1999).  A core component of the Unit's philosophy is that since our candidates will be working in a global society, we would reason that they must have knowledge of, and experiences with, other cultures and be prepared to work with diverse children and families (Gay, 2000; Nieto, 1999, 2000).  
Unit Purpose.  These philosophical considerations are imbued in our purpose.  We believe we need to prepare professionals who exhibit the skills, dispositions and knowledge that enable them to work in an ever changing global and national context, who in turn can prepare their students to lead successful lives in the 21st century.  Candidates must exhibit the attributes described in our vision.  Such preparation involves a “dynamic relationship that changes with different students and contexts” (Hoban, 2000, p. 165).  As a consequence, faculty use participatory and active learning methods, putting into practice the pedagogy they want candidates to be able to use.  The core curriculum for undergraduate programs is grounded in the study of learning, child and adolescent development, curriculum, and assessment, supported by subject matter pedagogy and closely supervised school experiences.  The curriculum for advanced programs is grounded in theory and practice that candidates will need in their roles as educational leaders for the country (insert citations).  All advanced candidates take core courses in leadership, research, learning, and assessment.

Unit Goals.  The theme coming together to learn, educate and lead and the interrelated learning outcomes, or goals, of professional knowledge, professionalism, global awareness and cultural responsiveness is the foundation of our Conceptual Framework, and permeates all our programs of study. Our Conceptual Framework drives teaching and scholarship in the Unit.  It represents who we are and what we believe regarding the preparation of teachers, administrators, school social workers and educational leaders.  As we began to expand into graduate programs, the first program offered was a Masters of Education in Educational Leadership, demonstrating our commitment toward developing Emirati leadership.  We believe that active learners who construct meaningful learning are at the heart of the educational process. Individuals who teach and work with children in schools must be leaders and role models.  This is especially important in the UAE where we are preparing our graduates and undergraduates to take the lead in efforts towards school reform. 

Information about the knowledge base for teacher education from United States scholars (e.g., Anderson, 1989; Darling-Hammond & Bransford, 2005); Darling-Hammond, Wise, & Klein 1999; Murray, 1996; Reynolds, 1989, 1992; Turner-Bisset, 1999), and those of other nations, such as Australia and New Zealand, provided a rich source for faculty as they considered the elements essential to the Conceptual Framework for the College.  The reference list in this document includes actual citations; a much longer bibliography is available.

Learning Outcomes.  As stated above, learning outcomes are used to guide faculty pedagogy, curriculum and assessment design (CHEA, 2001).  Operationalizing the principles into learning outcomes serves to provide coherence in both initial and advanced programs. These interrelated learning outcomes  help ensure  candidates develop into skilled, effective and knowledgeable teachers, school social workers and educational leaders who impact the lives of the students with whom they work.

1. Professional Knowledge

Candidates demonstrate and are able to use knowledge of the profession, which includes pedagogical and content knowledge for teachers, and professional knowledge for other school professionals.  This outcome is elaborated in the delineation of expected measurable assessment outcomes, which include knowledge of and ability to use professional knowledge of learning and development; content competence; content pedagogical knowledge; motivation; technology; standards; curriculum; and assessment.  Professional knowledge is essential for those who educate and who lead.

2. Professionalism

Candidates demonstrate the qualities of reflective and ethical practitioners, display the standards of the profession, and make evident in their behavior what becoming a 21st century professional entails.  Candidates must also demonstrate the ability to communicate, facilitate, and collaborate effectively.  A commitment to learn throughout the career is essential for all education professionals.

3. Global Awareness

Candidates demonstrate excellent communication and information literacy knowledge and skills; they elucidate the influence of context and culture on behavior; and determine factors outside of school that may influence students’ lives and learning.  Educators in the UAE must learn, educate, and lead with regard to global awareness.

4. Cultural Responsiveness

Candidates demonstrate knowledge of local and regional issues of diversity and culture.  They explicate opportunities and challenges of living and working with diverse and multiple cultures, and demonstrate methods of serving diverse learners and learners with special needs.  Coming together has long been a hallmark of Arab culture through the majlis where sheikhs hold open discussions for tribe members and others for the purpose of learning, educating, and leading.

Each learning outcome is assessed throughout the program for both knowledge and skills as seen in Appendix B and includes specific indicators or proficiencies expected of candidates.  In section 4.4 we articulate the importance of these learning outcomes, citing research which supports our vision, mission and philosophy regarding the preparation of educational professionals.

Dispositions.  Dispositions are beliefs, attitudes and values that lead to behaviors and actions which demonstrate a commitment to helping the educational community (Feiman-Nemser & Remillard, 1996).  Dispositions were developed from, and align with our vision, mission, philosophy, purpose and outcomes.  As stated above, we debated which dispositions were essential for the type of educator we wanted to prepare in the context of the UAE and the global society in which we live.  Cultural values of the Bedouin culture were considered, including hospitality, loyalty, relationships, and honor.  We identified five dispositions of the professional we seek to prepare: caring, flexible, respectful, reflective, and collaborative.  We believe that these are critical dispositions for teachers and school professionals in the UAE in order to impact the learning and lives of the children and families with whom they work.  Candidates and faculty are expected to model and demonstrate these dispositions as they teach and work in educational environments.  Thus descriptions of the five core dispositions for the professional educator in the United Arab Emirates are:

· The candidate demonstrates the quality of a caring professional through careful listening and thoughtful inquiry questions.  A caring professional also builds and establishes what Noddings (1999) calls “relations of care and trust,” which requires fairness with the children with whom they work.  

· The candidate demonstrates flexibility, adapting to different situations in a changing society and school environment while remaining grounded in the goal and best interests of the student

· The candidate shows respect for all cultures, languages, and individual differences through mutual respect for the individual and for groups.  This disposition incorporates NCATE’s emphasis on working with diverse students and colleagues.

· The candidate is reflective, analyzes personal actions and continues to seek new knowledge to improve their performance.  This disposition emerges from the belief that all students can learn and that reflective practice will enable candidates to identify ways to make this happen for all their students.

· The candidate is collaborative in working with colleagues, parents, and the community.

These affective outcomes involve development of particular behaviors and values (CHEA, 2001).  Candidates in both initial and advanced programs will be asked to self-evaluate on these dispositions at transition assessment points beginning spring 2010.  Faculty also will evaluate candidate dispositions in classes, field experiences, internship, and informal interactions.  The form can be found in Appendix C.


The Conceptual Framework Model.  The model shown in Figure 1 is a representation of the Conceptual Framework. A globe is at the center of the model, representing the diversity of faculty who have come together with their students at ZU to learn from each other, educate the next generation of teachers and educational leaders, who will then lead this nation’s education programs into the global arena. The globe anchors the theme of the Conceptual Framework and our learning outcomes. Not only does the mosaic reflect the Arab culture, there are also specific tiles that acknowledge the cultural and regional influences in the Conceptual Framework.  For example, the vision of Sheikh Zayed anchors the model while the nation's traditions and culture contextualize and enhance our programs. The two central tiles represent the standards and expectations of Zayed University’s learning outcomes and the college’s candidate dispositions.  Tiles representing the four learning outcomes secure the model so that all the elements assure a robust program that enables our candidates to reach higher levels of achievement as educational professionals in the UAE. 

Figure 1.  Conceptual Framework Model 
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4.4 Knowledge bases, theories, research, wisdom of practice, and policies

The research underpinning the Conceptual Framework is taken from cognitive theory (Sternberg, 1999; Mayer, 1998), which deals with how students think and assumes that students must think in order to learn; Lee Shulman's (1999) and Nel Noddings' (1999, 2005b) ideas about the teacher as a nurturing and caring professional; the work of the National Research Council (Bransford, Brown, & Cocking, 1999a), and the American Psychological Association (Lambert & McCombs, 1998) on how people learn.  The development of learning outcomes/goals and assessments of the College are supported by  the work of Linda Darling-Hammond and John Bransford (2005)about the preparation of effective teachers for a changing world and the importance of having coherent programs of study through the organization of course work and field experiences.

