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ABSTRACT

TEACHER-STUDENT RAPPORT IN THE SECONDARY INSTRUMENTAL MUSIC
ENSEMBLE: EDUCATIONAL PSYCHOLOGY AND TEACHER DISPOSITION

STANDARDS

Critical topics of teaching music continue to undergo philosophical evolution as unique
concepts and perspectives are introduced by a variety of experts both in and out of the field. One
concern among many is the role of the secondary music educator in the ideal classroom for
student learning, part of which is impacted by teacher-student rapport. Teacher-student rapport is
defined in this paper by the author as an adaptation of the general definition of rapport by Carey
et al. (1986a): the quality of relationship between teacher and student that is characterized by
communication and mutual, emotional understanding. The following questions were explored
through content analysis of an education practitioner journal as well as literary analysis: how are
teacher-student rapport-building strategies informed by the behaviorist, cognitivist,
constructivist, and humanist schools of psychology; how can the information garnered from a
literary analysis guide the transformation of teacher disposition policy; what are best practice
techniques for teachers to build rapport in the secondary instrumental ensemble as implied by the
data? It is with the data and discussion of this study that the author hopes to support teachers’
positive rapport-building efforts with students in the secondary instrumental classroom through
the avenues of immediate classroom application, and policy transformation.

Data reveals that articles in the Journal of Educational Psychology examining positive

rapport-building elements most comprehensively cite principles of the constructivist school, and



the top three cited psychologists are Albert Bandura, Abraham Maslow, and Jean Piaget.
Recommendations for teacher disposition policy transformation are suggested to help preservice
teachers cultivate positive rapport-building practice, and they include standards for promoting
socio-cultural investment, positive expression, student discourse recognition, reflective practice,
empathy, and effective communication. Examples of potential applications in the secondary
instrumental music classroom include, but are not limited to, engaging in students’ referential
(Reimer, 2010) connections to rehearsed repertoire and permitting exploration of expressive
interpretation of said connections; consistently raising standards of musicianship and community
in response to achievement through promotion of reflective processes and demonstrations of
exemplary performance; recognizing and utilizing students’ abilities to think critically and
abstractly about the expression and artistic merit of class repertoire. Other implications of best
practice are refined from Bandura’s (1986) self-efficacy, Maslow’s (1943 & 1971) hierarchy of
needs, and Piaget’s (1952) schema and genetic epistemology theories. Finally, potential

operations in chamber music are presented in relation to constructivist principles.
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THE ROLE OF THE SECONDARY INSTRUMENTAL MUSIC TEACHER

Observed in today’s secondary instrumental music classroom is a variety of demeanors
assumed by its teachers. Johnson (2013) presented a historical review of the American concert
band conductor role as a five-step, chronological transformation: “professional showman,
competitive disciplinarian, artist conductor, teacher-conductor, and servant leader” (p. 4), the
philosophies of which respectively described as audience-dazzling, domineering and regimented,
committed to music’s intrinsic value and performance craft, music comprehensive-focused, and
ensemble member-inspiring. Such a transformation represents a general shift in the philosophical
climate of directing concert band in the United States; however, an array of the five approaches
and hybrids of two or more are presently adopted by teachers in the secondary music classroom
(Johnson, 2013; Lancaster, 2017; Reimer, 2010). Researchers connected some of the
aforementioned roles and philosophies or similar teacher characteristics to the teacher-centered
vs. student-centered paradigm (Bazan, 2011; Kelley, 2009; Royston, 2017), stating that the
teacher-centered approach is notably prominent.

Educators promoting a teacher-centered environment in the music classroom
predominantly provide the content and instruction to be absorbed by the students (Banzan, 2007,
Russell, 2006) while personifying the expert role. Other elements of a teacher-centered music
classroom include conductor/podium focal point, ensemble performance perfection, majority
feedback from teacher, emphasis on discipline, and uniform student behavior. Shively (2008 &
2004), Freer (2006), and others explained that certain elements of the teacher-centered approach
used in today’s secondary instrumental classrooms can negatively impact the relationship

between teacher and student. Esquivel (1995) commented on the link between student



experiences in the artistic classroom and their relationship with their teacher, “Teachers may play
a significant role in fostering the development of creative abilities in all students through their
philosophical outlook and attitudes...and their relationships and behavioral interaction with
students.” (p. 198).
Teacher-Student Relationship

Humans learn and operate through relationships. Leaders in educational psychology, such
as Jean Piaget and Lev Vygotsky (Johnson, 2013), Albert Bandura, (Bandura, 1977), John
Dewey and Jerome Bruner (Fedyszyn, 2014), Abraham Maslow and Carl Rogers (Noddings,
2006), have explored and supported the concept of learning through social interaction. A broad
array of researchers have found that the relationship between teacher and student in the
classroom has a profound impact on student learning in scholastic contexts (Anderson, 1979;
Bernieri, 1988; Brooks et al., 2008; Broom, 2016; Catt, Miller, & Schallenkamp, 2007; Konishi
et al., 2010; Cornelius-White, 2007; Estepp, 2012; Frisby & Martin, 2010; Frymier, 2000;
Goleman, 1995; Hargreaves, 1998; LaFrance & Marianne, 1979; Lammers & Gillaspy Jr., 2013;
Nguyen, 2007; Noddings, 2006 & 2012; Mabin, 2016; Perkins et al., 1995; Rabin, 2008;
Rosenthal, 1987; Ryans 1961; Webb & Barrett, 2014; Wentzel, 2009; Wetzel, 1998; Wilson,
Ryan, & Pugh, 2010; Wilson & Ryan, 2013; Wittler, 2002). Such conclusions are also drawn
specifically in music education (Busch, 2013; Davis, 2008; Fedyszyn, 2014; Goff, 2016;
Holsberg, 2010; Lalama, 2014; Royston, 2017; Scruggs, 2008). Outcomes that are impacted by
teacher-student relationship include academic achievement (Cornelius-White, 2007), motivation
or agency (Wentzel, 2007), engagement (Wilson & Ryan, 2013), and behavior (Ryans, 1961)

among several others.



The increasing popularity and practice of learner-centered and constructivist principles in
education (Fedyszyn, 2010; Holsberg, 2010; Royston, 2017) has sparked deliberation over the
teacher-student relationship and its role in education (Cornelius-White, 2007). Other
conversations regarding the absence of said relationship and its hindrance of students’ learning
experiences have surfaced. Hargreaves (1998) argued that the prominence of educational reform
has made it difficult for teachers to be concerned with fostering teacher-student relationships.
Noddings (2006) and Cornelius-White (2007) expressed concern that the traditional, dominant
culture of human-emotional separation is “seen as the primary source of suffering and
developmental problems [in students].” (p. 115). Weinberger & McCombs (2001) revealed a
widespread phenomenon of generation Y youth (“millennials”) reporting feelings of loneliness
and being out of place due to a lack of perceived adult valuation or care.

The substantial amount of research and literature exploring the subject provides many
implications regarding the role of the teacher-student relationship in students’ educational
experiences, but what conclusions can be drawn relating to specific qualities of that relationship?
How might those conclusions inform best teaching practice, and what educational policies are
already in place that relate to this topic? These are broad questions that would be difficult to
answer even with a large body of literature, but they are the interests that drive this discussion.
Teaching Disposition and Assessment

Discussions in education literature suggest that effective teaching is a multifaceted
practice that is inclusive of but not solely determined by the educator’s content knowledge. John
Dewey (1904) explained that teachers must develop teaching dispositions toward ethical values,
reflection, and sensitivity of unique needs of students and their cognitive processes. A teaching

disposition is a set of values, beliefs, and attitudes that dictates the teacher’s application of



knowledge and skills (Wilkerson & Lang, 2007) in that in that they encompass the affect of
teaching practice (Bloom & Krathwohl, 1956). Johnson & Reiman (2007) specified further that
dispositions are attributes of a teacher that are connected to her judgements and actions. Even the
most content- and pedagogically-informed teachers can fail to foster cognitive and emotional
growth in students if they lack the dispositions to address the intricate nature of K-12 education
(Dewey, 1964; Harrison, Smithey, McAffee, & Weiner, 2012; Johnson & Reiman, 2007;
NCATE, 2002 & 2008; Wilkerson & Lang 2007).

The topic of teacher dispositions permeated scholarly discussion in education especially
following the establishment of the No Child Left Behind Act (NCLB) in 2002 (Harrison et al.,
2012). Part of the NCLB required that all K-12 teachers be “highly qualified” before the end of
the 2015-16 school year. Then Secretary of Education Rod Paige (2002) indicated that teachers
must have a degree in their respective discipline and might need to pass an assessment measuring
knowledge of content in order to be considered “highly qualified”. John Dewey’s (1964) stance
regarding effective teaching might suggest that Paige’s view is inadequate, having said that ‘‘to
depend wholly, or even chiefly, upon the knowledge and use of ‘methods’, is an error fatal to the
best interests of education’’ (p. 198). Paige’s outlined standards of a “highly qualified” teacher
gave little to no regard to the pedagogical and affective characteristics of teaching which has
encouraged national organizations of education to continue refining disposition standards to be
established in teacher education (Harrison et al., 2012).

Current Standards and Applications

Disposition standards outlined by the National Council for Accreditation of Teacher
Education (NCATE) and the Interstate Teacher Assessment and Support Consortium (INTASC)

are intended and designed to inform assessment of preservice teachers in teacher preparation



programs, and they can inform assessment criteria of teachers in the field (see Appendices Al
and A2). NCATE (2002) defines teacher dispositions as “The values, commitments, and
professional ethics that influence behaviors towards students, families, colleagues, and
communities, and affect student learning, motivation, and development as well as the educator’s
own professional development. Dispositions are guided by beliefs and attitudes related to values
such as caring, fairness, honesty, responsibility and social justice” (p. 53). NCATE (2008)
requires “fairness” and “the belief that all students can learn” as two professional disposition
standards to be established by institutions. Such disposition standards should be applied through
assessment of observable behaviors in educational settings. Teacher education programs may
otherwise design and assess their own teacher disposition standards and also determine the
method of application of said standards (Welch et al., 2010). INTASC (2011) provides ten Core
Teaching Standards organized in four categories: The Learner and Learning, Content
Knowledge, Instructional Practice, and Professional Responsibility. Each standard is explained
by several descriptive components of teacher performances, knowledge, and critical dispositions,
a process that has yielded 43 desired dispositions. The presented standards are intended to inform
both teacher education programs and assessment of teachers in the field.

Criticisms of teacher disposition standards have also been present in contemporary dialogue.
INTASC (2011) and NCATE (2008) have been critiqued specifically in the room allowed for personal
interpretation of teacher disposition, which raises concerns of validity and ethical ambiguity regarding
how preservice teachers are assessed. Murray (2007) suggested that the INTASC disposition
standards lack the specificity to be useful in the assessment of preservice teachers. However,

while the INTASC (2011) standards address some of these concerns, Murray's report indicated

the need for a more comprehensive approach to allow for contextual flexibility.



Need for the Study

Popular discussion regarding the relationship between teacher and student continues to
emerge in literature informing teacher practice. Teacher disposition standards as outlined by
INTASC and NCATE are the leading, policy-driven forces that shape how the multifaceted
competencies of teaching are cultivated in preservice teachers. Current disposition standards of
NCATE that might concern the teacher-student relationship are: “[Teachers] are able to create
learning environments [that] encourag[e] positive social interaction, active engagement in
learning, and self-motivation” (under Standard 1), and “Early childhood professionals integrate
their understanding of and relationships with children and families” (under Early Childhood
Education Program Standards). Otherwise, NCATE does indicate the importance of fostering
relationships with school colleagues, parents, families, and organizations in the local community,
but not specifically with students. Current disposition standards of INTASC that might concern
the teacher-student relationship are: “2(n) The teacher makes learners feel valued and helps them
learn to value each other” (Under Standard 2: Learning Differences), and “3(q) The teacher seeks
to foster respectful communication among all members of the learning community; 3(r) The
teacher is a thoughtful and responsive listener and observer” (Under Standard 3: Learning
Environments). These components of NCATE and INTASC disposition standards might
encourage preservice teachers to cultivate values and beliefs that would eventually build positive
teacher-student relationships, but there is much more room for exploration and identification of
dispositions that are explicitly designed to facilitate such an outcome.

An example of a teacher disposition assessment rubric used by teacher education
institutions is the CEPTC Dispositions document (see Appendix A3). Standards in this document

that could concern teacher-student relationship are: “Demonstrates sensitivity to other’s feelings



and opinions while articulating own opinions, feelings and needs” (under Tact and Judgement),
“Demonstrates the belief that all students can learn and are welcome in the classroom”, (under
Cultural Responsiveness), and “Expresses passion and enthusiasm for teaching” (under
Commitment to Profession). Documents such as this provide more specification regarding
teacher disposition standards, some of which might impact teacher-student relationship;
however, the topic itself is still not addressed directly.

“Teacher-student relationship” is an ambiguous subject in education literature
(Cornelius-White, 2007; Hargreaves, 1998) and may not be a suitable term to dissect and
compartmentalize. A word that captures the concept of teacher-student relationship while being
widely explored and measured in education literature is rapport, and it will be the guiding term
for this discussion. Therefore, before exploring suggestions for reformation of disposition
standards and for best teaching practice, investigating rapport as an educational construct and

identifying its elements is necessary.



REVIEW OF LITERATURE

The purpose of this review is to examine scholarship related to teacher-student rapport
and how it is linked with student outcomes. Definitions and factors of rapport are synthesized in
the context of teaching practice broadly construed. Theoretical principles of human learning and
the seminal work of four psychological schools: behaviorism, cognitivism, constructivism, and
humanism will also be explored to further elucidate the phenomenon of the teacher-student
relationship as it relates to student impact.

Rapport

Rapport in the classroom has proven to impact student achievement and outcomes
(Broom, 2016; Catt, Miller, & Schallenkamp, 2007; Estepp, 2012; Frisby & Martin, 2010;
Lammers & Gillaspy Jr., 2013; Nguyen, 2007; Webb & Barrett, 2014; Wentzel, 2009; Wilson,
Ryan, & Pugh, 2010; Wilson & Ryan, 2013; Wittler, 2002). Student achievement and outcomes
are considered to be any of the following items: grades, agency, resilience, interest in subject
matter, behavior, cognitive development, class participation, moral development, and
engagement in content. Early examinations defined rapport in education as “sharing a common
viewpoint” (LaFrance et al., 1976 & 1979), a smooth and harmonious interaction (Bernieri,
1988), and a classroom climate that promotes teacher-student interaction through valuation of
students’ feelings and opinions (Perkins et al., 1995). The concept of rapport continues to be in
flux as its definition slightly alters across discussions in education, measurement (of rapport),

etymology, and other contexts.



Definitions and Characteristics in Education

Wentzel (2007) highlighted the growing popularity of discussion regarding the impact of
positive teacher-student interaction on student achievement and social accomplishments. Three
theories connect to the reason behind this correlation: attachment theory (secure relationships
support children’s concept of self-worth, motivation to explore and learn, and effective coping
skills), social support models (emotionally supportive relationships, consistent or inconsistent,
foster child’s acclimation to school), and self-determination theory (teacher’s observable
commitment to students’ autonomous, competence, and relational needs result in positive
engagement and participation in the classroom). The majority of K-12 educators in this study
believe that the establishment of positive rapport in the classroom is associated with feelings of
trust and mutual respect, and such feelings of students are supported by teachers’ willingness to

engage in positive social interaction (Wentzel, 2007).

Frisby & Martin (2010) explained that student-perceived instructor-student rapport
consistently predicts student participation, affective learning, and cognitive learning. Rapport, in
this context, is reflective of the interpersonal relationship between teacher and student that is
fostered by a prosocial bond. However, levels of rapport and the three predictors were measured
through student perception, and the sample size of this study was small (n = 30). Such conditions
of the study do not promote a generalizable approach to effective interpersonal practice of
teachers. Despite this, results indicate that instructors must enter the classroom with relational
goals if they wish to build positive rapport, and achievement of such goals requires the following
qualities of communication competence: promotion of warmth, ability to relate, use of humor,

fostering of comfort, and expression of personal interest. Frisby and Martin (2010) indicated that



future studies need to account for individual differences in students regarding motivation to

communicate with the instructor and how they impact teacher-student rapport.

Webb and Barrett (2014) provided a collection of college instructor behaviors that build
rapport generated by student self-report measures, defining rapport as a: “...relationship built on
mutual trust and harmony...[and]...positive mutual attention marked by affinity and harmony” (p.
16). Qualitative data results indicate 514 behaviors within the following contexts that impact
student perceived level of rapport: uncommonly attentive, connecting, information sharing,
courteous, common grounding, and rapport hindering behaviors. Results also suggest a
relationship between rapport and interpersonal communication in that teachers who socially
connect with students are more likely to promote positive rapport with students.

Measurement

A number of surveys designed to measure rapport have been created and examined.
Wilson et al. (2010) conducted a study on the perceptions of 246 undergraduate students to
determine correlative elements of rapport which, in this case, was defined as “a relationship of
mutual trust and understanding”. Perception of instructor behavior was not considered because it
was “likely influenced by [students’] general impressions” (p. 247) and may not have provided
reliable data. Results generated a 34-item list of student experiences that positively or negatively
correlated with perception of rapport. After questions of reliability of the list arose, Wilson and
Ryan (2013) conducted an analysis indicating that teachers can focus on maximum 6 items at a
time before sacrificing predictive power of the scale, ultimately concluding that it is too
cumbersome for practical use. Broom (2016) used exploratory factor analysis with a sample of
>300 students and their perceptions to synthesize the Wilson et al. (2010) scale. The synthesis

resulted in two primary factors that construct professor-student rapport: “Professor cares about

10



students” and “Professor creates an engaging and constructive atmosphere”. The following
professor behaviors were discussed as contributors to the first factor, that is, the communication
of genuine investment in the students’ academic and personal well-being and of willingness to
collaborate and connect with them: listening to students, expressing personal and professional
experiences, being approachable, relating to students, and knowing their names. Broom
explained that the second factor is not as relevant to rapport, as it concerns the climate of the

classroom more so than the interpersonal relationship between professor and student.

Wittler (2002) developed an instrument entitled the “Relationship Rapport Scale” (RRS)
with 277 agricultural students. A single construct of the RRS named “Interpersonal Closeness”
emerged through both exploratory factor analysis and qualitative analysis, and it provides the
most important teacher characteristics that help define teacher-student rapport, namely: warmth,
sincerity, honesty, respect, kindness, and being genuine, caring, comfortable, accepting, and
communicative. Wittler’s review suggested rapport is a combination of caring and the teacher-

student relationship setting.