We discuss each learning outcome, incorporating the assessment outcomes for knowledge and skills below.

The Professional Knowledge Base.  Professional knowledge encompasses the skills, knowledge and dispositions candidates must have in order to work effectively in educational environments.  During initial Conceptual Framework development, faculty with substantial experience in UAE schools, teachers, principals, and students provided their ideas and suggestions. What was learned was largely about changes that needed to be made.  This reinforced faculty’s intent to build a curriculum and experiences based on research about how students learn and develop.  Furthermore, recent work by Linda Darling-Hammond (2001), the World Bank (2008), UNESCO (2007) and the Arab Knowledge Report (2009) underscored the faculty’s confidence in the selection of the Professional Knowledge Base and its components not only as a guiding principle, but also as a Learning Outcome. 

Knowledge of the content to be taught underlies all aspects of good instruction (Bransford, Darling-Hammond & LePage, 2005).  For teachers, this means a mastery of content and pedagogical knowledge.  To help their students learn, teachers need to understand the concepts, structures, purposes, and modes of inquiry in the disciplines they teach.  They must also have the skills to adapt their lessons to the diverse children they teach (McDiarmid, Ball, & Anderson, 1989).  School professionals other than teachers also must develop an in-depth knowledge of the professional knowledge base in their fields; this includes an understanding of learning, and its development in various contexts such as school and home.  

Therefore we view development, learning, pedagogy, reflection and caring as foundational in the development of the professional knowledge of our initial and advanced candidates.

Development, Learning, and Pedagogy.  Faculty approach learning and development by incorporating the principles of constructivist pedagogy.  Fosnot (1996) provides a description of constructivism and its historical foundations.  Constructivism refers to the belief that each individual creates human knowledge, and constructivist teacher education generally shares two characteristics:  it is student-centered, and it is “based on a theory of learning that focuses on how students develop understandings” (Richardson, 1999, 145).  In recent years, the concept has been accepted into the scholarly literature on initial teacher education (e.g., Vygotsky, 1978; Brooks & Brooks, 1993; Duckworth, 1996; Kamii, 1985).  The literature on adult education, which is more relevant to advanced programs, also emphasizes the importance of active engagement of learners (Knowles, Holton & Swanson, 2005).  The use of cognitive theory and constructivism pedagogy as the foundation of the program meshes with the ZU Academic Program Model, which asks faculty to use pedagogy that engages candidates in “interactive, collaborative, and applied learning experiences” (2002, 11).  Faculty therefore model constructivist principles in order to prepare candidates who will foster thoughtful inquiry in school and leadership positions.

However, even though we firmly support constructivist pedagogy, we also understand that different students learn in different ways and that knowledge of facts and basic concepts is a necessary base for higher-order knowledge and thinking skills (Bransford, Brown, & Cocking, 2000).  One type of pedagogy closely, but perhaps inappropriately, linked to behaviorist pedagogy is direct or explicit instruction, which has been shown to be an effective teaching and learning method (American Institutes for Research 1999; Gersten, Keating, & Becker 1988; Meyer 1984; Shulman 1999) particularly when implemented in ways that actively engage students or when used with special needs students.  Direct instruction pedagogy, according to Kozloff, LaNunziata, and Cowardin (1999) has moved from teacher-guided to student-guided formats that foster independence and higher-order thinking and is especially effective when the purpose of instruction is related to basic facts and concepts.  We understand that both “the basics” and thinking and problem-solving skills are necessary, which requires that a variety of approaches to teaching including lecture-based, skills based, inquiry based, technology enhanced, and individual and group work be taught and modeled.  We expect our initial candidates to develop and master these approaches, and impact student learning in schools during field experiences and beyond their programs of study.  At the advanced level, our candidates need to understand various approaches to teaching so that they may make reasoned decisions about teachers and schooling in their roles as leaders.

We fundamentally believe the first essential of good teaching is that candidates learn content knowledge, and that they know how to transform that knowledge into the professional activity of teaching (Kennedy, 1987).   Faculty model the essentials of good teaching and are evaluated on the same components we ask our candidates to learn.  Good teaching begins with a sound foundation in the discipline’s content knowledge that includes facts, concepts, procedures, knowledge of explanatory frameworks, and syntactic knowledge or knowledge of ways in which new knowledge is brought into a field (Goodlad, 1994; Darling-Hammond, 1999; Grossman, Wilson, & Shulman 1989).  This is accomplished through content study in the Colloquy on Integrated Learning and in content courses in the Colleges of Arts and Sciences, Instructional Technology, and Communication and Media Sciences.

A second aspect of good teaching is the ability to transform knowledge into teaching that Kennedy (1987) discusses which involves knowledge of links between discipline areas, how that knowledge applies to real-world settings, and how the subject area being taught is organized and developed (Marzano, 2003; Darling-Hammond, 2000, 2001).  This includes knowledge of appropriate ways to present the content and to involve students in the content.  Called pedagogical content knowledge (Shulman, 1986, 1987), this ability rests on both structured teaching and inductive learning (e.g., construction theory).  As a consequence, we enable candidates to learn to use the facts, concepts, and principles that scholars have generated, in addition to engaging them in discovery learning where candidates search for problems, patterns, and solutions in ways they might use in their classrooms.  

A third essential of good teaching is knowing one’s students and being committed to their learning.  Darling-Hammond (1999) reports that different objectives of learning and different content areas require different types of instruction.  Recognition of individual differences and the ability to make appropriate adjustments to teaching are at the core of this ability. Thus, a core element of good teaching is the ability to use a variety of instructional strategies as well as knowing when to use them and is an outcome also emphasized in our fourth learning outcome on Cultural Responsiveness as well as the disposition of flexibility.

Assessment of student learning that enables the excellent teacher to create and maintain student learning experiences forms the fourth essential of good teaching (Wiggins, 1993, 1998; Wiggins & McTighe, 1998). Candidates learn that it is necessary to link assessment to learning and to student learning goals.  This type of assessment benefits both student and instructor; for the student it can be a measure of their learning strengths and challenges (either at a point in time, or over the long term such as in the case of portfolio assessment).  For the instructor it is an opportunity to examine the strength of instruction as well as the match between  programmatic goals and learning outcomes..  Excellent teachers keep close track of student progress through a variety of assessment tools and then carefully reflect on their own teaching in relation to student progress.  This requires consideration of the range of students in the class.  We work with our candidates so that they are able to use both traditional measures and more innovative approaches such as demonstrations, exhibitions, simulations, technology, portfolios, and self-assessment.  

Finally, good teaching involves learning about classroom logistics and management, instructional routines, and special needs.  In particular, Marzano’s (2003) definition of classroom management fits within the culture and expectations of U.A.E. classrooms.  Candidates study specific techniques, observe and then practice classroom management skills during practica and debrief what they have learned with faculty as well as implement various instructional strategies in practica before and during their internship.  

Reflection and Caring.  While reflection is a disposition and an essential component of professionalism, it is also a vital element in the development of candidate professional knowledge.  Candidates need to be taught how to reflect to improve their teaching and student learning (Yost & Sentner, 2000).  As part of their professional learning, we prepare candidates to reflect on and evaluate their own thinking processes and reasoning.  Many definitions and approaches to reflection have been offered, and reflection has become a prevailing theme in the literature, having been given impetus by the work of Schön on the reflective professional (1983, 1987).  Schön basically views reflection as the process of understanding and improving one’s own practice and considers it an essential skill of the professional. Reflection is one pedagogical expression of strategic thinking (cognitive theory), where the research indicates that achievement is more likely to improve when learners think about their own learning. We believe learning and development depend upon the essential ability to reflect on and regulate the thoughts and behaviors that are essential to learning for both our candidates and their students (Alexander & Murphy 1998, p. 31).  In our College, candidates are expected to be reflective about their instructional decisions and make changes appropriately. The same can be said for the decision making process of other school professionals and advanced candidates

Caring is also a disposition essential in the development of professional knowledge and professionalism. The work of Nel Noddings is central in our thinking about the professional knowledge base and how it is implemented in the classroom and school environments.  She has argued for many years that teachers and school professionals must be caring individuals. Noddings posits that teachers and school professionals must build relationships with children. They must be persons who are “prepared to respond to the needs of students as both learners of subject matter and young persons learning to live meaningful lives” (1999, p. 219). She also makes the case that caring requires competence, and that caring and motivation are interrelated. For candidates to be knowledgeable, they must be competent in contextualizing their knowledge among the issues faced in the 21st century and care enough about students to develop experiences that allow students to construct their own knowledge and skills and use what they learn to interact with their world. The classroom and school environment created by caring teachers and school professionals, helps to create motivation for learning, especially when educators take students’ goals and interests into account or students perceive the classroom and school climate as supportive and encouraging (Alexander & Murphy, 1998).Furthermore, for school professionals such as school social workers, caring is demonstrated by advocating for children, services, and school programs, as well as creating meaningful learning opportunities and interactions with students and families.