Lammers (2013) tested the internal consistency, concurrent validity, and predictive
validity of the Student-Instructor-Rapport-Scale-9 (SIRS-9) through self-report measures of 262
undergraduate and graduate students at a medium-sized state university. Examples of the nine
items include: “Your instructor understands you”, “Your instructor communicates effectively
with you”, and “Your instructor respects you”. Results of the study confirm the three assessment

criteria of the SIRS-9 and its effectiveness in measuring teacher-student rapport in online classes.

A deductive approach to seeking the theorized, overarching influences of rapport reveals
the following trends in defining teacher-student rapport: it concerns the relationship between

teacher and student, it is impacted by teacher behavior towards and understanding of the student,
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and it can influence academic or student outcome goals. It should be noted that a significant
amount of the literature defines and measures rapport through the perception of the student. A
review of the history of “rapport” as well as its scrutiny in other contexts of scholarly work may

provide a more comprehensive interpretation of the construct.
Etymology and Other Subjects

The history of Rapport can be traced back to rapporter, from French etymology, meaning
“bring back or refer to”. Rapport is a back-formation of rapporter, and it evolved to mean
“producing harmony, agreement, or intercourse” (Hindley, Alan, Langley & Levy, 2000).
Rapport was used in English dialect, stemming from French etymology, as “reference, relation,
or relationship” by the 1660s (Earnest, 1971). Merriam-Webster currently defines rapport as, “a
friendly, harmonious relationship; a relationship characterized by agreement, mutual
understanding, or empathy that makes communication possible or easy”. The presented

etymology of Rapport concerns the condition of interconnection between people.

The exact meaning and principles of rapport change depending on the context of
scholarly discussions (Tickle-Dengen and Rosenthal, 1987; Gremler & Gwinner, 2000) despite
the accessible definition. Gremler and Gwinner (2000) presented a table outlining descriptions of
rapport in the following contexts: roommate relationship, interview, psychotherapy, general
interaction, sales relationships, service, and education. Such descriptions of rapport fall under

two dimensions of human relationship: enjoyable interaction and personal connection.

Carey et al. (1986a) develops the Roommate Rapport Scale (RRS) by synthesizing items
of the Anderson (1962) Interview Rating Scale and its utilization in measuring counselor-client

rapport in (Carey et. al, 1986b). The RRS 28-item Likert scale yields .95-.97 internal consistency

12



and .973 reliability. Carey et al. (1986a & 1988) define rapport as the quality of relationship

characterized by satisfactory communication and mutual understanding.
Defining Rapport

The term rapport has been deductively explored upon review of literature in education,
etymology, and other contexts. A trend connected to rapport that emerges from all lenses of
presented discussion is that it concerns the relationship between people. Valid and reliable
measurements of rapport as determined by student perception reveal that the presence of rapport
is impacted by communication and emotional understanding between teacher and student.
Therefore, the guiding definition of rapport in the classroom for this discussion will be an
adaptation of Carey et al. (1986a & 1988): The quality of relationship between teacher and
student that is characterized by communication and mutual, emotional understanding. It is
important to recognize rapport as a quality, not an amount, in this case. There is always rapport
between the teacher and the student; whether it is of high or low quality depends on how
communication and emotional understanding are facilitated, if at all, in that relationship. An
inductive approach to describe the principles of communication and emotion that build positive
rapport in the classroom can yield a collection of teacher dispositions to be prescribed under
disposition policy.

Categories of Teacher Dispositions that Impact Rapport

Teacher disposition standards to be applied to teacher education institutions must be
specific and clear to promote consistency and validity of preservice teacher assessment (Murray,
2007; Welch et al., 2010). Rapport in the classroom is characterized by communication and
mutual, emotional understanding (adaptation of Carey et al., 1986a & 1988). An exploration of

communicative and emotional values, beliefs, and attitudes of teachers (Wilkerson & Lang,
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2007) that build positive rapport in the classroom can provide information that is useful to
inform educational policy and teaching practice. Teacher communication dispositions will be
discussed through the following lenses: immediacy, care ethics, affective teacher-student
relationship, and empathy. Teacher emotion dispositions will be discussed through the following
lenses: tact and emotional intelligence.

Communication

Immediacy

Albert Mehrabian (1969) conceptualized immediacy as a communication behavior that
fosters interaction with and closeness to another. A positive correlation has been calculated
between perceived teacher immediacy and rapport primarily through student perception
interviews and surveys (Estepp, 2012; Frymier & Houser, 2000; Rodriguez et al, 1996; Wilson et
al., 2010; Witt et al. 2004). Immediacy is commonly organized into two separate categories:
nonverbal and verbal (Valez & Cano, 2008). Witt et al. (2004) connected nonverbal immediacy
to approach-avoidance theory, which highlights the phenomenon of people tending to physically
gravitate towards others they like, and verbal immediacy to speech accommodation theory,
which examines the tendency of people to adapt their verbal communication to what they believe

to be the social appetite of the listener (Witt et al. 2004).

Velez and Cano (2008) described teacher characteristics or dispositions of immediacy
and their outcomes: nonverbal immediacy involves the teacher using imitative body movement,
proximity, eye contact, and positive facial expression to promote feelings of warmth and
belonging; verbal immediacy involves the teacher using praise, humor, openness to interaction,
self-disclosure, and interest in student conversation to foster increased students’ interest in the

subject, course, and teacher’s instruction. Application of immediacy in the classroom must be

14



done step by step, or one behavior at a time, for an abundance of immediacy goals can be
unreliable and be perceived as unnatural to the students (Messman & Jones-Corley, 2001).
Mottet et al. (2006) explained that use of immediacy during summative feedback, discipline
feedback, and project assigning may reduce students’ perception of credibility, which can impact
student agency in academic and behavioral growth.

Care Ethics

To care for students is an ethical behavior of teachers (Rabin, 2008). The discussion of
care as an ethical behavior in education began in the 1980s (Gilligan, 1982; Noddings, 1984) as a
means to increase implementation and cultivation of morality in students. “Thus, the condition—
the expressed need—of the other moves us. It is this capacity to be moved by the affective
condition of the other that teachers try to develop in students as part of their moral education”
(Noddings, 2012, p. 773). Concern for care ethics in the classroom continues to increase in
response to the widespread presence of dry, regimented, and teacher-centered practice along with
its negative impacts on student outcomes (Cornelius-White, 2007; Fedyszyn, 2014; Noddings,
2006; Ryans, 1961; Weinberger & McCombs, 2001). Care ethics fundamentally begins with a
caring relation that is informed by reception of the carer and expression of the cared-for (Buber,
1965; Noddings, 2014). Noddings illuminated the importance of caring as a relation as opposed
to an action. A teacher may exhibit the virtuous act of care for her students, but without a
sustained caring relationship, that act may be in vain or even a step backwards because it is not
informed with an open line of communication. It is also important to recognize this concept of

care as a relation instead of an action when considering its role in fostering rapport.

The expressed need > assumed need ideal is supported by committing to the following

actions in the classroom: listening and thinking (Noddings, 2012). Listening requires the teacher
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to foster a setting that allows the student to “think out loud”, which sends the message to the
student that his voice will be respected and heard. Thinking requires attentiveness of the teacher
that allows her to move beyond the expressed need and prescribed help by answering the
questions, “Does this student really need what he is expressing, and is the current delivery of
instruction appropriate for him?”” A teacher must demonstrate empathetic understanding based on
observable expression and behavior of students in order to answer those questions. Latitudinal

knowledge reflects a disposition of a teacher that supports a teacher’s effectiveness as a carer:

“Competent teachers who, as carers, want to respond to the voiced and unvoiced needs of their students
must have what might be called latitudinal knowledge. They should be able to draw on literature, history,
politics, religion, philosophy, and the arts in ways that enrich their daily teaching and offer multiple
possibilities for students to make connections with the great existential questions as well as questions of
current social life. (Noddings, 1999, p. 215)”

Rabin (2008) also argued for the importance of listening and thinking, as such actions
supplement the teacher with knowledge of student in a way that fosters mutual understanding.

Affective Student-Teacher Relationships

Affective Student-Teacher Relationships (ATSR), or favorable relationships perceived by
the student, are positively correlated with class participation and communication improvement of
students (Cornelius-White, 2007) and negatively correlated with students’ external behavior
problems (Lei et al., 2016). Rodriguez et al. (1996) used the Affective Learning Model (ALM) to
propose that desired instructor behavior is the bedrock of fostering relationships between
instructor and student. Gremler and Gwinner (2008) reported five categories of behavior
resulting in positive employee-customer rapport, and Webb and Barrett (2014) connected those
categories to ALM principles and determined relative, specific teacher behaviors of teachers
through student perception in the context of the classroom. The absence of ATSR with students

who have recently transitioned from elementary school to middle school or middle school to high
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school has negatively correlated with their academic performance (Cataldi & Kewalramani,

2009).

Behaviors of teachers that promote ATSR include excitement for the job, enthusiasm for
student success, friendly interaction, use of humor, positive interest in student conversation, and
willingness to listen (Webb & Barrett, 2014). Other contributing teacher behaviors are closeness,
support, sensitivity, warmth, and genuine involvement (Roorda et al., 2011). More recent studies
have explored the role of ATSR in the academic and emotional development of elementary
school students; however, similar research in middle and high school-aged students are dated
(Gallagher, 2013) and must be continued to address changes in the student population and
education system.

Empathy

Empathy is regarded as a skill that is crucial in the teacher’s development of effective
relationships with students (Brooks & Goldstein, 2008). It has been discussed in Carl Rogers’
(1969) commentary on classical education as “...the attitude of standing in the other’s shoes
[and] of viewing the world through the student’s eyes” (p. 112). Teachers’ efforts of empathizing
with their students have been connected to positively impacting student agency, resilience, and
academic achievement (Brooks & Goldstein, 2008; Cornelius-White, 2007; Royston, 2017;

Terrance et al., 1964).

Empathy has been identified as an emotional aptitude (Holsberg, 2010), one that is
associated with the ability to experience a wide variety of human feeling. Scholars have debated
over what it truly means to “empathize” with another person (Freshbach, 1997; Hogan, 1969)
and suggest it involves one of two abilities: the ability to experience the emotions of others

(affective empathy), and the ability to comprehend the emotions of others (cognitive empathy).
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Goleman (1995) supports both arguments, stating that empathy can involve sharing feelings with
or understanding the perspectives of another. Empathetic behaviors of teachers have positively
correlated with rapport-building (Carrie et al., 1986a; Juvonen, 2006; Kritzer, 1990; Lammers &

Gillaspy Jr., 2013; Webb & Barrett, 2014).

Teachers who exhibit affective or cognitive empathy honor students’ voices (Brooks &
Goldstein, 2008), work to live and understand the roles and lives of people in a variety of
circumstances (Aspy, 1969), create a safe space that welcomes the uniqueness of each student,
and embody a cognitively and emotionally attentive demeanor (Royston, 2017). Brooks and
Goldstein (2008) explained that teachers must be able to recall personal experiences and how
they were impacted as students by said experiences while they are engaging in empathic practice
with their own students. This reflective practice must be supplemented by ongoing feedback
from their students that is encouraged and fostered by promoting their thoughts and feelings
during instruction. It should be noted that empathy is identified as a behavior or disposition that
supports other communicative and emotional attributes that facilitate rapport explored in this
discussion (Cornelius-White, 2007; Estepp, 2012; Goleman, 2002; Gremler & Gwinner, 2000;
Noddings, 1984 & 2006; Rabin, 2008; Rodriguez et al., 1996; Royston, 2017; Valez & Cano,
2008; Van Manen, 1991; Webb & Barrett, 2014; Wilson & Ryan, 2013; Witt et al, 2004);
recognizing it as its own construct of teaching practice is important given its abundant presence
in the literature. Whether empathy is considered to be a communicative or emotional attribute in

the context of this discussion is unclear (Denzin, 1984).
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Emotion of Teaching

Hargreaves (1998) argued that “emotions are at the heart of teaching” (p. 835), and he
believed that effective teaching requires passion for and connecting with students in addition to
demonstration of content competency, organization, and scaffolding techniques. Emotion is
defined by Denzin (1984) as, “...self-feeling [and] temporally embodied, situated self-feelings
that arise from emotional and cognitive social acts that people direct to self or have directed
toward them by others” (49) following his descriptive analysis of related theories and models by
James-Lange, Scheff, Sartre, Freud, and Lacan. Emotion in education has been discussed as a
teacher competency in the following contexts: tact, affective teacher-student relationships, and
emotional intelligence.

Tact

Tact is being able to understand the reality of experiencing strong feelings such as
frustration, shyness, grief, and joy, and it “...implies sensitivity [and] a mindful, aesthetic
perception” (p. 125), which contributes to the personal connection and understanding between
teacher and student (van Manen, 1991). The teacher’s use of tact supports a social bond with a
student that encourages vulnerability, commitment, and creativity in the classroom (Thomas,
2010). Reidler & Eryaman (2016) explained that tact as a model of behavior can foster students’
understanding of large- and small-scale social and political issues such that they are able to

develop and be critical of related arguments and ideas.

Tact requires the teacher to immediately recognize observable student actions like body
language, demeanor, and expression as clues in deciphering unobservable thoughts, feelings, and
understandings. Tact also requires teachers to demonstrate heightened awareness of variables

such as social environment and student personality that should inform their differentiation of
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appropriate social action (van Manen, 1991; Corcoran & Tormey, 2013). A teacher who
demonstrates tact in the classroom is able to draw accurate conclusions from witnessing indirect
student behavior and how it relates or does not relate to the students’ current environments (Van
Manen, 1991). Tact is supported by the ability to be diplomatic, which involves managing
negotiations in ways that give all parties a chance to contribute to a conversation or decision and
that result in fair and appropriate compromise (van Manen, 1991). Tact is effectively executed
with a demeanor that models and fosters kindness through encouragement, listening, and desire
to help (Reidler & Eryaman, 2016). Tact as a pedagogical construct is otherwise relatively
unexplored in the literature as little empirical evidence informs practice and student outcomes.

Emotional Intelligence

Emotional Intelligence is a psychological theory that explains “...the ability to perceive
emotions, to access and generate emotions so as to assist thought, to understand emotions and
emotional knowledge, and to reflectively regulate emotions so as to promote emotional and
intellectual growth."” (Mayer & Salovey, 1997). Goleman (2002) would later expand on
emotional intelligence as a result of the demonstration of four emotional skills that respectively
follow a linear fashion of cause and effect: self-awareness, self-management, social awareness,
and relationship management. Teacher emotional intelligence has been connected to the
influence of student behavior, engagement, academic performance, and attachment to content

(Corcoran & Tormey, (2013).

The application of personal and social dispositions needed to foster said skills are as
follows: self-awareness requires emotional and accurate knowledge of self; self-management
requires trustworthiness, conscientiousness, adaptability, initiative, and motivation; social

awareness requires socio-environmental understanding; and relationship management requires
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inspirational leadership, developing others, influence, strengthening bonds, and collaboration.
Emotional intelligence can be understood as a collection of five categories of distinct,

measurable competencies and behaviors represented in the table below (Wakeman, 2006).

Stress General mood
Intrapersonal Interpersonal management  Adaptability scale
Self-regard Empathy Stress Reality testing Optimism

tolerance
Emotional self-  Social Impulse Flexibility Happiness
awareness responsibility  control
Assertiveness Interpersonal Problem

relationships solving

Independence
Self-
actualisation

Figure 1. Wakeman’s (2006) five competencies of emotional intelligence.

Scholars comment that carelessness in emotional practice can negatively impact others.
Denzin (1984) explains that emotional practice can hinder relationships with others if not
monitored and reflected upon. Also, knowing what distance to keep in relational engagement is
essential in the classroom (Hargreaves, 1998; Noddings, 2006; Royston, 2017). It is the teacher’s
ability to demonstrate each emotional skill nested beneath the five unique categories of

emotional intelligence that determines the outcome of emotional practice.

It is important to recognize rapport as a vehicle for instruction. Teachers cannot solely
rely on the embodiment of kind, likeable qualities and expect student engagement and learning
(Wilson & Ryan, 2013); effective teaching is oriented around content. Nguyen (2007) supports
arguments suggesting that rapport cannot be discussed and effectively established in the
classroom as an isolated concept — it is the symbiotic combination of interpersonal and
instructional roles that fosters positive student outcomes. Nguyen also argues that there is not

enough research concerning the balance and interaction between rapport-building
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communication and instruction. There is abundant information revealing the elements and
teacher behaviors that build good rapport with students, but little attention is given to how those
elements and behaviors are appropriately applied (e.g. use of humor is commonly associated
with building positive rapport, but there is a time and place for it in the context of instruction).

Such developments in research would be necessary to influence policy on a national level.
Educational Psychology

Presented are descriptions of principles of the behaviorist, cognitivist, constructivist, and
humanist schools of psychology followed by background information about representing
psychologists of prominent scholarly influence. Additionally, their arguments related to the

relationship between teacher and student in the learning process will also be discussed.
Behaviorism

John Watson declared that theories of human learning can only be validated by
observation of behavior via prediction and control in controlled environments (Watson & Walter,
1994). A guiding principle of behaviorism is that human learning can only be determined
through observable behavior and interaction with the environment (Alexander & Winne, 2006).
Bower and Hilgard (1998) commented that behaviorism is a product of associationism, which
contends that mental processing is dictated by association with previous mental states, and
hedonism, which argues that humans are motivated to avoid deprivation and pain and to seek
pleasure and comfort. Examples of behavioral psychologists’ positions on how humans learn are:
1) by association with positive and negative reinforcement; 2) through recognition of
associations between stimuli and response; 3) by extrinsic motivation (Ertugrul & Tagluk, 2017).
Three behavioral psychologists that have been prominently discussed in educational literature are

John Broadus Watson, Edward Thorndike, and Burrhus Frederic Skinner.

22



John B. Watson (1878-1958) championed physiologist Ivan Pavlov’s classical
conditioning by arguing that human behavior is a result of environmental stimuli and that
associations between stimulus and response are reinforced through repetition (Watson and
Walter, 1994). Watson dismissed the examination of human consciousness as he believed it was
not possible to reach notable conclusions in that context. He assumed three theoretical principles
to elucidate human learning: humans initially know nothing, human learning can only be
measured by change in behavior, and humans understand reality through realization of stimulus
and response associations (Ertugrul & Tagluk, 2017). An example of Watson’s commentary on
the interaction between humans is his book Psychological Care of Infant and Child (1928) on
child-rearing. Criticisms of the book have been widely established (Bigelow & Morris, 2001),
and some specifically targeted Watson’s suggestion of almost complete emotional detachment
from the child (Houk, 2000). Watson (1928) did advise against parents’ displays of most forms
of love and affection claiming that such actions can result in the child’s need to be “coddled” (p.
48); however, he also recommended against parents expressing negative emotional reactions to
their children, for he believed maintaining a safe, positive environment in the home was crucial

to the child’s development.