Our challenge is to help our teachers and school professionals to transition from the notion of knowledge acquisition where the teacher is the center of the classroom to the view of a student as an active learner and with knowledge seen as “usable” (Bransford, Brown and Cocking, 1999, p. 16).  Sarason defines the overarching goal for the students of teacher education as acquiring “knowledge, conceptions, attitudes, and ways of thinking that enable them to be self-directed, self-critical, and desirous and capable of new learning” (1993 p. 70).  We concur with his statement and our assessment outcomes for the professional knowledge base are designed to achieve this overarching outcome at both initial and advanced levels.

Professionalism.  We strongly encourage our candidates at both undergraduate and advanced levels to demonstrate the dispositions, knowledge and skills one would expect of professionals, such as ethical and caring practice, continuous improvement, and professional development.  Consequently, one of our four learning outcomes focuses on professionalism.  College faculty, both collectively or independently, work closely with schools in Abu Dhabi and Dubai on the nation’s goal of school reform.  One indicator of ZU Learning Outcomes expects candidates to propose or plan actions in ways that demonstrate this type of social responsibility, which is also linked to the guiding principle of global awareness (ZU Program Model, 2002).  We expand that expectation to the advanced level.  Social responsibility and professionalism require critical thinking skills that are honed throughout the course of study at ZU.  We expect our candidates to know and understand what professionalism is and demonstrate it in their work with the educational community.  Our candidates at all levels should and must be recognized for their professionalism in educational spheres.

Characteristics of a profession were outlined by Lee Shulman in the Hunt Lecture at the American Association of Colleges for Teacher Education annual meeting in 1998, when he offered five principles that guide us in helping candidates think about the professionalization of teaching, and we accept these characteristics as key elements of the set of professional attributes we want our graduates to have internalized.

· Obligations of service to others.  Shulman argues that teachers must be technically and morally grounded; as professionals, they are granted autonomy because society needs the service that they offer.  We encourage our candidates to exercise autonomy to the extent possible in their classrooms, to be technically excellent, and to demonstrate ethical practice.

· Understanding of scholarly and theoretical foundations.  Shulman notes that a sine qua non of a profession is the knowledge base(s) that guides practice.  We offer study of the knowledge base as defined in the Conceptual Framework.

· Skilled practice and performance.  According to Shulman, “Although a significant portion of the knowledge base is developed in the academy, it is not professional knowledge until enacted in the crucible of the field.”  We work with our candidates extensively in the field through three practicum experiences and the internship to improve skills and performance and to learn where the knowledge base should be modified.

· Exercise of judgment under conditions of unavoidable uncertainty.  If either theory or practice were able to operate by itself, Shulman argues, we would not need professionals.  It is the tension between the two that allows the professional to intuit, discern, and decide how best to act when “design and chance collide.”  Even though classrooms in the U.A.E. are highly regimented, teachers still must exercise judgment and deal with dilemmas.  We help candidates learn how to make decisions and access information.

· Ability to learn from experience.  Professionals are able to be thoughtful about the consequences of the collision between design and chance.  Their reflection leads to new learning.  We emphasize learning through self-assessment and reflection and continuous professional development (Shulman, 1998).
Global Awareness.  The University emphasizes global awareness as a learning outcome.  In the context of education within the UAE, the concepts of diversity and global awareness assume quite different connotations than when used in western nations. The reality in the UAE is that diversity and a global economy are the norm, with multinational companies, multiple national curriculum schools, more expatriates than citizens, and the rapid development of a nation only 39 years old.  Emirati nationals live in a highly diverse nation, where less than 20% are Emirati.  Within ZU, global awareness means respect and awareness of other cultural experiences, beliefs, and values and the ability to see connections among them.  They also mean developing the ability to examine global issues within the local context, such as comparing various national systems of education and the ability to generate new understanding of a topic.  Finally, global awareness means the ability to provide an informed response to a global concept or issue through conceptualization of a topic (Noddings, 2005; ZU Program Model, 2002).

The most striking example of our commitment to ensuring that our graduates are globally aware is our commitment to making certain that they are able to communicate in English, the international language, and Arabic, the language of the country and their region.  According to Stronge (2002), students taught by teachers of higher verbal ability learn more than students taught by teachers with lower verbal skills and vocabulary. Our graduates are excellent examples of this quality of effective teacher. All candidates are expected to be fluent in both oral and written Arabic and English and refine their written and verbal communication skills throughout the professional sequence.  In turn they need to be competent enough in their written and verbal communication to effectively teach and work with children and varied audiences in various contexts.

In addition, candidates at both initial and advanced levels are encouraged to collaborate with each other.  Cazden found that candidates may be more likely to collaborate with each other when involved in computer projects than they are in other classroom tasks (1985).  Candidates have multiple opportunities across course experiences to work in small group projects using technology to design and create products.  They also learn to access information and to critically evaluate information and its sources.  Therefore, candidates are expected to use information technology for productivity, communication, research, problem solving, and decision making.  

Global awareness is another characteristic essential for teachers, school professionals and leaders because of the role they play in helping students make sense of a rapidly changing “globalized” local environment and world.  A new nation that is focusing on its economic infrastructure, the UAE is dependent on other nations for manufactured goods, foodstuffs, and labor.  In return, the world depends on the UAE’s natural resources of oil and gas.  This interdependency creates a global environment for candidates where they, as teachers and school professionals, become a key element for global awareness.  Global awareness is not a set of cultural activities, informational materials, or approaches.  Its boundaries are not defined in alignment with those of multicultural education or diversity.  Instead candidates see interdependency as a critical need to include sustainability of the earth’s resources in their teaching and learning.

It is important to note that this respect for difference and change has strong roots in Islam.  Bennett (1994) has noted that global awareness enables candidates to learn multiple perspectives, intercultural competence, and respect for human rights.  In Islam, teachers and scholars are held in esteem; their wisdom is a source of societal justice, consideration for the rights of others, and mutual respect.  By preparing our candidates to help school children understand the complex world in which they live, candidates are connecting with something highly valued in Islam and have both the recognition and responsibility as carriers of wisdom themselves. Candidates have the opportunity to they are fitting into to a pre-understood category as a carrier of wisdom.  At the same time, candidates become models of the Islamic principles of loyalty, caring, and tolerance.  We prepare our candidates to be globally aware and to impart this awareness to the children and families with whom they come into contact.  

Cultural Responsiveness. While global awareness focuses mostly on the content of teaching an awareness of the earth and the interdependency of the world around them, cultural responsiveness focuses on pedagogy.  The term cultural responsiveness has been used in the United States to reflect a philosophical and pedagogical body of work related to advocating for linguistically, culturally diverse, and ability diverse students, who have not benefited from an educational system which is often seen as reaching only the “mainstream” population (Gay 2000, Ladson-Billings 1995; Delpit 1996; Delpit & Kilgour, 2002; Nieto, 1999; 2000).  However, within the context of the UAE, the central tenants of this philosophy and educational strategy can be applied to a primarily Arab speaking population, learning English as a second language.  In addition, culturally responsive teaching strategies support first language development and the nurturing of one’s cultural and linguistic identity as a bilingual learner.  Furthermore, culturally responsive strategies ensure that a student’s prior knowledge, linguistic and cultural experience and abilities are seen as a “resource” and given value in the classroom curriculum, and to ensure that that teachers maintain high expectations of all their students (Moll, 1992; Gonzales, Moll, & Armanti, 2005).  This knowledge and focus is crucial in the multiethnic and multicultural society of the UAE.  

Issues of diversity and cultural responsiveness are central to beliefs and attitudes toward the actual practice of pedagogy—whether it is a simple act for knowledge acquisition or whether it is seen as a “moral activity that requires thought about the ends, means, and their consequences” (Feiman-Nemser & Buchmann 1986, p. 239).  Tom (1984) holds that that teaching is a moral enterprise “because [teachers] decide what learning is worthwhile for students” (as cited in Tom 1997, p. 107).  The perspectives of social justice, diversity, caring and competence, and the moral dimensions of teaching have been discussed in the teacher education literature for some time (see Noddings 1999, 2005b; Tom 1984; Darling-Hammond & Bransford, 2005) and interact in compelling ways when considering the teaching of all children and the learning of all children.  Working with candidates to understand and use these pedagogical approaches will enable them to address the different learning needs of their students as they are associated with cognitive differences, disabilities, language differences, and diversity (Garcia, 1993; Ladson-Billings, 1995; Ladson-Billings, 1995a).

In the last three years or so, the nation’s leaders have emphasized equal access and the importance of educating children with special needs, and there is an increasing emphasis on inclusion.  We anticipate that the context of schooling in the UAE will gradually change, underscoring the importance of issues of diversity, special needs, and cultural responsiveness in the moral enterprise of teaching.  The goal is for candidates to understand and value their own culture, heritage, and traditions, learning also to adapt to change, framing issues in a global perspective, and reflecting on their own experiences.  

Recently, the nation’s leaders also raised concerns about the potential loss of cultural identity among its youth, which resulted in a Year of National Identity.  The Ministry of Education subsequently implemented policies to ensure cultural traditions will be maintained through schooling efforts.  We work to ensure that cultural responsiveness is part of every candidate’s education at ZU and fundamental to their understanding of what it means to be an effective teacher, school social worker or administrator.  Student assignments and field experiences serve to develop each candidate’s cultural responsiveness.

4.5 Candidate Proficiencies

As mentioned above, the program goals/outcomes were developed in 2005-2006 and modified into their current form in 2009.  This modification progress allowed our assessment to be more cohesive and understandable for candidates.  In the same timeframe, a curriculum for educational leadership was designed using standards from the Educational Leadership Coordinating Council (ELCC), taking into account that most applicants to the program would enter without significant leadership experience.  The curriculum was offered to the first cohort of candidates and then debriefed with them and with faculty.  As a result, goals for the program were developed, and the curriculum was redesigned by backward mapping from the goals.  A similar approach was used to develop the curriculum for the Master of Education in Special Education, using standards of the Council for Exceptional Children.  More recently, a curriculum for Educational Administration was designed at the request of the Ministry of Education, again using standards but also using preliminary standards from the Abu Dhabi Education Council.  This program is scheduled to be offered Abu Dhabi in 2010.  At the request of the Ministry of Education, a specialized master of science degree in teaching and learning was designed by using preliminary expectations that the Ministry had for teacher leaders.  Due to a change of Ministers, this curriculum has not yet been offered.

In 2008, faculty reviewed every syllabus for all courses and development of a crosswalk of assessments and courses is currently underway to ensure alignment of our assessments (indicators) with each learning outcome.  Questions were posed about differences in content of courses between the two campuses, and the review revealed that, indeed, the two campuses differed in some courses.  As a part of a complete curriculum revision in 2008-2009, a common syllabus was developed for each course that used the learning outcomes as the start point.  The common syllabus uses the same learning outcomes for both campuses and a common assessment was identified for posting on e-portfolio.  Faculty work together to identify textbooks and to collaborate on the core education studies courses, but practicum and internship experiences in the two cities of Abu Dhabi and Dubai differ because of the unique characteristics of the schools in each city.  However, the learning outcomes are the same and there is a clear culture of collaboration across the two campuses.  

Candidate indicators, or learning outcomes in ZU terminology, identified in this process are evaluated for each candidate in courses and field experiences as appropriate.  Appendix A shows the alignment of learning outcome with University ZULOs and INTASC for initial teacher education programs.  Appendix B presents each learning outcome, assessment outcomes and sample assessments for knowledge and skills taken from course syllabi.  We have numbered each knowledge and each skill outcome sequentially because the numbering system is useful for development of the curriculum crosswalk.   In accord with Zayed University’s expectation, the development growth of a candidate for each outcome is measured as Beginning, Developing, Accomplished, or Exemplary.  Course syllabi list both knowledge and skill outcomes and align assessment to outcomes.  The expectation is that by the completion of internship, initial and advanced candidates will have achieved each learning outcome at the accomplished level, although some candidates may exhibit at the exemplary level and others may require substantial nurturing from faculty.  Appendix D gives the knowledge goals of the advanced program in Educational Leadership and shows their alignment with program goals.  

4.6  Assessment System

Context. Citizens of the U.A.E. who meet minimum admissions requirements have a right to free tertiary education in one of the nation’s three institutions of higher education. The National Admissions and Placement Office (NAPO) manages the application and admissions process for the three federally-funded tertiary institutions.  All school-leaving students take the Common Educational Proficiency Assessment (CEPA) in English and math (CEPA-English, CEPA-Math). The CEPA-English examination provides a score that is taken into account in making admissions decisions and in placement of the student, once admitted, in the appropriate educational level.  More than 85% of admitted students do not pass the required level of English proficiency and must spend up to two years in intensive study of the English language in the Academic Bridge Program 

We have designed the Unit’s assessment system in the context of the larger ZU system.  Since the first years of ZU’s development, the leadership has asked for periodic assessments to assure programmatic effectiveness.  Assessment processes include a four-year cycle of in-depth reviews of both academic programs and support units; regular reviews in conjunction with strategic planning and budgeting; the use of Key Performance Indicators (KPIs) for tracking institutional effectiveness; and the assessment of student learning.  As part of its vision to become a leading regional university with high academic standards, Zayed University has committed itself since its founding to the effective assessment and improvement of student learning. The original Academic Program Model provides a scaffolding of University-wide and major-specific outcomes that extend across the entire undergraduate curriculum. The Academic Program Model includes matrices to provide knowledge about the level of student learning at key points in the baccalaureate program, knowledge that can lead to improvements in the curriculum’s educational effectiveness.   

Our assessment system continues to be refined.  As a result of this refinement, we have developed data collection that is relevant, verifiable, and representative of performance (CHEA, 2003, p. 5). During the design of our assessment system, we were guided by CHEA reports on student learning outcomes (2001, 2003) which recommended that evidence used to document outcomes should be comprehensive with direct scrutiny, multiple judgments, and multiple dimensions.  Evidence used as the base from which to compare student attainment of learning outcomes and dispositions focuses on the knowledge needed within the profession, the skills to apply their knowledge, and the demonstration of the behaviors and attitudes expected in the dispositions of a professional educator.  Alignment of learning outcomes with ZULOs, INTASC and NCATE standards and our key assessments for knowledge, skills, and dispositions for initial candidates are shown in Table 1 and Appendices A, B, and C.  For advanced candidates, alignment of learning outcomes with ELCC standards and our key assessments are shown in Table 3 and Appendix D.   
Transition Points for Initial Candidates.  The College of Education’s assessment plan has two components: a) assessments of candidate proficiency on college learning outcomes in courses and at transition points, and b) program assessment based on data from transition points that have been identified as the place where faculty members evaluate overall student progress against the learning outcomes. Thus, candidate assessment focuses on their progress in each course and at each transition point until graduation. Five transition points for initial candidates are delineated:

1. Admission to College (4th semester)

2.  Start of education studies sequence (5th semester)

3. Admission to internship (8th semester)

4. Exit from internship (8th semester)

5. Defense of capstone study (8th semester)

Table 1 below shows each transition point from point on admission in the University’s Academic Bridge program through graduation and follow-up post-graduation for initial candidates.  Data collected to make the transition to the next point is provided in the table.  More specific information on points of assessment and methods used to evaluate candidate proficiencies is given in Appendix B.