Edward Thorndike (1874-1949) had a significant presence in educational psychology and
has been regarded as the father of modern educational psychology (Haggbloom et. al, 2002).
Thorndike is known for being one of the first psychologists to conduct research in his field by
observing animal behavior in controlled settings (Hergenhahn, 2003). One study that involved
cats in prepared escape puzzles was instrumental in his conception of connectionism (Schunk,
2012) and its three underlying laws. The law of effect claims that a response to a stimulus

increases in frequency if met with a positive environmental change (Herenstein, 1970). The law
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of readiness explains that the will to behave in certain ways is impacted by external environment
(Thorndike, 1932). The laws of use and disuse argue that association strengthens with consistent
practice and weakens with suspended practice (Cooper, 2009). Thorndike observed his laws of
connectionism in the human context and determined that humans learn more effectively in
positive reward environments in comparison to negative. Thorndike suggested, based on his
research in the educational setting, that praise is a motivating reinforcer of ideal student behavior
(Beatty, 1998), and he later connected his findings to his exploration of social intelligence in that
praise and rewards in the form of human interaction is linked to human learning (Woodworth,

1950).

B. F. Skinner (1904-1990) was a prolific writer in the fields of psychology, philosophy,
and linguistics, and he explored and conceived the operant conditioning theory, which was
regarded as a continuation of Thorndike’s (1898, 1911) discussions of reinforcers and punishers
in his law of effect. Skinner claimed in his theory that the likelihood of organisms to repeat
certain behaviors is impacted by consequences experienced in the past (Ertugrul & Tagluk,
2017). Skinner’s operant conditioning seems to be almost identical to Thorndike’s law of effect,
but the primary difference is that the psychologists’ arguments are stated in the contexts of
conscious behaviors and unconscious behaviors, respectively. He self-described as a radical
behaviorist (Alexander & Winne, 2006; Haggbloom et. al, 2002) through his allegiance to
natural science methods while conducting behavior analyses; however, he recognized that the
natural sciences cannot reveal how humans learn in social contexts (Skinner, 1953). Certain
developments of mankind, such as government, economy, and cultural practices, would not have
been possible without humans gathering together and interacting. Skinner (1965) responded in

kind to Thorndike’s realization of the connection between human interaction and human learning
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by providing examples of effective social stimuli that reinforce behavior (friendliness, smiling)
and discourage behavior (ridicule, guilting, embarrassing). He went further to highlight that
human behavior changes depending on who else is present, the perceived social profiles of which
are determined by past interactions.

Cognitivism

Cognitive learning theorists and psychologists responded to the growing popularity of
behaviorism (Lilienfeld et al., 2010) by stating that learning cannot be understood by observing
behavior alone; rather, they believed that research of human learning should address the mental
process (Slavin, 2006). Cognitive psychologists are primarily concerned with human thinking, or
how learners form knowledge, whereas behavioral psychologists consider behavioral, emotional,
and social learning via observation (Borich & Tombari, 1997). Ulric Neisser (1928-2012),
psychologist and writer of Cognitive Psychology, is considered to be the father of cognitive
psychology through his revolutionary studies of human memory and perception (Haggbloom et
al., 2002). Cognitive principles of human learning include: humans produce knowledge and
skills through processing environmental stimuli, new information must be connected to prior
knowledge or experiences in order to be learned, and an individual’s understanding can be
observed by her ability to use language, reasoning, and problem solving (Wallace, 2007). Jean
Piaget, Albert Bandura, and Jerome Bruner are three significant scholars in the field of cognitive
psychology that will be discussed in this review.

Albert Bandura (b. 1925), Professor Emeritus of Social Science at Stanford University, is
a prolific researcher, writer, and educator in the fields of psychology and philosophy
(Zimmerman & Schunk, 2010). Bandura set in motion the social learning theory in which he

contended that humans learn from each other through the linear processes of observation,
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retention, imitation, and motivation (Bandura, 1969 & 1977). He was regarded as a bridge
between the behaviorist and cognitivist schools (Haggbloom et al., 2002) because his conception
of social learning theory was inspired by Skinner’s investigation of the operant theory (Grusec,
1992). Bandura later renamed his theory to social cognitive theory, and he continued advocating
that humans learn by observing each other’s actions and the consequences of those actions
(Bandura, 1986). He posited that an individual’s level of self-efficacy is positively correlated
with chances of learning from observing others, and teachers play a crucial role in fostering

student self-efficacy through encouragement and verbal persuasion (Bandura, 1992).

Jerome Bruner (1915-2016) was a significant contributor to the fields of cognitive and
developmental psychology (Greenfield, 2016). Bruner was regarded as a pioneer of cognitive
psychology following the publication of his book A Study of Thinking, and he was among the
first in his field to suggest that perception and sensation play active roles in human learning and
must be examined in research (Buner, 1956). Bruner would later focus his interests on
developmental psychology with a guiding principle he coined as scaffolding (Bruner, 1966) in
which he suggests that humans can learn by building on previously mastered knowledge. He
highlighted the importance of teaching structure in the context of scaffolding, “The more
fundamental or basic is the idea he has learned...the greater will be its breadth of applicability to
new problems.” (p. 18). It should be noted that the term scaffolding is also used to label a
teaching practice in which the teacher guides the student through the learning process at varying
degrees depending on the student’s cognitive abilities and mastery of the task. Bruner (1966)
proposed a framework of representation to help understand “how the child gets free of present
stimuli and conserves past experience in a model [or of a way of understanding the world], and

the rules that govern storage and retrieval of information from this model.” (p. 10). He describes
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the three levels of representation as enactive (learning through action or kinesthesia), iconic
(learning through perceived patterns or imagery), and symbolic (learning through words,
symbols, numbers, etc.). Humans who learn via symbolic representation engage in methods of
understanding through structure, form, and rules, which can support metacognitive and

hypothetical processing.

Robert Sternberg (b. 1949) is a cognitive psychologist who takes interest in studying
thinking styles, Feuerstein’s (1990) cognitive modifiability, and intelligence, among others. He
expressed critique of standardized processes and assumptions of measuring intelligence similar
to Howard Gardner (1999) in that said methods concern only a fraction of human intellect.
Sternberg (2003) suggested a three-part framework, known as the Triarchic Theory of
Intelligence, of what he believes to be a more comprehensive approach to understanding levels
of intelligence: componential (ability to analyze and solve problems that usually have one correct
answer), experiential (creative ability to utilize prior knowledge or skills to solve problems in
unique ways), and practical (adaptive ability to determine and execute actions ideal to the current
situation or context). Sternberg (1988) proposed that current and past forms of political
government can reflect human cognitive style. For example, he suggests that the existence of a
judicial system is linked to humans’ impulse to evaluate and change structure or rules, and levels
hierarchy are linked to humans’ inclination to prioritize objectives. Sternberg (2004) believed
that fostering intrapersonal, interpersonal, and extrapersonal interactions in the classroom are
fundamental components of developing wisdom, or “the use of one's intelligence and experience
as mediated by values toward the achievement of a common good” (p. 164). He championed

concepts such as empathy, interdependence, and sensitivity.
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Constructivism

Psychologists who explored constructivist theory and research argued that humans
acquire knowledge by actively constructing it in response to their experiences (Steffe & Gale,
1995). Constructivist theorists might argue that reality, or truth, is the subject’s perception of the
external environment, not the external environment itself, therefore implying that there are as
many valid realities as there are subjects. Von Glaserfeld (1984, 1990) explained that individuals
cogitate in ways that allow them to acclimate to the current situation in which they find
themselves, ultimately impacting their behavior. Later developments (Larochell et al.; Maturna
& Varela, 1992) encouraged that knowledge is constructed both biologically and socially. Three
prominent scholars of the constructivist school will be discussed: John Dewey, Jean Piaget, and

Lev Vygotsky.

John Dewey (1859-1952) studied psychology and philosophy, and he engaged in
educational reform through his publications and research (Haggbloom et al., 2002). Dewey took
part in the development of functional psychology (Dewey et al., 1896) where he became among
the first to investigate mental processing and its relationship to social environmental adaptation
(Brody 2003). Dewey championed the principles and philosophy of democracy, the bedrocks of
his arguments in several contexts (Ayers & Schubert, 2004), including education. He (1916 &
1927) criticized schools for traditionally teaching its students preset skills and content knowledge
without “preparing them for the future life...[by giving] them command of themselves,” (1927, p.
77). Dewey (1902) discussed an optimal balance between guiding the student through the lesson
and allowing him to take full control of his learning, which includes supporting his own
awareness of his full potential. Dewey (1904, 1926, & 1960) expressed the importance of

passion, drive, and positivity of a teacher’s disposition in the moral and intellectual growth of her
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students, for any lacking or opposite of such or similar teacher qualities can inhibit the students’

learning experiences.

Jean Piaget (1896-1980) studied psychology and epistemology notably in the context of
child development (Alexander & Winne, 2006). He suggested in his theory of genetic
epistemology that human cognition can be understood to operate in four biological stages
governed by age (Piaget, 1972): sensorimotor (children are egocentric and perceive the world
solely through their perception and movement), preoperational (children can symbolically
conceptualize and mentally reason based on intuition, but logical thinking is not completely
developed), concrete operational (children become less egocentric, consider external realities,
and begin empathizing with others’ feelings), and formal operational (children are capable of
hypothetical thought and can grapple with abstract concepts, or perceptions removed from the
here and now). Another contribution to educational psychology of Piaget’s is his discussion of
schema. Schema, introduced by philosopher Immanuel Kant (Nevid, 2007), was discussed by
Piaget (1958) as the natural framework of human cognition that is sculpted by past experiences,
memories, and knowledge. Piaget believed that people absorb new information in their schemata
though either assimilation, where the information is fit into the current schema through realizing
relationships or connections with prior knowledge, or accommodation, where the current schema
is altered or new schema is created to accept the information. Piaget would later inspire
discussions among educational psychologists about cognitive conflict, the first step of
accommodation, which he called “disequilibrium” (39) and indicated as a crucial component of
human learning (Piaget, 1963). Piaget (1997) favored a collaborative context between teacher

and students in the learning process as opposed to the teacher establishing an authoritative role,
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for he believed an even distribution of leadership and control in the classroom provides students

freedom of constructing ideas and solutions, ultimately promoting deeper learning.

Lev Vygotsky (1896-1934) was a constructive psychologist who invested his time and
research in developmental psychology (Haggbloom, 2002). Vygotsky (1978) believed that
society and environment play a significant role in human cognitive development, notably
through social interaction (Vygotsky, 1987), in which he claimed that the surroundings in which
humans grow up shape how they perceive reality and think. He explained the link between social
interaction and learning with the concept he coined as the Zone of Proximal Development (ZPD)
which is, “the difference between the level of individual achievement determined through
individual problem solving and the level or potential achievement with adult guidance or in
collaboration with more capable peers.” (Vygotsky, 1978, pg. 86). Vygotsky highlighted social
activity between people with different backgrounds and knowledge as a primary source of the
cultivation of knowledge in an individual, which emphasized the impact adults can have on the
learning process of a child. The teacher, or expert, should facilitate a collaborative environment
between her and the student by guiding and encouraging him through exploring higher mental

processes while solving problems (Vygotsky, 1978).
Humanism

Humanistic psychologists examine human mental functioning through a
phenomenological lens in that they are concerned with the personal, subjective experience of an
individual (Alexander, 2006). Educators concerned with humanistic principles may be
encouraged by this lens to teach the student instead of the content by considering his behaviors,
thoughts, and feelings during the learning process. Goldstein (1939) introduced the concept

known as self-actualization, which he described as an organism’s drive to realize its full potential
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and capacity. Humanistic psychologists later explored the concept in the context of their field,
arguing that humans strive for fulfillment, individuality, creativity, and transcendence (Aanstoos
et al., 2000) and their motivation to achieve such goals is impacted by the satisfaction of both
their basic (physiological) and complex (socio-emotional) needs (Greening, 2006). Greening
(2006) gave examples of complex needs: relatedness, sense of belonging, and self-worth. Carl
Rogers, Abraham Maslow, and Clark Moustakas especially impacted the field of humanistic

psychology (Zimmerman & Schunk, 2010) and will be discussed in this review.

Carl Rogers (1902-1987) was a psychologist who also influenced the fields of
psychotherapy and psychopathology (Haggbloom et al., 2002). He conceived of the person-
centered approach in several contexts in which he argued that supporting an individual’s self-
actualization involves the teacher, mentor, or therapist empathizing and communicating with
unconditional positive regard and genuineness (Rogers, 1957). Rogers (1953) contended through
his Nineteen Propositions (see Appendix B) the importance of contextual, cultural, and
emotional relevance of content and the way it is brought forth to the individual, explaining that
the mentor must contemplate the individual’s self-concept during interactions. Rogers et al.
(2013, 1953) applied his arguments in education by explaining that teachers must: consider the
background information of the student and connect content to that information, be open-minded
and encourage open-mindedness, eliminate any negative or threatening tone during instruction,

and must fulfill the role of an educational guide rather than an authoritative truth-teller.

Psychologist Abraham Maslow (1908-1970) described the need for humanistic theory as
the positive, or healthy, half of Freud’s work in psychology (Maslow, 1968), confirming one of
his research interests: links to positive mental health (Zimmerman & Schunk, 2010). Maslow

(1943) proposed his theory regarding the foundations of self-actualization known as his
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hierarchy of needs in which he asserted that “physiological, safety, love [/social belonging],
[and] esteem” (p. 394) needs of an individual must be met, each of which he identified
accompanying subcategories. He explained that a deficiency in any of the needs can either
inhibit or prevent self-actualization and personal development. Maslow (1971) later amended his
hierarchy by adding self-transcendence as the last level of the theory, for he realized that humans
who only self-actualize will continue raising their potential as they discover more to be mastered.
An individual who achieves self-transcendence sets his own needs aside by recognizing an entity
greater than himself. Maslow called this momentary “holistic level of consciousness” (pg. 269) a
surpassing of personal worries when the individual can experience profound feelings of peace,
joy, and unity with the universe. Students whose hierarchical needs are met, according to

Maslow, are in more optimal condition to learn and personally develop.

Clark Moustakas (1923-2012) was a psychologist who investigated principles and
research of clinical psychology, phenomenology, and heuristic. He was an active contributor in
the establishment and expansion of the humanistic psychology movement, humanism and
clinical psychological graduate degree programs, and transcendental phenomenology (a branch
of qualitative research) (Blau et al., 2013). Moustakas (1953) supported the employment of play
therapy to develop problem solving skills, confidence, and identity, supporting an understanding
that each child is unique in terms of inner processing and psyche. He (1990) argued that
understanding the heuristic of others involves engaging in the passion or strong feelings of said
others, which can provide more freedom for self-exploration. Moustakas was adamant in
validating the heuristic by expounding that the self cannot be defined with words; rather, it is
unequivocally “the central being of the individual person,” (Moustakas, 1956, pg. 11) that can

only be experienced. Authors connecting Moustakas’ research and education are light in the
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literature; however, perhaps one might infer that educators attempting to live the experience of

students can aid in the empathetic process in the classroom.
Summary of Literature Review

Presented in the review of literature are teacher behavior variables associated with the
qualities of teacher-student rapport. Also distilled in the review is a collection of principles and
seminal work of four schools of educational psychology that are relevant to the teacher-student
relationship in the classroom. Such information is used to guide the methodology of this study

and to provide a framework of discussion and application regarding policy and best practice.
Purpose of the Study

The purpose of this thesis is to support effective rapport-building strategies in the
secondary music classroom in two ways: by discussing how teacher disposition standards can be
evolved to cultivate rapport-building values and behaviors within preservice teachers as guided
by principles of educational psychology, and by offering rapport-building strategies that can be

immediately applied by music teachers of the secondary large ensemble.
Research Questions

The following research questions were answered in this study: how are teacher-student
rapport-building strategies informed by the behaviorist, cognitivist, constructivist, and humanist
schools of psychology; how can the information garnered from a literary analysis guide the
transformation of teacher disposition policy; what are best practice techniques for teachers to

build rapport in the secondary instrumental ensemble as implied by the data?
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Delimitations

Data collection was limited to one peer-reviewed journal and twelve scholars of
educational psychology. Policy recommendations were designed to match the language and
structure of INTASC (2011) disposition standards and do not include measurement of said
recommendations. Best practice techniques are provided to inform teacher behavior and
pedagogy both generally and specific to the music classroom, and such techniques are

contextualized to teacher behavior and student participant structure.
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METHODOLOGY

Teacher-student rapport is an important factor in the learning process of students in
classrooms, and late and current leaders in educational psychology recognized that the social
context of learning is one of great importance. The link between these two related matters in
education seems to be missing. The question “how are teacher-student rapport-building strategies
informed by the behaviorist, cognitivist, constructivist, and humanist schools of psychology?”
was explored via content analysis of a peer-reviewed journal of educational psychology. Holsti
(1969) simply explained content analysis as being, “any technique for making inferences by
objectively and systematically identifying specific characteristics of messages” (p. 14). Content
analyses are used to generate data to determine trends, patterns, or scholarly representation and
authorship in a large amount of literature (Stemler, 2001). Krippendorff (1980) listed six
questions that must be answered before conducting a content analysis: Which data are analyzed?
How are they defined? What is the population from which they are drawn? What is the context
relative to which the data are analyzed? What are the boundaries of the analysis? What is the

target of the inferences?
Data Collection

Last names of authors in the references section of scholarly literature were inspected for
data collection. Two levels of citations were considered. For example, the references of a journal
article were examined, and the references of those references were also examined. A total of 82

articles from the Journal of Educational Psychology were examined.
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Coding

Scholarly literature in the sample that cite, on either level, the last name of at least one of
the educational psychologists discussed in the literature review were defined as “1” for the
corresponding school. Samples that did not were defined as “0”. For example, an article citing
Skinner and Piaget would be considered Behaviorist = 1, Cognitivist = 0, Constructivist = 1, and
Humanist = 0. To establish a baseline of coding reliability, two music education scholars
engaged in the aforementioned coding process with a portion of the sample. Intercoder reliability
was calculated using an inter-coder percent agreement. A relatively robust percent agreement
was found (.96) as .96 between two coders examining about 7% of the sample (six articles). The

percent agreement meets
Sample

The data was retrieved from the reference sections of articles from the peer-reviewed
Journal of Educational Psychology. A set of words distilled from the deductive and inductive
elucidation of rapport in the literature (see Appendix C) was used to filter searches for articles
from the Journal of Educational Psychology. Articles used in the sample lists at least one of the
words in Appendix C in the title or keyword section as outlined by the EBSCOhost database
were included in the sample. Said articles must have been published between the years 1950 and

2017.
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DATA RESULTS

Data in Figure 2 present the percentage of representation of each school of psychology by
considering the first or second level of references in the sample. For example, almost 70%, or 52
articles, of publications from the Journal of Educational Psychology discussing elements of
rapport-building behaviors (as determined by the literary analysis), or their references, cite John
Dewey, Jean Piaget, or Lev Vygotsky at least once. Data in Figure 2 do not accurately indicate
frequency. For example, an article citing all three names from one school generated the same

data as an article citing only one name from the same school.