Our assessment system for initial candidates includes the use of the Zayed University ePortfolio, surveys, course-embedded assessments, the evaluation of student performance in practicum and internships, the evaluation of dispositions, and culminating capstone projects.  Faculty members conduct assessments of candidates through analysis of written assignments, class performance, course rubrics, projects, and regular meetings with candidates.  Program assessment evaluates the collective performance of a cohort of candidates with regard to the learning outcomes as described in the Appendix A footnote.
The University uses a prescribed 8-semester plan, found online at the College of Education website (http://www.zu.ac.ae) that identifies all courses students are required to take.  Under this plan, students are admitted to the College in their 4th semester and begin the core sequence of education studies courses in the 5th semester.  

Table 1.  Key Assessments for Initial Candidate Points of Transition 

Admission to Zayed University Academic Bridge Program

	Benchmark
	Data

	Common Educational Proficiency Assessment 
	Test score minimum: 150 on English section

	High School Degree
	Transcript


Admission to Zayed University at the Baccalaureate Level

	Benchmark
	Data

	International English Language Testing System (IELTS)
	Test score minimum: 5.0


Admission to College of Education (semester 4)

	Benchmark
	Data
	Knowledge/Skill
	INTASC Alignment

	English examination
	Academic Bridge Equivalency
	Ability to teach English
	Communication

	Satisfactory completion of 42 semester credit hours or more
	Transcripts
	Ability to do college work
	Knowledge of subject matter

	Cumulative GPA of 2.0 or higher.


	Transcripts
	Ability to do college work
	Knowledge of subject matter

	D or better in COL 105, 110, 111, 120, 130, 135, 140, 145, 150, 155, 230, 240, 250, 260.

	Transcripts used for advisement
	Ability to do college work
	Knowledge of subject matter

	Students preparing to be English teachers must have a B or higher in COL 140, 145, and 240 or other approved English courses or a test waiver.
	Transcripts used for advisement
	Ability to teach English
	Knowledge of subject matter

	Interview
	Faculty discussion with student applicant
	Dispositions to be a successful professional educator
	Professionalism


Faculty use a tracking form that the students bring from the University’s Advising unit.

Entry to Education Studies Sequence (semester 5)

	Benchmark
	Data
	Knowledge/Skill
	INTASC Alignment

	Pre-Education students must complete EDC 202 and 324 with C or better.

	Transcript; Faculty report
	Ability to do studies in Education
	Knowledge of human Development



	Interview with 2  College of Education faculty to discuss concentrations and reasons for wanting to be a teacher


	Faculty evaluation reports
	Professionalism; Motivation to do studies in education; Potential to be an educational leader
	Professionalism;

communication skills;

	Minimum GPA in content field of 2.5 for preparatory students
	Transcripts
	Content knowledge required for professional educator
	Knowledge of subject matter


Candidate proficiency is monitored through course study by tracking benchmark and practicum assignments related to learning outcomes.  

During coursework, each candidate develops her e-portfolio by uploading required assessments for each transition point as well as required course assessments.  

Admission to Internship

	Benchmark
	Data
	Knowledge/Skill
	INTASC Alignment

	Completion of all EDC and subject matter specialization courses with C or better.

Minimum of 2.5 GPA


	Transcripts;


	Understanding and Use of Professional Knowledge Base; Professionalism; Global Awareness; Cultural Responsiveness
	Knowledge of subject matter; Instructional strategies; knowledge of human development; instructional planning; assessment; technology and communication; professionalism; motivation and management skills; diversity

	Successful completion of all practicum experiences.


	Transcript;

Mentor teacher evaluations; Faculty supervisor evaluations


	Understanding and Use of Professional Knowledge Base; Professionalism; Global Awareness; Cultural Responsiveness
	Knowledge of subject matter; Instructional strategies; knowledge of human development; instructional planning; assessment; professionalism; motivation and management skills; diversity; partnership



	Faculty recommendation based on student dispositions


	Disposition rating scale
	Understanding and Use of Professional Knowledge Base; Professionalism; Global Awareness; Cultural Responsiveness
	Knowledge of subject matter; Instructional strategies; knowledge of human development; instructional planning; assessment; professionalism; motivation and management skills; diversity



	Arabic and English Proficiency


	The University is working with the College to implement stronger evaluation of proficiency in each language
	Language

Communication
	Communication skills

	Professionalism
	Attendance Record

Disciplinary Record
	Motivation and willingness to complete the work required in a timely manner
	Professionalism


Application to Internship has a section for completion by the student, a section for completion by the advisor, and a section for completion by the mentor teacher and a final sign off by the assistant dean.

Exit from Internship 

	Benchmark
	Data
	Knowledge/Skill
	INTASC Alignment

	Successful completion of Internship requirements.
	Mentor teacher and faculty supervisor evaluations

Observations

Work Sample: 
Case study

Needs assessment of school 

Workshop evaluation

Faculty review of randomly selected samples

E-portfolio inclusion of assessments required for each transition point
	· Candidates must demonstrate knowledge of subject matter, learning and development processes that effective teachers need;
· Candidates must demonstrate skills effective teachers need to provide effective learning experiences for diverse students and critically evaluate and improve their own teaching practices;

· Demonstrate the professional commitments to help every child learn

· 
	Knowledge of subject matter; Instructional strategies; knowledge of human development; instructional planning; technology and communication; assessment; professionalism; motivation and management skills; diversity

	Completion of digital portfolio, including internship experience as appropriate.

	E-portfolio encompasses students’ development of ZULO/MALO skills and the outcome of the Internship.


	Understanding and Use of Professional Knowledge Base; Professionalism; Global Awareness; Cultural Responsiveness
	Knowledge of subject matter; instructional strategies; communication and technology; knowledge of human development; instructional planning; assessment; professionalism; motivation and management skills; diversity

	Arabic and English Proficiency
	Observation

Mentor teacher reports
	Language

Communication
	Communication

	Professionalism
	Disposition ratings

Attendance record
	Motivation and willingness to become a professional teacher
	Professionalism

	Impact on student learning
	Action research project;
Student work samples and rubric used collected by candidates;
Mentor teacher reports
	Understanding and Use of Professional Knowledge Base; Professionalism; Global Awareness; Cultural Responsiveness
	Knowledge of subject matter; instructional strategies; communication and technology; knowledge of human development; instructional planning; assessment; professionalism; motivation and management skills; diversity

	Reflection on internship experience.


	Self-evaluation;
Reflective journal
	Understanding and Use of Professional Knowledge Base; Professionalism; Global Awareness; Cultural Responsiveness
	Knowledge of subject matter; instructional strategies; communication and technology; knowledge of human development; instructional planning; assessment; professionalism; motivation and management skills; diversity; partnership


Successful Capstone Completion

	Benchmark
	Data
	Knowledge/Skill
	INTASC Alignment

	Presentation of capstone to faculty
	Capstone: a major project designed to demonstrate candidate knowledge, skills, and dispositions.
Each capstone is reviewed by a panel of faculty against criteria
	Understanding and Use of Professional Knowledge Base; Professionalism; Global Awareness; Cultural Responsiveness
All ZU Learning Outcomes
	Knowledge of subject matter; instructional strategies; communication and technology; knowledge of human development; instructional planning; assessment; professionalism; motivation and management skills; diversity



	GPA of 2.5 or higher
	Transcript
	
	


Final review of student records and completion of the course requirements, internship, general education is conducted by the assistant dean in conjunction with the Office of the Registrar. 

Post-Graduation Follow-up and Assessments

	Benchmark
	Data

	Success of graduates
	Observation

Survey

	Employer evaluation
	Survey


The University’s survey system has been dormant for two years and is now being reactivated.

Transition Points for Advanced Candidates.  Advanced programs also have specific transition points with key assessments.  Admissions criteria are similar to those used in the American system and include assessment of English language proficiency as all courses are taught in English.  Admissions criteria are presented in Table 2.  
Table 2.  Admissions Criteria and Assessment for Advanced Programs.

	Benchmark
	Data
	Knowledge/Skills

	Baccalaureate degree from approved university
	Transcripts analyzed by Office of Graduate Studies
	Ability to complete advanced program

	Grade Point Average of 3.0 or higher
	Transcripts analyzed by Office of Graduate Studies
	Ability to complete advanced program

	English Language Proficiency
	· 550 on Teaching Of English as a Foreign Language (TOEFL (paper/pencil exam)

· 220 on TOEFL (computerized exam)

· 5.5 on International English Testing System
	Ability to understand faculty and to read and write in English

	Proficiency in writing in English
	· Writing sample
	Ability to write coherently in English using correct mechanics 

	Interview with faculty
	Ratings on interview protocol by 3 faculty
	Goals and motivation to complete advanced program

	Opinions of professional colleagues
	Letters of recommendation
	Ability to complete advanced program

	Technology skills
	Demonstration of proficiency
	Ability to complete technology expectations


As candidates progress through the advanced program, they are continuously assessed against program goals in each course.  Course content was aligned with U.S. Educational Leadership and includes leadership, success for all students; research; assessment and evaluation; standards; reform; management and resources; school culture; learning; community and family (English, 2005; Murphy, 2002) and is offered in collaboration with visiting faculty from the United States.

Table 3.  Key Assessments for Advanced Candidates

	Benchmark
	Data
	Knowledge/Skills

	Coursework
	Satisfactory performance in all courses
	Content knowledge and ability to translate it into usable skills

	Grade Point Average of 3.0 or above
	Transcript
	Content knowledge

	Comprehensive Examination

	Examination results as judged for 2 or more faculty against a rubric
	Content knowledge and ability to translate it into usable skills

	Selection of Master’s Committee
	Competence of members in area of final project
	

	Defense of Master’s project
	Ratings by Master’s Committee
	Acceptable knowledge and skills in the field


More complete information regarding assessment requirements of candidate proficiency is given in Appendix B.

Ensuring Consistency, Accuracy, and Fairness of Assessments.  Faculty have collaboratively developed rubrics for assessment in courses insuring consistency and fairness across both campuses and across course sections, ensuring reliability.  In addition, faculty teams jointly assess candidate work and performance and have worked together on using the rubrics consistently.  Course syllabi clearly indicate expectations and faculty collaborate on assignments and make sure that each learning outcome is assessed appropriately.  Validity of assessment procedures is ensured through the alignment of assessments with candidate learning outcomes.  

Handling Candidates Who Have Not Met Unit Expectations.  Upon entry to the College all students are assigned an academic adviser. The academic adviser, a member of faculty, will mentor, guide, counsel and provide oversight of the student's academic progress through to graduation from the College of Education.  Advisers meet formally with their advisees several times each academic year.  Faculty register their advisees for the new semester and monitor closely the progress of their advisees.  If students are not meeting the required standards, then remedial action is taken.  Candidates are required to meet with their advisor and to remediate the deficiency.  In case a candidate’s grades signal an unacceptable grade point average, they receive extra assistance from their adviser, receive specialized remedial help with writing, or are referred to other student support services.  Sometimes they are counseled into alternative courses or specializations.  A candidate may be required to repeat a course if their grade fall below a C.  Advisers form a close, caring, and professionally invaluable relationship with their advisees.  The University has policies and procedures for students who do not meet particular requirements due to extenuating circumstances, such as pregnancy.  

Plan for Evaluation of Unit Operations.  The College conducts formative evaluations related to what candidates are learning in addition their classroom performance and how effectively they are taught by faculty.  Information from the feedback goes to faculty and the dean who review the information with the purpose of identifying what is working well or what could be improved from a program perspective.  Thus, the ultimate benefit is the continued improvement of the program and the teaching and learning experience.
All faculty are evaluated each semester by students for every course they teach; these data are available to the faculty member, the dean, and to the University’s Faculty Affairs Office.  Student evaluations are incorporated into annual faculty reviews; if necessary faculty may participate in professional development to improve their teaching performance.  The College has reviewed its curriculum and clinical experiences each year for the last five years, making modifications where feedback indicates they are warranted.  Course syllabi were reviewed and revised over the last two years to meet requirements for the College’s Conceptual Framework and the University’s expectations for learning outcome assessment.  

Data about what students are learning are primarily gathered from course assessments.  The University conducts general surveys of all graduating students that provide feedback to the College.  The internship requires assessments that cover all learning outcomes.  Evaluation of program effectiveness is both a formative and summative process.  An example of formative evaluation occurred in 2007, when a new course on Communicative Competence was designed that provides candidates with a focused look at developing their own language proficiency and teaches them knowledge and skills that will help them become better language teachers for their future students.  In addition, recent feedback from initial candidates at graduation led to the development of a new course on Teaching in Arabic.  At the advanced level, discussion with candidates on their writing and reading skills led faculty to conclude that each of the faculty must support and encourage language development where “every professor is a language professor.”   

The University is on a five-year cycle for Middle States accreditation.  Summative assessments incorporate a variety of data, including course data, syllabi, course materials, examples of candidate work, longitudinal data on candidate performance as shown in Table 1 and Appendix B, published materials, changes that have occurred over time, as well as other relevant data.
Summary of Candidate Performances on Assessments Conducted for Admission into the College.  

As shown in Table 1, initial candidates must complete specified coursework with satisfactory grades, perform satisfactorily in an interview with faculty, and have a minimum grade point average.  Quantitative data for the grade point at admission to the Unit is given in Table 4.  Qualitative data will be incorporated in the Institutional Report.
Table 4.  GPA for Initial Candidate Admission to the Unit from Spring 2008-Fall 2009

	
	Fall 2009
	Spring 2009
	Fall 2008
	Spring 2008

	
	Ave
	Ave
	Ave
	Ave

	GPA
	2.67
	2.69
	2.82
	2.78


In the Fall of 2009 the average GPA was 2.67 for newly admitted candidates to the College of Education.  Candidates with a GPA lower than 2.0 were admitted on a provisional basis, requiring that they complete satisfactory work in beginning education courses.

Advanced candidates have several requirements for admission including grade point average, an essay, an interview, and letters of recommendation.  Our quantitative data for GPA are given in table 5, and qualitative data will be incorporated in the Institutional Report.
Table 5.  GPA for Advanced Candidate Admission 

	
	Average

	Cohort 1
	3.2

	Cohort 2
	3.2

	Cohort 3
	3.3

	Cohort 4
	2.8


Summary of a Sample of Candidate Performance at Exit  

The final transition point for each initial candidate is the development and presentation of capstone project that may be completed individually or with a team.  Candidates begin the capstone process in the first semester or their senior year and present it to faculty in June of their final semester.  The University holds an Academic Festival each spring to celebrate graduating seniors’ capstones and each college selects a capstone from each campus to be presented to Sheikh Nahayan.  Two summaries of these capstones are provided below.
A Spring, 2009 Capstone Report, “Perceptions and practices in motivating students to write in English” was a small scale study that aimed to understand the perceptions and practices in the teaching of writing in English.  The project was carried out in two model schools in grades 4, 6, and 8 and a private school in grade 5 in Dubai.  Classroom teachers were interviewed and a questionnaire was given to students.  Results indicated that writing was neglected in government schools while writing in English was prevalent in the private school.  Specific recommendations for the Ministry of Education and teachers were made.

In Spring 2009, an interdisciplinary educational team with majors from Kindergarten, Information Technology, Math and Science worked together to develop a plan for an “Educational Essentials Learning Center.”  Students worked in pairs and individually to design a center to meet the needs of teachers and other educators working with K-3 grades in a particular instructional zone or area.  The model center was divided into departments:  Administration, Library, Technology, Math and Science tools and Materials, and the Department of Social Work and Social Affairs.  Each “department” was completely described according to its function and related materials to theory and practice.  The center would provide educators with books, technology assistance and training, materials and training to make instructional tools, provide storage for infrequently used, but valuable educational aids, and would serve as a central location for workshops on demand.  Students recommended that such centers be funded and located throughout the UAE.