Psychological School Representation

a0

60

40

Behaviorist Cognitivist Constructivist Humanist TOTAL Mone* (7.32%)
(32.93%) (50.76%) (69.21%) (96.1%) (92.68%)

Figure 2. Percentage of sample citing each psychological school. *Amount of sample that did
not cite any of the twelve scholars of educational psychology.

Data in Figure 3 present the number of articles in the sample citing each educational

psychologist discussed in the literature review. For example, 32 articles from the Journal of
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Educational Psychology, or their references, cite Jean Piaget at least once. Data in Figure 3 are a
more accurate representation of frequency of citations in comparison to Figure 2; however, they
are not completely accurate. For example, an article citing Lev Vygotsky once generated the

same data as an article citing the same name several times.

Educational Psychologist Representation

40
3o
20

10

Figure 3. Number of of times each scholar of educational psychology is cited by an article the
sample at least once.
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DISCUSSION

Research Question 1

Data in Figure 2 suggest that principles and seminal work of the constructivist school of
psychology are most comprehensively represented in one collection of discussions (the sample)
examining elements of rapport-building in the classroom. Authors of the sample discussed
multiple elements of rapport identified in the literature review, and constructivist psychologists
are most widespread in one or two levels of citations of said sample. Certain educational
psychologists representing one of the other three schools were cited more frequently in specific
components of rapport-building in comparison to other components. For example, authors of the
sample examining agency and motivation frequently cited Albert Bandura; however, authors
examining other topics did not. Data in Figure 3 suggest that Albert Bandura, Abraham Maslow,
and Jean Piaget, through their seminal work and human learning theories, are most commonly
cited by authors of the sample arguing for elements impacting rapport-building identified in the
literature review. Only implications can be made about the connection among principles of the
constructivist school, theories of Bandura, Maslow, and Piaget, and elements of rapport-building
because the data does not reveal any direct links between said theories and elements.
Research Question 2

Teacher behaviors, actions, and skills that contribute to building positive rapport with
students through communication and emotional understanding have been identified and
reviewed. A list of such contributions will be compiled and distilled in preparation for creating a
set of “rapport disposition standards” to be suggested for implementation in teacher education

programs. Dispositions are sets of values, beliefs, and attitudes that dictate the teacher’s
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application of knowledge and skills (Wilkerson & Lang, 2007); the final step of creating the
rapport disposition standards will involve “translating” teacher behaviors, actions, and skills to
values, beliefs, and attitudes.

Summary of Positive Rapport-Building Behaviors

Presented behaviors, actions, and skills were listed, compared, and reorganized into
categories of similarity. For example, verbal immediacy can be demonstrated by expressing
interest in student conversations, and an element of affective student-teacher relationships
includes a teacher’s genuine investment in student conversations. Both behaviors derive from
different topics in the literature but are grouped together due to similarity. Categories of
behaviors that emerge from the organizing process are: socio-cultural investment, positive
expression, honoring of student voice, informative reflection, sensitivity and understanding, and
nonverbal immediacy.

Socio-cultural investment guides the teacher to demonstrate active interest in
conversation topics initially determined by the student so long as they are appropriate.
Genuineness during this engagement is reinforced by the desire to connect with and relate to the
student in the context of the conversation, and strong bonds can be made in this way through
recognition of the student’s cultural interests and identity. Relevance to instruction would be a
concern in this area as the reigns cannot be solely given to the student, but this method of
positive rapport-building is applicable both in and out of the classroom. Examples of appropriate
non-classroom contexts are: after school clubs, school-wide assemblies, student assistantship,
and open house, school-sponsored, community functions.

Positive expression, both verbal and nonverbal, can involve the teacher using humor,

friendly interaction, optimism, praise, kindness, and positive facial expressions to establish a
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warm and supportive atmosphere where a student may feel more welcome. Positivity can be used
as a vehicle for instruction as well as a normative communication style in all contexts of
interacting with students.

Honoring of student voice is perhaps the most crucial element of good rapport-building
teacher behavior. The will to listen sends a message to students that they can open up in the
classroom with new ideas, reflections on learning, and circumstantial concerns that may
otherwise not be addressed. Trustworthiness is an important part of positive rapport, and it is
promoted through attentive, honest, and passionate listening to students’ thoughts and
expressions. It is an effective tool to promote both student-teacher connection and effective
instruction.

Informative reflection tasks the teacher to recall past experiences, whether they be
personal, with current students and their learning, or from observation of another colleague.
Critical evaluation of such experiences in the context of student socio-emotional and cognitive
impact must follow the recollection in a way that informs the teacher’s practice, communication,
and emotional connection with each student. A continual, reflective practice in this manner is not
a perfect way to address the ever-changing needs of individual students and the society they live
in, but it promotes a growth mindset within teachers that will maintain positive and trustworthy
connections with their students.

Sensitivity and understanding can be considered the most empathic category of teacher
behavior synthesized in this discussion. It can also be connected to honoring of student voice and
informative reflection as all three categories can provide valuable information to each other.

Sensitivity and understanding is unique in that it requires the teacher to adapt to remote realities
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and feelings such that delivery of instruction and overall communication can be executed in a
manner that caters to the socio-emotional occasion of each student.

Nonverbal immediacy is a simple-sounding but truly complex craft of teaching practice.
It is the only category with a name unoriginal to this discussion only because its principles are
unique and almost always applicable during any interaction with students. Body language moves
deeper into the primitive side of human interaction in that it is assumed to have been used long
before any form of syntax developed in our species (Wade, 2006). Teachers can excel in the
utilization of all other new categories of good rapport-building, yet, failure to do so with
proximity, imitative body movement, and even eye contact may negatively impact the
relationship between them and their students.

Proposed Items for INTASC Disposition Standards

The Interstate Teacher Assessment and Support Consortium provides 43 “Critical
Dispositions” organized in ten categories of standards (InTASC, 2011). Examples of categories
are: “Learning Differences”, “Context Knowledge”, “Application of Knowledge”, and
“Assessment”. Presented is an 11th category to be nested beneath the macro category “The
Learner and Learning” titled “Learner Relation”. Within this new standard are six suggested

Critical Dispositions to facilitate positive rapport with students:

4(a) The teacher is invested in the social and cultural identities and interests of learners.

4(b) The teacher values expressing and promoting positive interactions among learners.

4(c) The teacher is driven to encourage and honor each learner’s voice.

4(d) The teacher engages in reflective practice in the contexts of communication, emotion, and

human connection.
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4(e) The teacher seeks to empathize with learners’ diverse, socio-emotional and academic needs
and is committed to tactful reasoning.
4(f) The teacher explores improving the craft of effective communication beyond verbal

discourse.

It is recommended that policy makers of INTASC and university teacher education
representatives consider elements of this model or the model in its entirety as opportunities to
supplement current teacher disposition standards for the purpose of cultivating positive rapport-
building attitudes and behaviors within teachers in training.

Research Question 3

As stated in the response to Research Question 1, data results can imply links between
rapport-building strategies and theories of Bandura, Maslow, and Piaget as well as principles of
the constructivist school. Provided in this section is a synthesis of said implications in the form
of practical applications intended to be used by secondary instrumental music educators in the
field who wish to build positive rapport with their students. Such applications are also designed
to help facilitate deeper learning, for teachers cannot solely rely on positive rapport to promote
favorable student outcomes (Nguyen, 2007; Wilson & Ryan, 2013). Implications of the data
presented in Figures 2 and 3 are synthesized in the context of the large ensemble.

Large Ensemble Applications

Bandura (1986) argued through his social cognitive theory that student learning and
social engagement is positively correlated with self-efficacy, or the student’s perceived ability to
perform a task. He (1997) explained that feelings of anxiety and fear can hinder self-efficacy,

and ways to mitigate such feelings include: fostering a climate of trust and respect in the
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classroom, using positive verbal persuasion, and considering students’ socio-emotional needs for
growth. Bandura (2001) illuminated the importance of relevance of classroom goals to students
and their levels of self-efficacy in that the more connected they are to content and objectives, the
more likely they are to engage in active participation. Bandura (2012) disclosed that a student’s
level of self-efficacy can increase when observing his peers venturing in or attempting his own
ideas, whether they be actions, suggestions, or interpretations. Presented are teaching strategies
and behaviors that may build positive rapport and facilitate deeper learning in the large ensemble
as related to Bandura’s learning theories:

The teacher...

e informs own knowledge of students’ socio-emotional needs for growth through personal,
connecting conversation.

e engages in students’ referential (Reimer, 2010) connections to rehearsed repertoire and
permits exploration of expressive interpretation of said connections.

e encourages students to participate in the music selection process in some fashion.

e encourages individual students to demonstrate interpretations of musical passages then
instructs peers to attempt same interpretation.

e s consistently transparent about instructing in the best interest of the students’ musical

and personal development.

Maslow (1943) presented specific classifications of each need in the hierarchy that are
also relevant in the education context. Students’ physiological needs include health needs such as
nutrition, sleep, and treatment for health problems, and their safety needs are both physical and

mental. He argued that it can be difficult or unattainable for individuals to focus on needs higher
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up on the hierarchy if there are deficiencies below. Teachers’ efforts in building positive rapport
with students may be unproductive if the students’ physiological and safety needs are not met.
Students’ social belongingness and esteem needs are generally met when they feel accepted and
valued in the surrounding environment, and if such needs are not met, it may be difficult for
them to self-actualize in the academic situation. Students’ self-actualization needs are met when
they realize and strive for their full potentials in academic and social contexts, and their self-
transcendence (Maslow, 1971) is achieved during moments of egocentric alleviation where they
are able to engage in selfless thought and expression. Presented are teaching strategies and
behaviors that may build positive rapport and facilitate deeper learning in the large ensemble as
related to Maslow’s learning theories:

The teacher:

e is cognizant of students’ well-being through observations of their energy/engagement,
body language, eating habits, and family/friend interactions and addresses concerns
through private conversation.

e establishes a classroom environment that welcomes and values every student and expects
students to adopt the same philosophies as they interact with their peers.

e articulates gratitude and relevant praise in response to students’ demonstrations of
expressive identities (performance) during the feedback process.

e recognize a healthy balance between students’ confidence and humility as it relates to
how peers are impacted by such expressions.

e consistently raises standards of musicianship and community in response to achievement

through promoting reflective processes and demonstrations of exemplary performance.
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e can adopt the servant-leader (Johnson, 2013) role to encourage shared altruistic moments

within the ensemble.

Piaget (1952) explained a schema as, “a cohesive, repeatable action sequence posSsessing
component actions that are tightly interconnected and governed by a core meaning.” (p. 7). to
help describe the phenomenon of how humans process and store information. Teachers who
approach the learning environment in a collaborative role can more effectively aid, in
comparison to the autocratic role, in the student’s processes of assimilation, where he refers new
content to prior experiences and knowledge, and accommaodation, where he adjusts his schema to
better understand the new content. Students who are unable to assimilate or accommodate new
information may reject it, a possibility that can be influenced by the teacher’s instructional and
affective pedagogy (Piaget, 1997). Piaget (1972) argued that, by age 11, children are capable of
formal operations of cognition, meaning they can think abstractly and make logical decisions.
Presented are teaching strategies and behaviors that may build positive rapport and facilitate
deeper learning in the large ensemble as related to Piaget’s learning theories:

The teacher:

e is sensitive to what students perceive to be true during the acquisition stage of instruction.

e understands when students disagree with or resist new information and helps them to
understand it in a different way.

e instructs with tact catered to the emotional profile of the student.

e recognizes and utilizes students’ abilities to think critically and abstractly about the

expression and artistic merit of class repertoire.
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Constructivist theorists assert that humans cognitively build their own understanding and
knowledge in response to external stimuli. Researchers outlined seven pedagogical components
of constructive principles (Brooks & Brooks, 1993; Larochelle et al., 1998; Steffe & Gale, 1995).
Secondary music educators can effectively pursue these pedagogical components with a chamber
music unit structured into their large ensemble classroom (Berg, 2008; Neidlinger, 2011).
Provided below are the seven components with subsequent pedagogical relevance (a) and

rapport-building relevance (b) to the chamber music context.

1. Learning should include social engagement and negotiation.

a. chamber music rehearsals can involve collaborative efforts though verbal and
performance communication among students during the rehearsal process.
b. teacher-student ratio is increased as each chamber ensemble is coached by teacher

which can promote more rapport-building opportunities.

2. Subject matter should be made relevant to students.

a. repertoire-student ratio is increased in chamber music units allowing the teacher
more flexibility in selecting repertoire that students can connect with more deeply.
b. differentiated repertoire selections can promote individual student identity which

can develop trust and esteem as a result of the teacher’s decision.

3. Subject matter should be understood within the framework of students’ prior knowledge.
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a. students can be grouped with peers of specific, musical background and skill
(either similar or complementary), promoting more opportunities of appropriate
repertoire selection.

b. differentiated repertoire selections can cater to students’ academic needs, a

recognition as a result of the teacher’s decision.

4. Students should be assessed in ways that inform the teacher about their future learning

needs (formative assessment).

a. chamber music setting can provide and expose more opportunities to evaluate
students’ academic needs in determining room for improvement (Gooslby, 1994).
b. differentiated repertoire selections can effectively cater to students’ academic

needs, a recognition as a result of the teacher’s decision.

5. Students should engage in self-regulatory, self-motivated, and self-aware experiences.

a. chamber music ensembles can primarily be student-lead, providing opportunities
for students to explore these dispositions in the music context.

b. the teacher can supply students in chamber ensembles with reflective tasks,
activities, and conversations, promoting an environment where students’ voices

are heard.

6. Teachers should guide the learning process instead of lecturing.

a. students in chamber music ensembles receive coaching from teacher on occasion

and otherwise lead their own progress and learning.
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b. teachers can easily adopt a collaborative role with students in chamber music.

7. Teachers should offer comprehensive approaches to understanding subject matter.

a. teachers can supply students with rehearsal strategies and facilitate dedication of
time to non-paraxial analyses of the class repertoire (such as historical context and
composer information

b. students in chamber groups can be permitted more flexibility in exploring the

repertoire by means that are catered to their specific interests and cognition styles.

Limitations of the Study

The Journal of Educational Psychology was the only peer-reviewed journal that was
considered in the methodology of this study to explore any connection between positive rapport-
building behaviors and principles of educational psychology. Data collected from other scholarly
literature may suggest differing significance in the contexts of best practice in the secondary
instrumental music ensemble and teacher disposition standards. The coding process excluded
recognition of one scholar of educational psychology referenced more than once in a single
article; therefore, the educational psychologists most numerically cited by the sample may differ
from data represented in Figure 3. Several scholars who were frequently cited in the sample were
not initially considered in the literature review. Inclusion of the arguments of said scholars may
have influenced the inductive and deductive analyses of rapport. The data does not reveal the
specific connection between positive rapport-building behaviors and principles of educational
psychologists from article to article. Finally, citations in the sample that do not match one of the
twelve last names of scholars of educational psychology were not considered in the coding

process; therefore, comparison of representation of educational psychologists versus other
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scholars was not revealed. In consideration of these limitations, only implications can be made
from the discussion and results of this study.
Recommendations for Further Research

In response to both the results of this study and the limitations, suggestions for further
exploration of the topic of positive teacher-student rapport-building in the music classroom are
provided. Implications made from the literature review and the data results can be applied in the
secondary instrumental music classroom to explore whether there are any links between such
suggestions in practice and student achievement and/or quality of teacher-student rapport from
the perspectives of students, teachers, and administration. A longitudinal study can be conducted
to examine the effectiveness of application of the proposed disposition standards outlined by this
study in cultivating positive rapport-building values and behaviors in preservice teachers. A
broader content analysis can be conducted to provide more comprehensively-informed
implications of connections between the effects of positive teacher-student rapport and principles
of educational psychology by including more literature in the sample. A content analysis can be
conducted to discover keyword trends in scholars’ discussions of rapport that are more accurate

than the trends outlined in the literature.
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CONCLUSION

The music education profession has undergone transformation in philosophy, practice,
and policy at varying levels to continue advancing its positive impact on music students.
Practitioners, researchers, and policymakers must continue to explore, design, and implement
such developments to address the current and future needs of students in our changing society
(Jorgensen, 2003; Reimer, 2010). In classroom environments where students are consistently
engaging in socially and emotionally vulnerable tasks, such as musical expression, self-
evaluation, and peer collaboration, teachers should be expected to be consistently critical of their
values and behaviors that impact the emotional, intersubjective experiences of said students. It is
time for practitioners in the music education profession and teacher education leaders to facilitate
an exhaustive approach towards supporting the quality of relationship among teachers and
students in the classroom. The discussions and results of this study are intended to aid in
exploring this important frontier for the sake of promoting positive student outcomes and
experiences. The phenomenon of the teacher-student relationship and its relevance to student
academic and personal development in the music classroom and other educational contexts

should continue to be scrutinized to further inform best practice and teacher education programs.

51



REFERENCES

Aanstoos, C. Serlin, 1., & Greening, T. (2000). History of division 32 (Humanistic Psychology)
of the American Psychological Association”. In D. Dewsbury (Ed.), Unification through
division: Histories of the divisions of the American Psychological Association, Vol. V.
Washington, DC: American Psychological Association.

Alexander, P., & Winne, P. H. (2006). Handbook of educational psychology, (2nd Ed.).
Mahwah, NJ: Lawrence Erlbaum.

Andersen, J. F. (1979). Teacher immediacy as a predictor of teaching effectiveness. Annals of the
International Communication Association, 3(1), 543-559.
doi:10.1080/23808985.1979.11923782

Aspy, D. N. (1969) The effect of teacher-offered conditions of empathy, positive regard, and
congruence upon student achievement. Florida Journal of Educational Research, 11(1),
39-48.

Ayers, W., & Schubert, W. (2012). John Dewey lives. Schools, 9(1), 7-26. doi:10.1086/665019

Barrouillet, P. (2015). Theories of cognitive development: From Piaget to today. Developmental
Review, 38, 1-12. d0i:10.1016/j.dr.2015.07.004

Bandura, A. (1969). Social-learning theory of identificatory processes. In D. A. Goslin (Ed.),
Handbook of socialization theory and research (pp. 213-262). Chicago, IL: Rand

McNally.
Bandura, A. (1997). Self-efficacy: The exercise of control. New York: Y. H. Freeman.

Bandura, A. (2001). Social cognitive theory: An agentic perspective. Annual Review of

Psychology, 52, 1-26. doi:10.1146/annurev.psych.52.1.1

52



Bandura, A. (2012). On the functional properties of perceived self-efficacy revisited. Journal of
Management, 38(1), 9-44. http://dx.doi.org/10.1177/ 0149206311410606

Bandura, A. (1977). Social learning theory. New York: General Learning Press.

Bandura, A. (1986). Social foundations of thought and action: A social cognitive theory.
Englewood Cliffs, NJ: Prentice Hall.

Bandura, A. (1993). Perceived self efficacy in cognitive development and functioning.
Educational Psychologist, 28(2), 117-148. d0i:10.1207/s15326985ep2802_3

Banzan, D. (2007). Teaching and learning strategies used by student-directed teachers of middle
school band (Doctoral dissertation, Case Western University). Retrieved from
https://etd.ohiolink.edu/

Berg, M. H. (2008). Promoting "minds-on" chamber music rehearsals. Music Educators Journal,
95(2), 48-55. d0i:10.1177/0027432108325870

Bernieri, F. J. (1988). Coordinated movement and rapport in teacher-student interactions.
Journal of Nonverbal Behavior, 12(2), 120-138. doi:10.1007/bf00986930

Bigelow, K., & Morris, E. (2001). John B. Watson's advice on child rearing: Some historical
context. Behavioral Development Bulletin, 10(1), 26-30. doi:10.1037/h0100479

Blau, D., & Anderson, N. B. (2013). Clark E. Moustakas (1923-2012). American Psychologist,
68(5), 401. d0i:10.1037/a0032856

Brody, L. (2003). The education of John Dewey: A biography. Library Journal, 128(5), 87.
doi:10.7312/mart11676-012

Brooks, J. G., & Brooks, M. G. (1993). In search of understanding: The case for constructivist

classrooms. Alexandria, VA: Association for Supervision and Curriculum Development.

53


https://en.wikipedia.org/wiki/Digital_object_identifier
https://etd.ohiolink.edu/
http://psycnet.apa.org/doi/10.1037/a0032856

Brooks, R., & Goldstein, S. (2008). The mindset of teachers capable of fostering resilience in
students. Canadian Journal of School Psychology, 23(1), 114-126.
doi:10.1177/0829573508316597

Broom, T. (2016). In pursuit of a sound and wieldy measure of professor-student rapport,
ProQuest Dissertations and Theses.

Bruner, J. (1956). A study of thinking (Wiley publications in psychology). New York: Wiley.

Bruner, J. (1966). Toward a theory of instruction. Cambridge, MA: Harvard University Press.

Buber, M. (2002). Between man and man (Routledge classics). London; New York: Routledge.

Busch, J., & Wiggins, Jacqueline H. (2013). Old dogs and new tricks: One teacher's struggle to

develop a more learner-centered choral classroom, ProQuest Dissertations and Theses.

Carey, J. C., Hamilton, D. L., & Shanklin, G. (1986a). Development of an instrument to measure
rapport between college roommates. Journal of College Student Personnel, 21(1), 269-

273.

Carey, J. C., Hamilton, D. L., & Shanklin, G. (1986b). Does personality similarity affect male
roommates' satisfaction? Journal of College Student Personnel, 27(1), 65-69.

Carey, J. C., Stanley, D. A., & Biggers J.(1988), Peak alert time and rapport between residence
hall roommates, Journal of College Student Development, 29(1), 239-43.

Cataldi, E. F., Laird, J., & Kewalramani, A. (2009). High school dropout and completion rates in
the United States: 2007 (NCES 2009-064). Washington, DC: National Center for
Education Statistics, Institute of Education Sciences, U.S. Department of Education.

Catt, S., Miller, D., & Schallenkamp, K. (2007). You are the key: Communicate for learning

effectiveness. Education, 127(3), 369-377.

54



Corcoran, R. P. & Tormey, R. (2013). Does emotional intelligence predict student teachers’
performance? Teaching and Teacher Education. 35(1), 34-42.
doi:10.1016/j.tate.2013.04.008

Cornelius-White, J. (2007). Learner-centered teacher-student relationships are effective: A meta-
analysis. Review of Educational Research, 77(1), 113-143. doi:10.3102/

003465430298563

Davis, S. G. (2008). Fostering a musical say: Enabling meaning making and investment in a
band class by connecting to students' informal music learning processes (Doctoral
dissertation). ProQuest Dissertations and Theses.

Dewey, J. (1904). The relation of theory to practice in education. In The Third Yearbook of the
National Society for the Scientific Study of Education, Part I: The relation of theory to
practice in the education of teachers. Chicago: University of Chicago Press.

Dewey, J. (1926). My pedagogic creed. The Journal of Education, 104(21), 542.
doi:10.3726/978-1-4539-1584-4/15

Dewey, J. (1966). Democracy and education: An introduction to the philosophy of education.
(1st Free Press paperback ed., Free Press Paperback, 90737). New York: London: The
Free Press; Collier-Macmillan.

Dewey, J. (1964). John Dewey on education: Selected writings, edited by R. D. Archambault.
Chicago: University of Chicago Press.

Dewey, J., Cattell, J., Mckeen, J., & Baldwin, J. (1896). The reflex arc concept in psychology.

Psychological Review, 3(4), 357-370. doi:10.1037/h0070405

55



Estepp, C. M. (2012). The relationships among teacher immediacy, professor/student rapport,
and self-regulated learning, ProQuest Dissertations and Theses.

Fedyszyn, M. (2014). Student-centered interpretation and expression in the large-group
secondary band class. ProQuest Dissertations and Theses.

Feuerstein, R. (1990). The theory of structural modifiability. In B. Presseisen (Ed.), Learning
and thinking styles: Classroom interaction (68-134). Washington, DC: National
Education Associations.

Freer, P. K. (2006). Adapt, build, and challenge: Three keys to an effective choral rehearsal for
young adolescents. Choral Journal, 47(5). 48-55. Retrieved from
http://www.jstor.org/stable/23556299

Frisby, B. N., & Martin, M. (2010). Instructor-student and student-student rapport in the
classroom. Communication Education, 59(1), 146-164. doi:10.1080/03634520903564362

Frymier, A. B., & Houser, M. L. (2000). The teacher-student relationship as an interpersonal
relationship. Communication Education, 49(1), 207-219.

doi:10.1080/03634520009379209
Gallagher, E. (2013). NYU Steinhardt. Retrieved from https://steinhardt.nyu.edu/

Gardner, H. (1999a). Intelligence reframed: Multiple intelligences for the 21st century. New

York: Basic Books.

Goolsby, T. (1994). Increasing opportunities for small-ensemble work. Music Educators

Journal, 80(5), 26-29. d0i:10.2307/3398745

Greenfield, P. M. (2016). Jerome Bruner (1915-2016). Nature, 535(7611), 232-232.

doi:10.1038/535232a

56


https://steinhardt.nyu.edu/

Greening, T. (2006). Five basic postulates of humanistic psychology. Journal of Humanistic
Psychology, 46(3), 239-239. d0i:10.1177/002216780604600301

Goleman, D. (2006). Emotional intelligence. New York: Bantam Books.

Goff, K. (2016). An investigation of learner-centered instruction and teacher-centered
instruction in a high School wind band class, ProQuest Dissertations and Theses.

Gremler, D. D., & Gwinner, K. P. (2000). Customer-employee rapport in service relationships.
Journal of Service Research, 3(1), 82-104. doi:10.1177/109467050031006

Haggbloom, S. J., Warnick, R., Warnick, J. E., Jones, V. K., Yarbrough, G. L., Russell, T. M., ..
. Salovey, P. (2002). The 100 most eminent psychologists of the 20th century. Review of
General Psychology, 6(2), 139-152. doi:10.1037/1089-2680.6.2.139

Hargreaves, A. (1998). The emotional practice of teaching. Teaching and Teacher Education,
14(8), 835-854. d0i:10.1016/S0742-051X(98)00025-0

Harrison J., Smithey G., McAffee H. & Weiner C. (2006). Assessing candidate disposition for
admission into teacher education: Can just anyone teach? Action in Teacher Education
27(4), 72-80, d0i:10.1080/01626620.2006.10463403

Hodges, R. (2014). Theoretical perspectives on assessment in cooperative education placements.
Asia-Pacific Journal of Cooperative Education, 15(3), 189-207. Retrieved March 25,
2018, from https://eric.ed.gov/?id=EJ1113725.

Holsberg, P. (2009). Constructivism and band: New approaches for instrumental music,
ProQuest Dissertations and Theses.

Holsti, O. (1969). Content analysis for the social sciences and humanities. Reading, MA:

Addison-Wesley Publishing Company.

57


https://en.wikipedia.org/wiki/Digital_object_identifier

Johnson, E. A. (2013). The effect of symmetrical and asymmetrical peer-assisted structures on
music achievement and learner engagement in the secondary large ensemble, ProQuest

Dissertations and Theses.

Johnson, L. E., & Reiman, A. J. (2007). Beginning teacher disposition: Examining the
moral/ethical domain. Teaching and Teacher Education: An International Journal of
Research and Studies, 23(5), 676-687. doi:10.1016/j.tate.2006.12.006

Jorgensen, E., & NetLibrary, Inc. (2003). Transforming music education. Bloomington, IN:
Indiana University Press.

Konishi, C., K., Hymel, S., Zumbo, B. D., & Li, Z. (2010). Do school bullying and student—
teacher relationships matter for academic achievement? A multilevel analysis. Canadian

Journal of School Psychology, 25(1), 19-39. doi:10.1177/0829573509357550

Kritzer, R. (1990). Rapport in therapist-client interactions: An ecological analysis of the effects
of nonverbal sensitivity and interactional synchrony, ProQuest Dissertations and Theses.

Lafrance, M. (1979). Nonverbal synchrony and rapport: Analysis by the Cross-Lag Panel
Technique. Social Psychology Quarterly, 42(1), 66-70. doi:10.2307/3033875

Lafrance, M., & Broadbent, M. (1976). Group rapport: Posture sharing as a nonverbal indicator.
Group & Organization Studies, 1(3), 328-333. d0i:10.1177/105960117600100307

Lalama, S. (2014). Perceived caring climate, empathy, and student social behavior in high

school bands, ProQuest Dissertations and Theses.

Lancaster, R. (2017). A comparison of student-centered and teacher-centered learning
approaches in one alternative learning classroom environment, ProQuest Dissertations

and Theses.

58



Lammers W. J. & Gillaspy, J. A. Jr. (2013). Brief measure of student-instructor rapport predicts
student success in online courses. International Journal for the Scholarship of Teaching
and Learning, 7(2). doi:10.20429/ijsotl.2013.070216

Larochelle, N. B., & J. Garrison (Eds.). (1998). Constructivism and education. Cambridge:
Cambridge Press.

Lei, H., Cui, Y., & Chiu, M. M. (2016). Affective teacher-student relationships and students
externalizing behavior problems: A meta-analysis. Frontiers in Psychology, 7(1).
doi:10.3389/fpsyq.2016.01311

Lilienfeld, S., Lynn, S. J., Namy, L., Woolf, N. (2010). Psychology: A framework for everyday
thinking. Pearson. pp. 24-28.

Mabin, T. B., Jr. (2016). Student-teacher connection, race, and relationships to academic
achievement, ProQuest Dissertations and Theses.

Maslow, A. (1943). A theory of human motivation. Psychological Review, 50(4), 370-396.
doi:10.1037/h0054346

Maslow, A. (1968). Toward a psychology of being (2d ed., Van Nostrand insight books, 5).
Princeton, N.J.: Van Nostrand.

Maslow, A. (1971). The farther reaches of human nature (Esalen book). New York: Viking
Press.

Maturana, H.R., & Varela, F.J. (1992). The tree of knowledge: The biological roots of human
understanding. Boston, MA: Shambhala Publications, Inc.

Mehrabian, A. (1969). Some referents and measures of nonverbal behavior. Behavior Research

Methods & Instrumentation, 1(6), 203—207. doi:10.3758/bf03208096

59



Messman, S.J. and Jones-Corley, J. (2001). Effects of communication environment,
immediacy, communication apprehension on cognitive and affective learning.

Communication Monographs, 68(2), 184-200. doi:10.1080/03637750128054

Mottet, T.P., Parker-Raley, J., Cunningham, C., Beebe, S.A., and Raffeld, P. C. (2006). Testing
the neutralizing effect of instructor immediacy on student course workload expectancy
violation and tolerance for instructor unavailability. Communication Education, 55(2),

147-166. doi:10.1080/03634520600565886

Moustakas, C. (1953). Children in play therapy. New York: McGraw-Hill.

Moustakas, C. (1990). Heuristic research: design, methodology, and applications. Newbury

Park, CA: Sage Publications.

Murray, F. B. (2007). Disposition: A superfluous construct in teacher education. Journal of

Teacher Education, 58(5), 381-387. d0i:10.1177/0022487107307950

National Council for Accreditation of Teacher Education (NCATE). (2002). Professional
standards for the accreditation of schools, colleges, and departments of education.

Washington, DC: NCATE.

Neidlinger, E. (2011). Chamber music within the large ensemble. Music Educators Journal,

97(3), 22-23. doi:10.1177/0027432111400002

Noddings, N. (2006). Critical lessons: what our schools might teach, but do not. Cambridge,

MA: Cambridge University Press.

Noddings, N. (2012). The caring relation in teaching. Oxford Review of Education, 38(6), 771-

781. d0i:10.1080/03054985.2012.745047

60



Nguyen, H. T. (2007). Rapport building in language instruction: A microanalysis of the multiple

resources in teacher talk. Language and Education, 21(4), 284-303. doi:10.2167/1e658.0

Piaget, J. (1959). The language and thought of the child (3d edition, revised and enlarged ed.,
International library of psychology, philosophy, and scientific method). New York:

Humanities Press.
Piaget, J. (1963). The psychology of intelligence. Totowa, NJ: Littlefield Adams.
Piaget, J. (1972). The principles of genetic epistemology. New York: Basic Books.
Piaget, J. (1997). The moral judgment of the child. New York: Simon & Schuster.

Perkins, D., Schenk, A. T., Stephan, L., Vrungos, S., & Wynants, S. (1995). Effects of rapport,
intellectual excitement, and learning on students’ perceived ratings of college instructors.

Psychological Reports, 76(2), 627-635. doi:10.2466/pr0.1995.76.2.627

Perloff, R. (1997). Daniel Goleman’s emotional intelligence: Why it can matter more than IQ.

The Psychologist-Manager Journal, 1(1), 21-22. doi:10.1037/h0095822

Rabin, C. (2008). Constructing an ethic of care in teacher education: narrative as pedagogy
toward care. The Constructivist, 19(1), 1-24. Retrieved July 25, 2017, from

https://www.researchgate.net/...Care...Teacher_Education...Care/.../54d6520f0cf2970e

Reimer, B. (2010). Seeking the significance of music education: Essays and reflections. New

York: Rowman and Littlefield.

Riedler, M. & Eryaman, M. Y. (2016). Complexity, diversity and ambiguity in teaching and
teacher education: practical wisdom, pedagogical fitness and tact of teaching.

International Journal of Progressive Education, 12(3), 172-186.

61


https://www.researchgate.net/...Care...Teacher_Education...Care/.../54d6520f0cf2970e

Rodriguez, J. I., Plax, T. G., & Kearney, P. (1996). Clarifying the relationship between teacher
nonverbal immediacy and student cognitive learning: Affective learning as the central
causal mediator. Communication Education, 45(4), 293-305.

doi:10.1080/03634529609379059

Rogers, C. R. (1953). Client-centered therapy: Its current practice, implications and theory.

London: Constable.

Rogers, Carl R. (1957). The necessary and sufficient conditions of therapeutic personality

change. Journal of Consulting Psychology. 21 (2): 95-103. doi:10.1037/h0045357.
Rogers, C. R. (1969). Freedom to learn. Columbus, OH: Charles E. Merrill.

Rogers, C. R., Lyon, H. C., Tausch, R. (2013). On becoming an effective teacher—person-
centered teaching, psychology, philosophy, and dialogues with Carl R. Rogers and

Harold Lyon. London: Routledge.

Roorda, D. L., Koomen, H. M., Spilt, J. L., & Oort, F. J. (2011). The influence of affective
teacher-student relationships on students’ school engagement and achievement: A meta-
analytic approach. Review of Educational Research, 81(4), 439-529.

d0i:10.3102/0034654311421793

Royston, N. S. (2017). Improving music teaching through interpersonal relationships. Music

Educators Journal, 103(4), 34-39. doi:10.1177/0027432117698023

Ryans, D. G. (1961). Some relationships between pupil behavior and certain teacher

characteristics. Journal of Educational Psychology, 52(2), 82-90. doi:10.1037/h0040990

62


https://en.wikipedia.org/wiki/Digital_object_identifier
https://doi.org/10.1037%2Fh0045357

Scruggs, B. (2008). Constructivist practices to increase student engagement in the orchestra
classroom. Music Educators Journal, 95(4), 53-59. doi:10.1177/0027432109335468
Shieh, E, E. (2008). Developing leadership in the ensemble classroom, Music Educators Journal,

94(4), 46-51. doi:10.18177/sym.2015.55.ca.10912

Shively, J. (2004). In the face of tradition: Questioning the roles of conductors and ensemble
members in school bands, choirs, and orchestras. In L. Bartel (Ed.). Questioning the
Music Education Paradigm (pp. 179-190). Toronto: Canadian Music Educators
Association.

Skinner, B. (1965). Science and human behavior. New York: Free Press.

Slavin, R. E. (2006). Educational psychology: Theory and practice, 8th ed. Boston, MA: Allyn
& Bacon.