Candidates graduating from Zayed University averaged a grade point of 3.04.  In addition, reports from the student service career center indicate that more than 80% of graduate who wish to work have been employed.

Table 6.  GPA of Graduating Initial Candidates

	
	Fall 2009
	Spring 2009
	Fall 2008
	Spring 2008

	GPA
	Average
	Average
	Average
	Average

	 
	3.04
	3.15
	3.18
	3.13
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APPENDIX A

ALIGNMENT OF LEARNING OUTCOMES WITH ZULOs and Conceptual Framework

Coming Together to Learn, Educate, and Lead

	Learning Outcome
	ZULO
	INTASC
	NCATE

	All College of Education candidates must

	All Zayed University students must demonstrate 
	
	

	Understand and Use the Professional Knowledge Base
	Critical Thinking & Quantitative Reasoning; Language; Information Technology
	Learning & Development; Subject Matter Knowledge; Instructional Planning; Assessment; Communication Skills/Technology; Knowledge of Human Development; Instructional Strategies; Motivation and Management Skills
	Standard 1

Standard 2

Standard 3

Standard 6

	
	
	
	

	Demonstrate Professionalism
	Leadership
	Professionalism; Partnership
	Standard 1

Standard 2

Standard 3

Standard 6



	
	
	
	

	Demonstrate Global Awareness
	Global Awareness;

Information Literacy;

Language; Leadership
	Learning Environment; Knowledge of Human Development; Instructional Strategies; Partnership; Communication Skills/Technology
	Standard 1

Standard 3

Standard 4

Standard 5

Standard 6

	
	
	
	

	Demonstrate Cultural Responsiveness
	Leadership; Information Literacy
	Diversity; Knowledge of Human Development; Instructional Strategies; Partnership
	Standard 1

Standard 3

Standard 4

Standard 5

Standard 6




APPENDIX B
Alignment of Learning Outcomes, Their Knowledge and Skill Indicators (proficiencies) Key Assessments and Points of Assessment 
	The Candidate
	Knowledge
	Skills
	Assessment 
	Points of Assessment

	Understands and Uses the Professional Knowledge Base


	1.1 Understands human development
1.2 Understands how students learn


	1.A Uses a range of teaching strategies, including technologies and styles appropriate to year levels, abilities, and topic.


	Demonstrate knowledge in

· Lesson and unit plans

· Written work

· Examinations

· Blackboard postings

· Reflection journals

· Projects

· e-Portfolio

Demonstrate skills in

· Course and field placement evaluations

· Rubrics

· Unit development

· Projects

· Written work

· E-Portfolio


	Initial :

During and at completion of

· Core courses

· Practicum

· Internship

Throughout practicum and Internship, candidates are evaluated by the faculty supervisor, mentor teacher, and field services director.  This occurs for every learning outcome where practicum and internship are points of evaluation

Advanced:

· Check points in each course



	The Candidate
	Knowledge
	Skills
	Assessment 
	Points of Assessment

	Understands and Uses the Professional Knowledge Base (cont)


	1.3 Develops competence in the content of the academic discipline, as appropriate to grade level
1.4 Develops a deep foundation of factual knowledge and concepts that permit a strong understanding of the content they teach


	1.B Demonstrates the ability to transform knowledge into teaching.
	Demonstrate competency in discipline coursework

· Evaluations on content specific methodology

· Self reporting

· Observation 

Demonstrates skills through 

· Course and field placement evaluations

· Rubrics

· Unit development

· Projects

· Written work

· E-Portfolio


	During and at completion of each course

Initial:

· Acceptable grades at program admission;

· Practicum

· Internship

Advanced:

· Check points in each course

	
	1.5 Understands reflection and cognitive theory (all candidates) and constructivism and content pedagogy (initial candidates) 
	
	Reflection journals and class experiences that document thinking

· e-Portfolio

· Rubrics

· Self evaluation of progress

· Observations 
	During and at completion of each course

Initial:

· Courses

· Practicum

· Internship

· Capstone

Advanced:

· Courses


	The Candidate
	Knowledge
	Skills
	Assessment 
	Points of Assessment

	Understands and Uses the Professional Knowledge Base (cont)


	1.6 Understands curriculum and how to access curriculum resources
	1.C Accesses and uses curriculum resources in print and electronic format for effective planning and teaching
	Reflection journals and class

experiences that document

thinking

· e-Portfolio

· Rubrics

· Self evaluation of progress

· Observations

Demonstrates skills through 

· Course and field placement evaluations

· Rubrics

· Unit development

· Technology Projects

· Written work
	During and at completion of each course

Initial:

· Courses

· Practicum

· Internship

· Capstone
Advanced:

Check points in each course 



	
	1.7 Understands theories of motivation

	1.D Uses motivation strategies to improve student interest and learning
	Reflection journals and class

experiences that document

thinking

· e-Portfolio

· Rubrics

· Observations 

Demonstrates skills through 

· Course and field placement evaluations

· Rubrics

· Unit development

· Written work
	During and at completion of each course

Initial:

· Courses

· Practicum

· Internship

Advanced:

Check points in each course 


	The Candidate
	Knowledge
	Skills
	Assessment 
	Points of Assessment

	Understands and Uses the Professional Knowledge Base (cont)


	1.8 Understands a variety of assessment strategies
	1.E Uses a range of assessment strategies appropriate to year level and content and links assessment to learning.
	Evaluation of course performance

· Written work

· Projects

· Self-evaluations

Demonstrates skills through 

· Course and field placement evaluations

· Rubrics

· Unit development

· Written work

· E-Portfolio.
	During and at completion of each course

Initial:

· Courses

· Practicum

· Internship

Advanced:

Check points in each course 

	
	1.9 Understands classroom management and logistics strategies
	1.F Effectively manages classroom time, logistics, and discipline.
	· Classroom organization projects

· Rubrics

· Unit development

· Tests

· Observations and self report

Demonstrates skills through 

· Course and field placement evaluations

· Unit development

· Written work

· E-Portfolio.

	During and at completion of each course

Initial:

· Courses

· Practicum

· Internship




	The Candidate
	Knowledge
	Skills
	Assessment 
	Points of Assessment

	Demonstrates Professionalism
	2.1 Understands the ethics and standards of the profession
	2.A Maintains high ethical standards.

2.B Demonstrates commitment to continued learning.


	· Evaluation of content knowledge

· Rubrics

· Examinations

· Observation and self report

Demonstrates skills through 

· Course and field placement evaluations

· Rubrics

· Unit development

· Written work

· E-Portfolio.
	Initial:

· Courses

· Practicum

· Internship

Advanced:

· Check points in each course 

· Comprehensive Examination

	
	2.2 Understands dimensions of the profession and becoming a leader in the profession.
	2.C Uses self-evaluation to adjust and adapt behavior.