Steffe, L. P., & Gale, J. (1995). Constructivism in education. Hillsdale, NJ: Earlbaum.

Stemler, Steve. (2001). An overview of content analysis. Practical Assessment, Research &
Evaluation,7(17), 1-6.

Sternberg, R. J. (1988). Mental self-government: A theory of intellectual styles and their
development. Human Development, 31(4), 197-224. doi:10.1159/000275810

Sternberg, R. J. (2004). What is wisdom and how can we develop it? The Annals of the American

Academy of Political and Social Science, 591, 164-174. doi:10.1177/0002716203260097

Sternberg, R. J., & Grigorenko, E. L. (2003). The psychology of abilities, competencies, and expertise.

Cambridge, U.K.; NY: Cambridge University Press.

63



Terrance, R., Boak, R., & Conklin, R. C. (1975). The effect of teachers' levels of interpersonal skills on
junior high school students' achievement and anxiety. American Educational Research Journal,

12(4), 537-543. d0i:10.2307/1162758

Tickle-Degnen, L., & Rosenthal, R. (1987). Group rapport and nonverbal behavior. In C. Hendrick
(Ed.), Review of personality and social psychology, Vol. 9. Group processes and intergroup

relations (pp. 113-136). Thousand Oaks, CA, US: Sage Publications, Inc.

Thomas, K. (2010). What is the relationship between social tact in teacher-pupil exchanges and
creativity? Reconceptualising functional causes of creativity in artmaking. International Journal
of Art & Design Education, 29(2), 134-142. doi:10.1111/j.1476-8070.2010.01645.x

Velez, J. J., & Cano, J. (2008). The relationship between teacher immediacy and student
motivation. Journal of Agricultural Education, 49(3), 76-86. doi:10.5032/jae.2008.03076

Voelkl, K. E. (1995). School warmth, student participation, and achievement. Journal Of
Experimental Education, 63(2), 127. doi:10.1080/00220973.1995.9943817

von Glasersfeld, E. (1984). An introduction to radical constructivism. In P. Watzlawick. (Ed.),
The invented reality, (pp. 17-40). New York: Norton.

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological
processes. Cambridge, MA: Harvard University Press.

Vygotsky, L. S. (1987). Thinking and speech. In R.W. Rieber & A.S. Carton (Eds.), The
collected works of L.S. Vygotsky, Volume 1: Problems of general psychology, (pp. 39—
285). New York: Plenum Press.

Wade, N. (2006). Before the dawn: Recovering the lost history of our ancestors. New York:

Penguin Press.

64



Wallace, B. (2007). The mind, the body and the world: Psychology after cognitivism? Exeter:
Imprint Academic.

Wakeman, C. (2006). Emotional Intelligence. Research in Education, 75(1), 71-93.
doi:10.7227/rie.75.6

Watson, J. B., & Kintsch, W. (1994). Psychology as the behaviorist views it. Psychological
Review, 101(2), 248-253. d0i:10.1037/0033-295X

Watson, J. B. (1928). Psychological care of infant and child. New York: W. W. Norton & Co.

Weinberger, E., & McCombs, B. L. (2001). The impact of learner-centered practices on the
academic and non-academic outcomes of upper elementary and middle school students
(Doctoral dissertation, University of Denver Research Institute) (pp. 3-56). ERIC.

Retrieved August 14, 2017, from http:/files.eric.ed.gov/fulltext/ED458276.pdf

Webb, N., & Barrett, L. O. (2014). Student views of instructor-student rapport in the college
classroom. Journal of the Scholarship of Teaching and Learning, 14(2), 15.

doi:10.14434/josotl.v14i2.4259

Welch, F. C., Pitts, R. E., Tenini, K. J., Kuenlen, M. G., & Wood, S. G. (2010). Significant
issues in defining and assessing teacher dispositions. The Teacher Educator, 45(3), 179-
201. doi:10.1080/08878730.2010.489992

Wetzel, K. R. (1998). Social relationships and motivation in middle school: The role of parents,
teachers, and peers. Journal of Educational Psychology, 90(2), 202-209.
doi:10.1037/0022-0663.90.2.202

Wentzel, K. (2009) Students’ relationships with teachers as motivational contexts. In: Wentzel,
K., Wigfield, A. (eds) Handbook of motivation at school, pp. 301-322. Hoboken, NJ:

Routledge.

65


https://en.wikipedia.org/wiki/Special:BookSources/978-1-84540-073-6
https://en.wikipedia.org/wiki/Special:BookSources/978-1-84540-073-6
http://files.eric.ed.gov/fulltext/ED458276.pdf

Wilkerson, J., & Lang, W. (2007). Assessing teacher dispositions : Five standards-based steps to
valid measurement using the DAATS model. Thousand Oaks, CA: Corwin Press.

Wilson, J. H., & Ryan, R. G. (2013). Professor—student rapport scale. Teaching of Psychology,
40(2), 130-133. doi:10.1177/0098628312475033

Wilson, J. H., Ryan, R. G., & Pugh, J. L. (2010). Professor-student rapport scale predicts student
outcomes. Teaching of Psychology, 37(4), 246-251. doi:10.1080/00986283.2010.510976

Witt, P., Wheeless, L., & Allen, M. (2004). A meta-analytical review of the relationship between
teacher immediacy and student learning. Communication Monographs, 71(2), 184-207.
doi:10.1080/036452042000228054

Wittler, P. H. (2002). Development of an instrument to assist in defining student and teacher
relationship rapport, ProQuest Dissertations and Theses.

Woodworth, R. (1950). Edward Lee Thorndike: 1874-1949. Science, 111(2880), 250-251.
doi:10.1126/science.111.2880.250

Zimmerman, B. J., & Schunk, D. H. (2010). Educational psychology: A century of contributions.

New York: Routledge.

66



APPENDICES

67



Appendix A

Document Al

CHAPTER 2 | NCATE STANDARDS

NCATE Unit Standards

Conceprnal Framework

The concepiual framework? establishes the shared vision for a unir's efforts in pre-
paring cducators o work effecrively in P~12 schools. It provides direcrion for programs,
courses, I:a.chlng, candidate pcrl:nrmance.. sdmlarship. service, and unit :ccnum:ﬂ:liliry.
The conceprual framework is knowledge based, arriculared, shared, coherent, consistent
with the unit and instirurional mission, and continuously evaluared.

Standard 1: Candidate Knﬂw;"ea"gn Skills, and Prﬂﬁ:sianm" Di_f_!busi:frms

Candidatest preparing to work in schools as teachers or other school professionals know
and demonstrate the content knowledge, pedagogical content knowledge and skills,
pedagogical and professional knowledge and skills, and professional dispositions neces-
sary to hclp all students® learn. Assessments indicate that candidates meet pmfcssinna].
state, and institutional® standards.

Standard 2: Assessment System and Unit Evalnation

The unit has an assessment system that collects and analyzes dara on applicant qualifica-
tions, candidate and graduate performance, and unir operations o evaluare and improve
the performance of candidares, the unir, and is programs.

Standard 3: Freld Exp:r.r'rnc:: and Clinical Practice

The unit and its school partners design, implement, and evaluate field experiences and
dclinical practice so that teacher candidates and other school professionals develop and
demonstrate the knowledge, skills, and professional dispositions necessary ro help all
s[lld.t]'ll'! ]Cm.

Standard 4: Diversity

The unit designs, implements, and evaluates curriculum and provides experiences for
candidates to acquire and demonstrate the kncrwl:u:lgt. skills, and pmﬂ:ssi.unal disposi—
tions necessary to help all students learn. Assessments indicate thar candidares can dem-
onstrate and apply proficiencies relared to diversity. Experiences provided for candidates
include working with diverse populations, including higher education and P-12 school
faculry, candidates, and students in P-12 schools.

3 A s aliseretion, the wnit may eperate with a single framework for all progeams or 2 different framsewnork for cach or some of i
programs.
4 Candidses include peruns preparing b tesch, teachen whi are contiming their profisional devel and perucm prepating
fize intheer purisfisinnal mles in schools auch as principak, swhool puychelogios, and sche] lbrary media specisliss
5 Al spndens” includes students with exeepticralitics snd of different ethnic, sacial, gender, scxual erientation, language, ooligions,
i i, and rogionali, hic origine.
# Inuinsional seandseds are reflevend in the units | i and include candid iencie

12 Fraforens! Srandards
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Standard 5: Faculty Qualifications, Performance, and Development

Faculty are qualified and model best professional practices in scholarship, service, and
teaching, including the assessment of their own effectiveness as related to candidarte per-
formance. They also collaborate with colleagues in the disciplines and schools. The unit
systematically evaluates faculty performance and facilitates professional development.

Standard 6: Unit Governance and Resources

The unit has the leadership, authority, budget, personnel, facilities, and resources,
including information technology resources, for the preparation of candidares ro meet
professional, state, and institutional standards.

The following pages provide the reader information about the meaning of the concep-
tual framework and the six NCATE standards. Rubrics that accompany cach standard
address the critical clements of the standard and describe different levels of performance
required to meet the standard. The supporting explanations include a rationale for the
standard and additional explanation of cach standard’s meaning.

Nevsanal Council for Accred of Teacker Edy
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CONCEPTUAL FRAMEWORK

A conceprual framework” establishes the shared vision for a unit’s efforts in preparing
educarors to work in P-12 schools. It provides direction for programs, courses, teaching,
candidate performance, scholarship, service, and unit accountability. The conceprual
framework is knowledge-based, articulated, shared, coherent, consistent with the unit
and/or institurional mission, and continuously evaluated. The conceprual framework
provides the bases thar describe the unit's intellecrual philosophy and institutional stan-
dards, which distinguish graduates of onc institution from those of another.

Faculty members in the unit are expected to collaborate with members of their profes-
sional community in developing a conceptual framework that establishes the vision

for the unit and its programs. The conceprual framework provides the basis for coher-
ence among curriculum, instruction, field experiences, clinical practice, assessment and
evaluation. It makes the unir’s professional commitments and professional dispositions
explicit. It reflects the unit's commitment to diversity and the preparation of educa-
tors who help all students learn. It reflects the unit's commirment to the integration of
technology to enhance candidate and student learning. The conceprual framework also
aligns the professional and state standards with candidate proficiencies expected by the

unit and programs for the preparation of educarors.

The conceptual framework includes the following aligned strucrural elements:

* vision and mission of the institution and unig;

* philosophy, purposes, goals/institurional standards of the unig

* knowledge bases, including theories, rescarch, the wisdom of practice, and educarional
policies that drive the work of the unir;

* candidate proficiencies related to expected knowledge, skills, and professional disposi-
tions, including proficiencies associated with diversity and technology, that are aligned
with the expectations in professional, state, and institutional standards; and a

* summarized description of the unit's assessment system.

Each unit secking accreditation for the first time is required to submit its conceprual
framework as a precondition for establishing cligibility for NCATE accreditation. In
addition, it will include an overview of the conceprual framework in the introductory
section of the institutional report.

An institution preparing for a continuing visit will indlude an overview of its conceprual
framework in the introductory section of the continuing report. This overview must

include a description of the framework, its development, and changes since the previous

7 At s discretion, the ussit muay operste with a dagle framework for 2l programs or 2 different framework for cach oc some of its
programa.

14 Prfocand Standards
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visit, including the relationship of the conceprual framework revisions to updated stan-
dards and assessments of the unit, profession, or state. The unit will also report evalua-
tions of the conceprual framework and resulting changes in the NCATE annual report.

Board of Examiners teams will look for evidence of the -l:ﬂ]'l.ﬂ.'.P'[ll:lI framework and

rEpOrt their ﬁnd.irl.g,s in (1) the intmducr.ur_',' section of the team report and (2) TESPOTEeS
to standards throughout the team report.

Mreigmal Caumcdl for Arcrvalivrtion of Toacker Educarian 1 5
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Standard 1: Candidate® Knowledge, Skills, and Professional

Disposi tions

Candidares preparing to work in schools as teachers or other school professionals know
and demonstrate the content knowledge, pedagogical content knowledge and skills, peda-
gogical and professional knowledge and skills, and professional dispositions necessary o
help all students? learn. Assessments indicate that candidares meet professional, state, and

institurional standards.

la. ConTeENT KNOWLEDGE FOR TEACHER CANDIDATES
(Initial and Advanced Preparation of Teachers)

UNACCEPTABLE

Teacher ¢ have inad

knowledge of content that they plzn to
teach and are unable to give examples
of important principles and concepts
1.4 'l m Iy 2 1 state, Jnd
institutional :umhrds. Fewer than 80

percent of the unit's program com-

pleters pass the « @

ACCEPTABLE

Teacher candidates know the con-
tent that they plan to wach and can
explain important principles and con-
cepts deli d in professional, state,
and institutional standards. Eighty
percent or more of the unit’s program
comyg | pass the ¢ i

tions in states that require examina-

TARGET
Teacher candidates have in-depth

knowledge of the content that they
plan to teach as described in pro-

fessional, state, and institutional
standards. They d ate their
knowledge through inquiry, critical

amalysis, and synthesis of the sub-
pcc: All program oomplmn pass the

in states that require examinations tions for lic Candid in examinations in states that
for licensure. Candidates in advanced  advanced programs for teachers have examinations for lic
programs for teachers do not have an  an in-depth knowledge of the content C'Andndnes in advanced programs for
in-depth knowledge of the content that they teach. teachers are recognized experts in the
that they teach. content that they teach.
¥ Candidates indude pesons preparing 1o teach. teachers who ase desioed deved and perions pecy for ather prok |
rch-uhﬂumhn incipals, school peychologt xnd\d:mlhhuymnﬁawdm
* “All sudents” dents with cxreptionabtics sad of diffcacnt cthaic, eacial, geades, scins! ofk hangusge. relig . and
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1b. Pepacocicar ContenT KnvowLEpce anD Skiiis For Teacner CANDIDATES
{Tnitial and Advanced Preparation af Teachers)

UNACCEPTABLE

Techer candidates do fot undes-
stand the relationship of content and
content-specific pedagopy delineted
in ]:lmfﬁ:iun:l, state, amd instito-
thonal standards in a way thar helps
them develop leaming experiences
that integrate technology and build
on students’ cultiral l:ﬂ.u.lr.gmuml.\
and knowledge of content so that stu-
dents learn. Candidates in advanced
programs for teachers have a limited
und:rst:.nd.l'ns of the rul:.tiunship
between content and content-specific
pedagogy; they are unable w explain
tl'u:]l'n]uges between !l'mur_y and prac-
tice. They are not able to slect or wse
a broad range of instructional strate-
gries that promaote student karning.

ACCEPTABLE

Teacher candidates understand the
relationship of content and con-
!EM'SFL'ER: Wliﬁum" d.ﬂlllmlﬂrl il'l
pruFeniun:l, state. and institutional
ml’l‘l'd: m:f h:."! ES bmd l&nuw]-
edge of imstructional strategies that
draws upan content and Ped:.g,ug'lul
L’.I'I.I'.MI‘IEI'J.SE and skills delineated in
pruFeniun.al, state. and institutional
standards to help all students learn.
They facilitate student learning of
the content I‘J'JI'I'JI.IEJ'J presentation af
the content in clear and meaningful
ways and through the integration of
!Ed\rl.r.l-]ug:r. Candidates in advanced
programs for teachers demonstrate
an in-depth understanding of the
content of their feld and of the theo-
ries related o ped:.g,ug:f and learning,
They are able to select and use a
broad range of instructional strategies
and technologies that promote s-
dent learning and are able to clearly
practice.

TARGET

Teacher candidates reflect a thoe-
ough understanding of the relation-
ship of content and content-specific
pedagogy delineated in prufml'uru],
state, and institutional standards.
They have in-depth understanding
of the content that they plan to teach
and are able w Frr.n"ldu rnul.t'l]:!l.e
explanations and instructional strate-
gies so thar all students learn. They
present the content to students in
r_h:ll.v_ng'lng,, clear, and mmpdl'mg
ways, using real-world contexts and
integrating technology appropriately.
Candicdates in advanced programs for
teachers have expertise in pedagogical
content knowledge and share cheir
expertise through  leadership and
mentoring robes in their schools and
communities. They understand and
address student preconceptions that
hirﬂl!r I.ﬂl'l'lllng. m}' dre i.bl.E o I'.'Il'
tique research and theories related 1o
o select and develop instructional
strategies and IH’J’II‘I.IJJI’JE_IIEL, based on
students learn.

Nrtiwmel Cauncil for Arcreaitation of Toacker Edwarian 17
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lc. ProrFessionaL anp PEpacocioar KnvowLepce anp Skiirs ror Teacrer CaNDIDATES
{Tnitial and Advanced Preparation of Teachers)

UNACCEPTARBLE
Teacher candidates have not mas-
tered  profesdonal and  pedagogical
knowledge and skills delineated in
prufmh:na], state, amdd insoitational
sandards. They lack knowledge of
swehool, F.l.m'l]].'.. and community con-
texts, and I'J.'ue_y are unable o dn\elr.l]:!
le::n'lng :l:pcl"mnr_ﬂ that draw on stu-
dents’ prior experience. They do not
reflect on their work, nor do they use
current research to inform their prac-
tice. They are unable to explain major
swhools of thought about schooling,
teaching, and learning. Candidares
in advanced prraxgrams for teachers
do not reflect on their practice and
cannot recognive their strengths and
areas of needed improvement. They
do mot engape in Prufeniun:l devel-
opment. They do not keep abreast
of current research and policies on
M.'l'I.I'.HJ.IIII'IE. !nd’iing, |E=.m'|ng, :|1.rJ.
best practices. They are not engaged
with the professional community 1o
develop meaningful learning experi-

ETRCES.

18 Profocians! Standards

ACCEPTABLE

Teaches candidates can :.Pp|y the -
fessdonal and pedagogical knowledge
and skills delineated in profesional,
state, and institutional sandands o
facilitate learning. They consider
the scheol, F.l.mil:r. and community
contexts in which they work and
the pn'ur experiml:u of sudents o
develop meaningful leamning experi-
ences. They reflect on their prac-
tice. They know major schools of
thought about schooling, veaching,
and learning. They are able to ana-
lyze educational research findings
and '|r.|r.'n.1r_|:|ur1l>e new information
into their practice as appropriare.
Candidares in advanced programs for
teachers reflect on their practice and
are able w 'lderlt'l.F_y their strengths
and areas of needed improvement.
They engage in professional activities.
TI'bE:f have a rJ.'mmush uru]ml‘.:nd.l'ng
of the schol, ﬁm'l]}'.. amd Community
contexts in which they work, and
they collaborate with the professional
community to create mnninsfuj
IEIH.IIILS :l:pcr'mnr.ns for all stadenes.
They are aware of current research
and policies relaved to schooling,
teaching, |ﬂm'|r.|5. amd best practices.
They are able to analyee educational
resmrch and policies and can explain
the irnp]'ll:.tir.un. for their own prac-
tiee and for the Prufeniun.
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TARGET
Teacher candidares reflect a thee-
ough understanding of profesdonal
and pedagogical Ienowdedge and skills
delineated in pﬂ.‘lfm'luna], state, and
instimutional seandards. Tlu:].- rlwdup
meaningful learning experiences o
facilitate Jnm'mg for all studenes.
-.I.-.I'JE:f reflect on theis pﬂl:tl':: and
make mnecemary  adjustments o

EI'II'III'H.'E S'I.I'l!l'lt I.ﬂl'l'lllﬂg.