2. D Carries out responsibilities in a conscientious and diligent manner.

2. E Develops collaborative relationships with colleagues and parents.


	· Evaluation of content knowledge

· Field placement evaluations

· Rubrics

· Lesson plans

· Unit development

· Projects & Written work

· e-Portfolios 

· Examinations

· Observation and self report

· Capstone


	Initial:

· Courses

· Practicum

· Internship

Advanced:

Check points in each course


	The Candidate
	Knowledge
	Skills
	Assessment 
	Points of Assessment

	Demonstrates Global Awareness


	3.1 Understands the opportunities and challenges of a global society
	3. A Works well with men and women from different backgrounds.
	· Reflective journals

· Class assignments and evaluations

· Class projects, written work, and demonstrations

· Observations and self report

Demonstrates skills through 

· Course and field placement evaluations

· Rubrics

· Capstone


	Initial:

· Courses

· Practicum

· Internship

Advanced:

· Check points in each course 

· Comprehensive Examination

	
	3.2 Understands factors that contribute to the learning environment in a global society
	3. B Considers factors in students’ environments outside school that may influence their life and learning.
	· Reflective journals

· Class assignments and evaluations

· Class projects, written

· work, and demonstrations

· Observations and self report

Demonstrates skills through 

· Course and field placement evaluations

· Rubrics

· Projects

· Capstone

	Initial:

· Courses

· Practicum

· Internship

Advanced:

· Check points in each course 

· Comprehensive Examination


	The Candidate
	Knowledge
	Skills
	Assessment 
	Points of Assessment

	Demonstrates Global Awareness (cont)


	3.3 Understands the role of information literacy  and technology in a global society
	3.C Acquires and uses information from various sources effectively


	· Reflective journals

· Projects which include technology

· Class assignments and evaluations

· Class projects, written

· work, and demonstrations

· Observations and self report

Demonstrates skills through

· Course and field placement evaluations

· Rubrics & Projects

· Use of technologies

· Capstone


	Initial:

· Courses

· Practicum

· Internship

Advanced:

· Check points in each course 

· Comprehensive Examination

	
	3.4 Understands the role of communication in a global society
	3. D Demonstrates proficiency to teach and work in Arabic and English
	· Reflective journals

· Class evaluations

· Projects, 

· Written work

· Observations 

Demonstrates skills through

· Course and field placement evaluations

· Rubrics & Projects

· Written assignments

· Oral assignments

· Capstone


	Initial:

· Courses

· Practicum

· Internship

Advanced:

· Check points in each course 

· Comprehensive Examination


	The Candidate
	Knowledge
	Skills
	Assessment 
	Points of Assessment

	Demonstrates Cultural 

Responsiveness
Demonstrates Cultural 

Responsiveness (cont)
	4.1 Understands and appreciates issues of diversity


	4.A Recognizes individual differences and makes appropriate adjustments in teaching strategies.

4.B. Recognizes a variety of ideas, values, and cultures. .
	· Reflective journals

· Class evaluations

· Projects, 

· Written work

· Observations 

Demonstrates skills through 

· Course and field placement evaluations

· Rubrics

· Written Assignments

· Projects

· Capstone


	Initial:

· Courses

· Practicum

· Internship

Advanced:

· Check points in each course 

· Comprehensive Examination

	
	4.2 Understands the influence of context and culture – language, class, family, community – on behavior


	4.C Promotes success of all students by collaborating with families and community.


	· Class journals

· Class portfolios and evaluations

· Class projects, written work, and demonstrations

· Observations and self report
Demonstrates skills through 

· Course and field placement evaluations

· Rubrics & Projects

· Written & oral assgn. 
· Observation 

· Capstone
	Initial:

· Courses

· Practicum

· Internship

Advanced:

· Check points in each course 

· Comprehensive Examination



	The Candidate
	Knowledge
	Skills
	Assessment 
	Points of Assessment

	Demonstrates Cultural Responsiveness (cont)
	4.3  Understands the context and significance diverse student populations and special needs
	4.D Addresses the learning needs of diverse student populations, including those with special needs
	• Class journals

• Class portfolios and

evaluations

• Class projects, written

work, and demonstrations

• Observations and self report

Demonstrates skills through 

· Course and field placement evaluations

· Rubrics

· Written assignments

· Oral assignments

· Projects

· Observation

· Capstone
	Initial:

· Courses

· Practicum

· Internship

Advanced:

· Check points in each course 

· Comprehensive Examination


APPENDIX C

Student Name:




_________________________Date



Place an “x” in the column of the descriptor that best describes the teacher candidate’s performance during this semester and circle source of evidence:  S=individual conference; J=journal entry; O=observation; P=presentation; W=written assignment; C=course; PR=practicum; I=internship; CA=capstone

	
	DISPOSITIONS

Note: Reference numbers refer to Learning Outcome Knowledge & Skill
	Observed Evidence:
	Source

	
	
	Little
	Some 
	Strong 
	(Circle)

	CARING


	- Shows genuine obvious and appropriate care to each student. 

- Provides activities and experiences to get to know each student on a personal level / ability to establish and maintain rapport with students

- Recognizes and acts appropriately to changes in student behavior 

-  Encourages student to extend their knowledge, monitoring students’ understanding and providing feedback.

- Makes content meaningful and comprehensible for the student

- Advocates for children and families in a socially responsible manner.
	
	
	
	S

J

O

P

W

C

PRAC

Intern

Capstone

	RESPECTFUL


	-  Creates a classroom climate that affirms the dignity and worth of all students

- Honors, values, and demonstrates regard for oneself and others

-  Respects cultural patterns and expectations within a community context.

-  Speaks and behaves in a manner that is sensitive to linguistic and cultural differences and respects the dignity and worth of others. 

-   Elicits trust and respect.

-   Maintains high ethical standards within professional work.
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	REFLECTIVE


	- Makes references theory to practice connections about on students’ cultural, linguistic, and academic needs while planning for instruction. 

-  Reflects upon and acts on his/her role as educators in promoting global awareness and social responsibility for the future of the earth. 

- Reflects upon, evaluates effectiveness as a teacher, and seeks to improve teaching.

-  Reflects on performance and attitudes as a teacher
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	FLEXIBLE


	-  Adapts instructional strategies to meet the needs of all students.

-  Accept the challenges of adapting to other cultures in work environment.

-  Appreciates and infuses knowledge that others bring as part of the changing needs of a global society.

- Adjust and adapt behavior to creatively address issues and resolve concerns.
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	COLLABORATIVE


	- Fosters active inquiry and collaboration.

- Collaborates with the local, national, and global educational community in a professional manner. 

-  Develop partnerships with families and the educational community to meet the needs of students. 

- Fosters positive relationships and interacts or communicates effectively with students, school personnel, families, and the larger community. 


	
	
	
	S

J

O

P

W

C

PRAC

Intern

Capstone


Comments: (Use back also)

/Signatures/

APPENDIX D

ALIGNMENT OF ADVANCED DEGREE IN EDUCATIONAL LEADERSHIP 

	Learning Outcomes
	Understand and Use the Professional Knowledge Base
	Professionalism
	Global Awareness
	Cultural Responsiveness

	
	
	
	
	

	Understand and analyze the role of leadership so they can develop effective educational environments
	X
	X
	
	

	Investigate the influence of policy on education and leadership
	X
	X
	X
	X

	Apply current, credible learning theory and approaches to assessment
	X
	
	
	

	Understand the impact of planning and change theory on the future of education and are able to implement effective approaches
	X
	
	X
	X

	Inspect the impact and strategic use of resource allocation and human resources and learn to apply effective practices
	X
	X
	
	

	Use principles and practices of community leadership, effective communication, interpersonal relationships, and public relations
	
	X
	
	X

	Design inquiry and information management methods that will lead to effective decision making
	X
	X
	
	

	Apply and assess current technologies for educational improvement
	X
	
	
	

	Accept responsibility for the improvement of the educational setting for all learners


	
	X
	
	X
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�	Advanced programs admit non-nationals and both men and women.


�	 Designed using the ZULOs as its outcomes, the Colloquy on Integrated Learning is ZU’s core, general education program.  It includes a set of interdisciplinary and courses at the freshman and sophomore levels.


�	 COL = Colloquy, the university’s interdisciplinary general studies program.  


�	 EDC 202 = Human Development; EDC 324 = Special Needs


� Adapted from Bransford, Darling-Hammond & LePage (2005, p 2-3).


� The University is in the process of adopting a new database/data warehouse, which may lead to changes in the e-portfolio requirements.


�	 Comprehensive examinations will begin with Cohort 4.


� The process of alignment will be systematized through adoption of a data warehouse that tracks each candidate, each course, and each transition point longitudinally.  These data will be monitored from the dean’s office and routinely analyzed each semester, permitting programmatic and candidate performance.


�	 Core courses include human development, education studies sequence (the learner; the teacher; and curriculum) special education, technology and observation and assessment.