They know how sudents learn and
how v make ideas accesible o them.
-].-.I'Jﬂ:f comsader  schasol, .I-:rnl'l}: and
cummunl'!}- contexts in wmlﬂ:ting
concepts to students” prior experience
and applying the ideas o real-world
pcsues. Candidates in advanced pro-
grams for techers develop exper-
tise in certain aspects of profesdonal
and pedagopical knowledge and con-
tribute to the d'nl.osl.le based on their
research and experiences. They take
on leadership roles in the professional
community and collaborate with
cuu-u:.sucs to contribute to school
imprmtmm! and rerewal.
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1d. Stuvpent Learmmng For TeacHer CanpipaTes
{Initial and Advanced Preparation of Teachers)

UNACCEPTABLE

Teacher candidates cannot :.r.u.ln.lrl:f
asess student leaming or develop
lﬂi.l'ﬂ.lll'l.s u:pu"lenr_n based on stu-
dents’ developmental levels or prioe
programs for teachers have a lim-
i'ﬂ'l "ﬂd.mh.l'ﬂjl.'ls IJF'I‘J'JE milr."r oon-
cepts and theories related to asesing
student |E.r|1'l15_ T.I'.E:f do not use
classroom performance data o make
decisions about reaching strategies.
They do not use community resources

o support student karming,

ACCEPTABLE

Teacher candidates focis on student
learning, Teacher candidates asses and
:.n:J:pzz student JEI'I'III.HE, make appro-
priate adjustments to instruction, and
monitor student progress. TI'bE:f are
able to develop and implement mean-
'l1§.F|.|.| lu.rn'mg upuierm for sk-
dents based on their developmental
levels and ]:!n'ur :l.]:!eﬁunrx Candidates
in advanced progams for teachers
have a thorough understanding of the
muajor concepts and theories related 1o
assessing student |.=:n1.|'ng_ and regu-
Larly apply these in their practice. They
analyze student, dassroom, and school
performance data and make data-
driven decisions abour strategies for
teaching and leming so that all sm-
dennlu.m.'ﬂwy:m aware of and ut-

lize school and community resources

d.'l.lt EIJPFJI'! SII.I'JJ‘_I'It I.ﬂ.l'l'lil'lﬁ.

TARGET

Teacher candidates focus on stadent
bearning and study the efects of their
learning, make appropriate adjus-
mmetvks B '|r.|.'d:|'|.|.r.t|'|.1r|.. monitor h‘hld.ﬂ'l't
learning, and have a positive effect on
lumingfur all students. Candidates in
advaneed programs for teachers have a
ll'bumugh undﬂﬂ:nd.l'ng_ufmnwnt_
Tl'l.l:}' i.l'.lil}'ﬂ: student, dasroom, and
school performance datm and make
data-driven decisions about strategies
for eeaching and learning so thar all
students leam. They collaborate with
ather professionals w identify and
design strategies and  interventions
that support sudent learning,

le. KnowLEDGE anD SkiLLs For OTHER ScHOOL PROFESSIONALS "

UNACCEPTABLE

Candidates for other  profesional
school roles have ot mastered the
knowledge that underginds their fickds
:.nrl s Minﬂtﬂ] in pl'ufcsn'un:l, sitarbe,
and institutional standards. They ane
nok :.H: b s 11:.!:.. research or 'bmJ'J-
nology. They do not understand the
1:|.||.tu|=l conbexis U.F 'rJ'.m mJ'muH:] in
which they provide professional ser-
vices. Fewer than 80 pencent of the
units program completers pass the
academic content examinations in
states that require such examinations
for licensure.

ACCEPFTABLE

Candidates for other  professional
school roles have an :.rlequ:.!: under-
standing of the knowledie expected in
their fields and delineated in profes-
donal, state, and instivutional stan-
d.i.l.'l'i'i Tl'wy know therr rtl.l.rlent,
farnilies, and communities; we daa
and current rewarch o inform their
practices; use technobogy in their prac-
ticess and support student learning
through their professional services.
Elgl'ﬂ.}’ Fﬂ:ﬂm ar more U.I'- I'J.'I.E ul'l.lllrs
program completers pass the academic
content examinations in states tha
require such examinations for licen-

sare.

TARGET
Candidates for  other  professional
’J'IL'HJI. rﬂ]ﬂ J'.ll"'! an Iln'fleP'Jﬂ. “nd.ﬂ"
standing of knowledge in their fields
FL3 rid'mu.lrrl i ]:!rrfas'u.m:l. state,
and instirutional smndands and dem-
ewinsirabed ﬂumugh inquir:f. critacal
analysis, and s].'n.tl'l.ni'ls. They aol-
luc!am]un]}med:hrdatﬂlmthuir
work, reflect on their practice, amd
port and improve student bearning.
Au. ]:'rl.‘lgﬁ.n'l. L'I'JI'I'I.PJEIH'L F.B I'J.'l.l: e o
demic content examinations in states
that require such examinations for

licensure.

W Pedagngical knowledge foe ather school pouluianls, such 1 librarians and reading specialing, who teach an s regulas hasis c1n be found in the

profewiional seandends foe thee fiddds.

Natiane! Caunci] for Accreaisacion of Teacker Edwcarian 19
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If. STunENT LEARNING FOR OTHER SCHOOL PROFESSIONALS

UNACCEPTABLE ACCEPTABLE
Candidates for other professional Candidates for other professional
school roles cannot facilitate student  school roles are able to create positive
learning as they carry out their special- i r student learning.
ized roles in schools. They are unable  They understand and build upon the
1o create positive s for  devel | levels of students with

i 1 2

g approptiate to their
responsibilities in schools. They do
not have an undesstanding of the
divensity and policy contexts within

which they work.

whom they work; the diversity of
students, families, and communities;
and the policy contexts within which
they work.

TARGET
Candidates for other professional

school roles critique and are able
to reflect on their work within the

c of stud learning. They
establish educational environments
that support student learning, col-

lect and analyze data related to stu-
dent learning, and apply strategies for
improving student learning within
their own jobs and schools.

lg. ProFessioNAL DisposiTiONS FOR ALL CANDIDATES

UNACCEPTABLE ACCEPTABLE
Candidates are not familiar with pro-  Candidates are familiar with the pro-
Iy ) 1 A 208 d‘l‘ Jin 'y 3 i A 2ok Al lin

el 1

pmfcssioml.rnm. and instirutional

state, and institutional

standards. Candidates do not dem-
onstrate dassroom behaviors that are
consistent with the ideal of fairness
and the bdief that all students can
learn. They do not model these pro-
fessional dispositions in their work
with students, families, colleagues,

and communities.

20 Prafocens! Srandards

seandiede’: Candidioes d s

TARGET
Candidates work with stud fami-
lies, colleagues, and communities in
ways that reflect the professional dis-

classroom behaviors that are consis-
tent with the ideal of firness and
the belief that all students can learn.
Their work with students, families,
colleagues and communities reflects

these profe | dispositi

76

positions expected of professional edu-
cators as delineated in professional,
state, and institutional standards.
Candidates demonstrate classroom
behaviors that create caring and sup-
pottive learning environments and
encourage self-directed learning by all
students. Candidates recognize when
their own profesional dispositions
may need to be adjusted and are able
to deveop plans to do so.
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SurrorTiNG EXpPLaNATION:

The knowledge, skills, and professional dispositions outlined in this standard are based on current research
in teaching and learning and on best practices in professional education. Each element reflects an impor-
tant component of the knowledge, skills, and professional dispositions thar educators need to develop in
order to help all sudents learn. The knowledge, skills, and professional dispositions in this standard should
be reflected in the unit’s conceptual framework and assessed as part of the unit’s assessment system. The
dara from the assessment system should be used 1o demonstrare candidare learning of the knowledge,
skills, and professional dispositions stated herein.

Teachers must have sufficient knowledge of content to help all students meee standards for P-12 educa-
tion. The guiding principle of the teaching profession is that student learning is the goal of teaching.
MNCATES Standard 1 reinforces the importance of this goal by requiring that reacher candidares know
their content or subject marter, can reach effectively, and can help all students learn. All schoal profession-
als are expecred to carry out their work in ways thar are supportive of student learning.

Educator licensure standards adopred by maost states require thar educarors demonstrare knowledge, skills,
and professional dispositions thar enable them o address the needs of all leamers. Therefore, candidates
preparing o teach or work as other professional educators in P-12 schools are expected to demonstrate the
candidare I:aming pmﬁci:nciﬂ identified in the unit’s mncr.prua] framewaork, in the standards of national
professional organizations which should be aligned with standards for P-12 students, and in state licensing
standards.

To help institutions berter prepare teacher candidares to meet state licensing requirements, MCATE has
aligned is unit and program standards with the principles of the Interstare Wew Teacher Assessment and
Support Consorrium (INTASC). First and foremost, NCATE and INTASC expect teacher candidares to
know the content of their disciplines, including their central conceprs, tools of inquiry, and strucrures.

Teacher candidates are expected to meet professional standards for the subjects thar they plan ro teach as
these have been defined in standards for students in P~12 schools and standards for the preparation of
teachers. Candidares are expected to meet professional standards of other narional accrediring organizations
{e.g.. the Narional Association of Schools of Music and the Narional Association of Schools of At and
Diesign) or NCATES professional standards for teachers of carly childhood education; elemenrary educa-
rion; middle-level education; special educarion; gifred educarion; environmental educarion; and secondary
education {including English/language arts, mathemarics. science, sodial studies. computer science, tech-
nnlng}r education. healch. pl'l].rsical educarion, ﬁ:rrccign langlugs, and English 15 a second l::n.glug:”_:l.

As part of the program review process, institutions must submit candidate assessments, scoring guides,
performance data, and other program documents that respond o professional standards for narional

8 Profcisional darchi far the prog liited arnd dinoctions feor proparing doc jon can be diwnlosded feom NCATES welwite: smwenoir.org, A It
af with penlmdanal darcki can e found oo page 47,

Nrtiana] Cauncil for Accreaisation of Toacker Edwcarian 21

77



CHAPFTER 2 | NCATE STANDARDS

and/or state review. The program review process is an imporant component of NMCATE accredirarion.
Information from the program review process should be used to address the elements in Standard 1 on
content knowledge, professional and pedagogical knowledge and skills, pedagogical content knowledge,
and student learning.

NCATE expects teacher candidares to demonstrate knowledge, skills, and professional disposirions!2

1o provide learning opportunities supporting studenes’ intellectual, sodial, and personal development.
Teacher candidares are able to creare instrucrional opportuniries adapred vo diverse learners. They encour-
age students’ development of crirical thinking, problem solving, and performance skills. They are able o
create learning environments encouraging positive social interaction, active engagement in learning, and
self-motivation. Teacher candidates foster active inguiry, collaboration, and supportive interaction in the
classroom. They plan instruction based upon knowledge of content, students, families, the communiry,
and curriculum goals. Teacher candidares evaluate students’ academic achievement as well as their social
and physical development and use the resuls 1o maximize students’ morivation and learning. They are
able to reflect on and conrinually evaluate the effects of choices and acrions on orhers and actively seek
out opporrunitics o grow professionally. They also are able o foster relationships with school colleagues,
parents and familics, and agencies in the larger communiry to support students’ learning and well-being,

Candidates preparing to work in schools as teachers or other school professionals need a sound profes-
sional knowledge base to understand learning and the context of schools, families, and communities. They
understand and are able to apply knowledge related to the social, historical, and philosophical foundarions
of education,' professional ethics, law, and policy. They know the ways children and adolescents leam
and develop, including their cognirive and affective development and the relationship of these to learning.
They understand language acquisition; culrural influences on learning: exceprionalities;™ diversity of stu-
dent populations, families, and communiries; and indusion and equiry in classrooms and schools. They
are able o appropriarely and effectively integrate technology and information literacy in instrucrion ta
support student learning. They understand the importance of using research in teaching and other profes-
sional roles and know the roles and responsibilities of the education profession.

Candidates for all professional education roles develop and mode] professional disposirions thar are
expected of educarors. The unit includes as professional dispositions the ideal of fairness and the belief
thar all students can learn. Based on its mission, the unit may derermine additional professional disposi-
rions it wants candidares to develop. The unit articulares professional dispositions as part of its conceprual
framework. The unit systemarically assesses the development of appropriate professional dispositions by
candidates.1* Professional dispositions are not assessed directly; instead the unit assesses dispositions based
on ohservable behavior in educational sertings.

12 This list is haserd on the n:lruh.uhnfﬂ:: Intenitste Biew Teacher Avsewiment and Support Consontium (INTASC). The complete INTASC document
inehudes k Il ¥ iti anid g e reduinl wn exch principle. [k is svailshle on the website of the Couneil of Chiel Sise Schenl
Officess (CCSS0), nwm..rw teal.

1% Infurmation about what candidapes sheuld understand and be shle to apply rehied w the social, bisorical, and philosephical foundation of aducstion
may e abtsined fom the Ll kel by the Council for Social Foundastions of Educstion.

A p||nt_'AL menial, or cmational ulu]iun mdl.dn; 'ﬂ'InL‘l.ﬂ:nl:d H.I:n. thut r:q.lmlmhnﬂnﬂ:mlml:umm aulor wiher educational N OF STV

V8 el ooff ethiies may be helpiul i thinking e poofs jnns aml are wvailshle Boem 2 pumber of peofmadem| s, including the

National Education Awocistion (MEA) and the Couneil for quu::nul Children (CEC).

3} Prafoctens! Standards
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Candidates for all professional education roles are expecred 1o demonstrace the ability 1o affect sudent
leamning. Teachers and reacher candidates have student learning as the focus of their work. They are able o
develop and administer appropriate assessments and o use assessments as formative and summarive tols,
Th::,' are able to create mmningﬁl] I:am'mg CXpEriences b}' iuclg:ing prior student knu-wlnd.g:, pla.nning and
implementing lessons, assessing student learning, reflecting on student learning, and making adjustmenes
to their teaching to improve learning. Other school professionals are able to create and maintain posi-

tive environments, as appropriate to their professional responsibilities, which support student learning in
educational setrings.

Throughour the program, reacher candidares develop the knowledge bases for analyzing smdent learning
and practice by collecting data and assessing student learning through their work with studenes. Student
learning should be demonstrared directly by all reacher candidates during clinical pracrice.

Experienced teachers in graduate programs build upon and extend their knowledge and experiences to im-
prove their own teaching and student learning in classrooms. They further develop their knowledge, skills,
and professional dispasitions 1o meet the propaositions of the Marional Board for Professional Teaching
Standards (MBPTS) for the advanced cerificarion of teachers. These candidares demonstrare their com-
mitment o students, skills 0 manage and monitor student learning, capacity to think systemarically about
their practice, ability to leam from experience, and involvement as members of learning communiries.’s

Candidates preparing to work in schools in professional roles other than teaching demonserate the knowl-
edge, skills, and professional dispositions necessary to meet professional,!” state, and institurional stan-
dards reflected in the unir's conceprual framework. Candidates in programs for other school professionals
should meer professional standards designed for programs preparing:

* educarional technology specialists

* instructional technology specialises

* reading specialists/literacy coaches

* school leaders, including principals, curriculum and instruction specialists, and superintendents

# school library media specialists

* school psychologists

# special educarion ad ministrators, educarional diagnosticians, and special education technology specialists
* rechnology facilitators

* rechnology leaders

* other school professionals

::i]'l.di.d.'l‘[ﬂ in E]'.IJ.'.SI: sl':ld.Ll:ll‘C Prograns d-l:'\-«dnp I'J.'H.‘ ibili[:f' o EPPI}" lﬂ:‘.‘lﬂd‘i BJ'IJI:I. H.'.Sﬂfdl ]TIJE"[I'IIJIZIS Th:].r
:II'SD dﬂ'clup lﬁ.‘l‘lﬂ“"lﬂd.gl: DCF |.r.=mir|.g. I}.IJE SIJEL!] i.l'!d CI.I]l'Lll'.'IJ. context in w]'u'ch ]:n:ning '[:Ikﬁ PIDC:I.‘. :Il!l:l

practices thar support learning in their professional roles. Candidares might assess the school environment

¥ Alelivinmal ind sen alwout the propesition: snd the Mational Boaed's ssesemenes for experienced eeachen can be found on NEFTS wesite,
e, sl
¥ WCATES proficisional standands for these felds and the dirostions for preparing dos ion can be dewnloaded from i welsite, wewa ooy, A
lisz of prog with prefruinnal landi can be found on page 47.
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by collecting and analyzing data on student learning as it relates to their professional roles and developing
positive environments supportive of student learning. Institutions must submit program documentarion,
including candidare assessments, scoring guides, and performance data that responds to professional stan-
dards for national and/or state review prior to and during the on-site visit.

This standard includes expectations for the knowledge, skills, and professional dispositions of candidares
in initial teacher preparation and advanced level programs. Initial teacher preparation programs include all
programs that prepare individuals for their first license in teaching. These programs can be offered art the
undergraduate or graduate levels. They include five-year programs, master's programs, and postbaccalaure-
ate programs that prepare individuals for their first license in teaching.

Advanced programs include programs for licensed teachers continuing their educarion as well as programs
for other school professionals. Advanced programs include programs for teachers who are preparing ar the
graduate level for a second license in a field different from the ficld in which they have their first license;
programs for teachers who are secking a master’s degree in the field in which they teach; and programs not
tied to licensure, such as programs in curriculum and instruction. In addition, advanced programs include
programs for other school professionals. Examples of these are programs in school counscling, school
psychology, educational administration, and reading specialization. All advanced level programs are taught
ar the graduare level. In instances where there is uncertainty abour the program level, institutions should
seck assistance from NCATE's website or contact the NCATE office for clarification.

24 Pesfawanal Standarde
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Document A2

Standard #1: Learner Development

The teacher understands how learners grow and develop, recognizing that
patterns of learning and development vary individually within and across the cognitive,
linguistic, social, emotional, and physical areas, and designs and implements
developmentally appropriate and challenging learning experiences.

PERFORMANCES ESSENTIAL KNOWLEDGE

1(2) The teacher regularly asseszes individual and group 1(d} The teacher understands how learning ocoours--
performance in order to design and modify instruction how learners construct knowledge, acquire skills, and
to meet leamers’ needs in each area of development develop disciplined thinking processes—and knows
{c?nitiue. linguistic, social, emotional, and physical) how to use instructional strategies that promote

and scaffolds the next level of development. student learning.

1(t) The teacher creates developmentally appropriate 1(g) The teacher understands that each leamer's
instrsction that takes into account indiuiguallalearners' cognitive, linguistic, social, emotional, and physical
strengths, interests, and needs and that enables each development influences leaming and knows how to
learner to advance and accelerate hisfher leamning. make instructional decisions that build on learmers”

=t d neads.
1(c) The teacher collaborates with families, communities, vengths and ne

colleagues, and other professionals to promote learner 1{f) The teacher identifies readiness for learming, and
growth and development. understands how development in any one area may
affert performance in others.

1(g) The teacher understands the role of language and
culture in leaming and knows how to modify instruction
to make language comprehensible and instruction
relevant, accessible, and challenging.

CRITICAL DISPOSITIONS

1(h) The teacher respects learners’ differing strengths
and needs and is committed to using this information to
further each learner's development.

1(i} The teacher is committed to using leamers’
strengths as a basis for growth, and their
misconceptions as opportunities for leaming.

1(j) The teacher takes responsibility for promoting
leamners’ growth and development.

1(k) The teacher values the input and contributions
of families, colleagues, and other professionals

in understanding and supporting each leamers
development.

10 InTASC Model Cove Teaching Standards
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Standard #2: Learning Differences

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

PERFORMANCES ESSENTIAL KNOWLEDGE

2(a) The teacher designs, adapts, and delivers
instrsction to address each students diverse leaming
strengths and needs and creates oppartunities for
students to demonstrate their learning in different ways.

2(b) The teacher makes appropriate and timely
provisions (e.g., pacing for individual rates of growth,
task demands, communication, assessment, and
response modes) for individual students with particular
learning differences or needs.

2(c) The teacher designs instruction to build on leamers’

prior knowledge and experiences, allowing leamers to
accelerate as they demonstrate their understandings.

2(d) The teacher brings multiple perspectives to the
discussion of content, including attention to learners’
personal, family, and community experiences and
cultural noms.

2(e) The teacher incorporates tooks of language
development into planning and instruction, including
strategies for making content accessible to English
language leamers and for evaluating and supporting
their development of English proficiency.

2[f) The teacher accesses resources, supports, and
specialized assistance and services to meet particular
learning differences or needs.

2(g) The teacher understands and identifies differences
in approaches to leaming and performance and knows
how to design instruction that uses each leamer's

strengths to promote growth.

2(h} The teacher understands students with exceptional
needs, including those associated with disabilities

and giftedness, and knows how to use strategies and
resources to address these needs.

2(j) The teacher knows about second language
acouisition |IIEH'_EM and knows how to incorporate
instructional strategies and resources to support
language acquisition.

2(j) The teacher understands that learners bring assets
for learning based on their individual experiences,
abilities, talents, prior leaming, and peer and social
group interactions, as well as language, culture, family,
and community values.

2(k) The teacher knows how to access information about
the values of diverse cultures and communities and

how to incorporate learners’ experiences, cultures, and
COMMUAity resources into instruction.

CRITICAL DISPOSITIONS

2l The teacher believes that all learners can achieve at
high levels and persists in helping each learmer reach
hizfher full patential.

2[m) The teacher respects leamers as individuals with
differing onal and family backgrounds and various
skills, abilities, perspectives, talents, and interests.

2[n}) The teacher makes learmners feel valued and helps
them leam to value each other.

2[o) The teacher values diverse languages and dialects
and seeks to integrate them into his/her instructional
practice to engage students in learning.

InTASC Mode! Core Teaching Standards
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Standard #3: Learning Environments

The teacher works with others to create environments that support
individual and collaberative learning, and that encourage peositive social
interaction, active engagement in learning, and self motivation.

PERFORMANCES ESSENTIAL KNOWLEDGE

3(a) The teacher collaborates with learners, families, and
colleagues to build a safe, itive leamning climate of

openness, mutual respect, support, and inguiry.

3(b) The teacher develops learning experiences that
engage leamers in collaborative and self-directed
learning and that extend learner interaction with ideas

and people lacally and glabally.

3ic) The teacher collaborates with learners and
colleagues to develop shared values and expectations
for respectful interactions, rigorous academic
discussions, and individual and group respansibility for
quality work.

3(d) The teacher manages the learning environment to
actively and equitably engage learners by organizing,
allocating, and coordinating the resources of time,
space, and learners” attention.

3{e) The teacher uses a variety of methods to engage
learners in evaluating the leaming erwironment and
collsborates with leamens to make appropriate sdjustments.

3(f) The teacher communicates verbally and nonverbally
in ways that demaonstrate respect for and responsiveness
to the cultural backgrounds and differing perspectives
lzarmners bring to the learmning environment.

3(g) The teacher promates responsible learner use of
interactive technologies to extend the possibilities for
learning locally and globally.

3(h) The teacher intentionally builds learner

capacity to collaborate in face-to-face and virtual
environments throwgh applying effective interpersonal
communication skills.

12 InTASC Model Cove Teaching Standards

3() The teacher understands the relationship between
motivation and engagement and knows how to design
learning experiences using strategies that build leamer
self-direction and ownership of leaming.

3(j) The teacher knows how to help leamers work
productively and cooperatively with each other to
achieve learning goals.

3(k) The teacher knows how to collaborate with
leamers to establish and monitor elements of a safe
and productive leaming envirenment including noms,
expectations, routines, and nrganizatinnal structunes.

3(l) The teacher understands how learner diversity can
affect communication and knows how to communicate
effectively in differing environments.

3(mj) The teacher knows how to use technologies and

how to guide learners to apply them in appropriate,
safe, and effective ways.

CRITICAL DISPOSITIONS

3(n} The teacher is committed to working with leamers,
colleagues, families, and communities to establish
positive and supportive leamning environments.

(o) The teacher values the role of learners in promating

each other’s lzaming and recognizes the importance of
peer relationships in establishing a climate of learning.

3(p) The teacher is committed to supporting leamers

as they participate in decision making, engage in
loration and invention, work colla tively and

independently, and engage in purposeful leaming.

3{qg) The teacher seeks to foster respectful comminication
among all members of the leaming community:

3(r} The teacher is a thoughtful and responsive listener
and observer.
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Standard #4: Content Knowledge

The teacher understands the central concepts, tools of inquiry, and structures of the
discipline(s) he or she teaches and creates learning experiences that make these aspects
of the discipline accessible and meaningful for learners to assure mastery of the content.

PERFORMANCES ESSENTIAL KNOWLEDGE

4(2) The teacher effectively uses multiple
representations and explanations that capture key
ideas in the discipline, guide learmers through leaming
progressions, and promote each leamers achievement
of content standards.

4(k) The teacher Ené;age-s students in learning
experiences in the discipline(s) that encnura]a: learners
to understand, question, and analyze ideas from diverse
perspectives so that they master the content.

4(c) The teacher engages learners in applying methods of
inquiry and standards of evidence used in the discipline.

4(d) The teacher stimulates learmer reflection on prior
content knowledge, links new concepts to familiar
concepts, and makes connections to

learmers’ experiences.

4(e} The teacher recognizes leamer misconceptions
in a discipline that interfere with leaming, and creates
experiences to build accurate conceptual understanding.

4(f) The teacher evaluates and modifies instructional
resources and curriculum materials for their
comprehensiveness, accuracy for representing particular
concepts in the discipline, and appropriateness for his/
her learmers.

4(g) The teacher uses supplementary resaurces and
technologies effectively to ensure accessibility and
relevance for all leamers.

#h) The teacher creates oppaortunities for students to leam,
practice, and master academic language in their content.

4(i) The teacher accesses schiool and/or district-based
resources to evaluate the leamer’s content knowledge in
their primary language.

4(j) The teacher understands major concepts,
assumptions, debates, processes of inguiry, and ways of
knowing that are central to the discipline(s) 'he teaches.

4(k) The teacher understands common misconceptions
in learning the discipline and how to guide leamers to
accurate conceptual understanding.

4(ly The teacher knows and uses the academic
language of the discipline and knows how to make it
accessible to learners.

#m) The teacher knows how to integrate culturally relevant
content to build on learmers’ background kn ge.

4(n} The teacher has a deep knowledge of student
content standards and learning progressions in the
discipline(s) s'he teaches.

#(o) The teacher realizes that content knowledge is not

a fixed body of facts but is complex, culturally situated,

and ever evolving. 5/he keeps abreast of new ideas and
understandings in the field.

#(p) The teacher appreciates multiple perspectives

within the discipline and facilitates learners" critical

analysis of these perspectives.

#(g) The teacher recognizes the potential of bias in
his/her representation of the discipline and seeks to
appropriately address problems of bias.

4(r} The teacher is committed to work toward each
leamers mastery of disciplinary content and skills.

InTASC Mode! Core Teaching Standards
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Standard #5: Application of Content

The teacher understands how to connact concepts and use differing
perspectives to engage learners in critical thinking, creativity, and
collaborative preblem selving related to authentic local and global issues.

PERFORMANCES ESSENTIAL KNOWLEDGE

5(a) The teacher develops and implements projects that
qguide learners in analyzing the complesities of an issue
or guestion using perspectives from varied disciplines
and cross-disciplinary skills (e.g., a water quality study
that draws upon biology and chemistry ta look at
factual information ang social studies to examine palicy
implications).

5(b) The teacher engages leamers in applying content
knowledge to real world problems through the lens

of interdisciplinary themes (e.g., financial literacy,
envircnmental [iteracy).

5ic) The teacher facilitates learmers’ use of current
tooks and resources to maximize content learning in
vanied contexts.

5(d) The teacher engages leamers in questioning and
challenging assumptions and approaches in order to
foster innovation and problem solving in local and
global contexts.

5(g) The teacher develops learners’ communication
skills in disciplinary and interdisciplinary contexts

Iy creating meaningful opportunities to employ a
variety of tormis of cormnmunication that address varied
audiences and purposes.

5(f) The teacher engages learners in generating and
evaluating new ideas and novel approaches, seeking
inventive salutions to problems, and developing
original work.

S(g) The teacher facilitates learners’ ability to develop
diverse social and cultural perspectives that expand
their understanding of local and global issues and
create novel approaches to soling problems.

5(h) The teacher develops and implements supparts for
learner literacy development across content areas.

14 InTASC Model Cove Teaching Standards

5(1) The teacher understands the ways of knowing in his/her
discipline, hmvrtrelatutan‘dmerdlsqi?a ches to
rquqr and the smangﬂ'ls.atd limitations approach
in addressing problems, issues, and concems.
5]} The teacher understands how curent interdisciplinany
themes (e.q., civic literacy, health literacy, global awaneness)
connect to the cone subjects and knows how to weave those
thernes inta meaningful leaming experiences.

5{k) The teacher understands the demands of accessing and
managing information as well as how to evaluate issues of
ethics and quality related to information and its use.

5() The teacher understands how to use digital and
interactive technologies for efficiently and effectively
achieving specific leaming goals.
E{m}ht&ad‘eru‘detﬂu:huiﬁcalmiﬁngrrmesaﬂ
knows how to help learners develop high level questioning
skills to promote their independent learming.

5{n) The teacher understands communication modes and
skills as vehicles for learning le.g., information gathering
and processing) across disciplines as well as vehickes for
expressing keaming.

5{o) The teacher understands creative thinking

and how to engage leamers in produding onginal worle.

5{p] The teacher knows whene and how to access resources

to build global awareness and understanding, and how to
integrate them into the cumiculumm.

CRITICAL DISPOSITIONS

how to use

S(g) The teacher is constantly explorin
ress local and

disciplinary knowledge as a lens to

global issues.
5(r} The teacher values knowl outside histher
own content area and how such knowledge enhances

student leamning.

5(s) The teacher values flexible leaming environments
that encourage leamer exploration, discovery, and
ENIEsSION across content areas.
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Standard #6: Assessment

The teacher understands and uses multiple methods of assessment to
engage learners in their own growth, to monitor learner progress, and
to guide the teacher's and learner's decision making.

PERFORMANCES ESSENTIAL KNOWLEDGE

&(a) The teacher balances the use of formative and
sUMMative assessment as appropriate to support, verify,
and document learning.

(0} The teacher designs assessments that match learning
ohjectives with assessment methads and minimizes
sournces of bias that can distort assessment results.

6(c) The teacher works independently and collaboratively

to examine test and other performance data to understand

each kearner’s progress and to guide planning.

&(d]) The teacher en EQE learners in understanding
and identifying qua gmrk and provides them with
effective descriptive feedback to gmde their progress
toward that waork.

&le) The teacher engages learners im multiple ways
of demonstrating knowledge and skill as part of the
BESEIEMENT IOCEEE.

&(f) The teacher models and structures processes. that
ide learners in examining their own thinking and
earning as well as the performance of others.

&lg) The teacher effectively uses multiple and
appropriate types of assessment data to identify each
student leaming needs and to develop differentiated
leamning experiences.

&(h) The teacher prepares all learners for the demands
of particular assessment formats and makes appropriate
accommodations in assessments or testing conditions,
especially for learners with disabilities and language
learming needs.

(i) The teacher continually seeks appropriate ways to
employ technology to support assessment practice bath
to engage leamers more fully and to assess and address
lzarner needs.

&(j) The teacher understands the differences between
formative and summative applications of assessment
and knows how and when to use each.

(k) The teacher understands the range of types and
multiple purposes of assessment and how to design,

or select appropriate assessments to address
specific leaming goals and individual differences, and to
minimize sources of bias.

&(l} The teacher knows how to analyze assessment data

to understand pattems and in learning, to guide
lanning and instruction, and to provide meaningful
ed to all learners.

&(m) The teacher knows when and how to engage
learmers in analyzing their own assessment results and in
helping to set goals for their own leaming.

&(n) The teacher understands the positive impact of
effective descriptive feedback for learmers and knows a
variety of strategies for communicating this feedback.

&lo) The teacher knows when and how to evaluate and
report leamer progress against standards.

&(p) The teacher understands how to prepare learmers
for assessments and how to make accommaodations
in assesaments and testing conditions, especially for
learners with disabilities and language learning needs.

CRITICAL DISPOSITIONS

&lg) The teacher is committed to aging learners
actively in assessment processes and to developing
each learners capacity to review and communicate
about their own progress and learning.

() The teacher takes responsibility for aligning

instruction and assessment with learning goals.

&(s) The teacher is committed to providing timely
and effective descriptive feedback to learners on
their progress.

&(th The teacher is committed to using multiple types
of assessment processes to support, verify, and
document leaming.

&(u) The teacher is committed to making accommodations.
in assessments and testing conditions, especially for
learmers with disabilities and language leaming needs.
&[v) The teacher is committed to the ethical use of

various assessments and assessment data to identify
leamer strengths and needs to promote learner growth.

InTASC Made! Core Teaching Standards
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Standard #7: Planning for Instruction

The teacher plans instruction that supports every student in meeting rigorous learning
goals by drawing upon knowledge of content areas, curriculum, cross-disciplinary skills, and
pedagogy, as well as knowledge of learners and the community context.

PERFORMANCES ESSENTIAL KNOWLEDGE

T(a) The teacher individually and collaboratively selects
and creates learning experiences that are appropriate
for curriculum goals and content standards, and are
relevant to learners.

7[b) The teacher plans how to achisve each students
leaming goals, choosing appropriate strategies and
accommodations, resources, and materials to diferentiate
instruction for individuals and groups of leamers.

7(c) The teacher develops appropriate sequencing of
learning experiences and provides multiple ways to
demonstrate knowledge and skill.

7(d]) The teacher plans for instruction based on
formative and summative assessment data, prior leamer
knowledge, and learner interest.

T(e) The teacher plans collaboratively with professionals
whao have specialized expertize (2.g., special educatars,
related service providers, language leaming specialists,
librarians, media specialists) to design and jointly deliver
as appropriate learning experiences to meet unique
leamning needs.

7(f) The teacher evaluates plans in relation to short- and
long-ra goals and systematically adjusts plans to meet
each students learning needs and enhance leaming.

InTASC Model Cove Teaching Standards

7(g) The teacher understands content and content
standards and how these are organized in the curriculum.

T(h} The teacher understands how integrating cross-
disciplinary skills in instruction engages leamers
purpasefully in applying content knowledge.

7(i} The teacher understands leaming theory, human
development, cultural diversity, and individual
differences and how these impact ongoing planming.

??‘b The teacher understands the strengths and needs
of individual learners and how to plan instruction that is
responsive to these strengths and needs.

7(k) The teacher knows a range of evidence-based
instructional strategies, resources, and technological
tools and how to use them effectively to plan instruction
that meets diverse learning needs.

7() The teacher knows when and how to adjust plans
based on assessment information and leamer responses.

7(m} The teacher knows when and how to access
resources and collaborate with others to su

student leamning [e.q., special educataors, related senvice
providers, language learmer specialists, librarians, media

specialists, community organizations).

CRITICAL DISPOSITIONS

Tin} The teacher respects learners’ diverse strengths
and needs and is committed to using this information to
plan effective instruction.

Tlo) The teacher values planning as a collegial activity
that takes into consideration the input of learmers,
colleagues, families, and the larger community.

7(p) The teacher takes professional responsibility to use
shart- and long-term planning as a means of assuring
student learming.

T(g) The teacher believes that plans must always be
open to adjustment and revision based on learner
needs and changing circumstances.
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Standard #8: Instructional Strategies

The teacher understands and uses a variety of instructional strategies to
encourage learners to develop deep understanding of content areas and their
connections, and to build skills to apply knowledge in meaningful ways.

PERFORMANCES ESSENTIAL KNOWLEDGE

B(2) The teacher wses appropriate strategies and E8(j) The teacher understands the cognitive processes

resources to adapt instruction to the needs of associated with various kinds of learning (e.g., critical

individuals and groups of learners. and creative thinking, problem framing and problem
. ) ) solving, invention, memaorization and recall] and how

8(b) The teacher continuowsly monitors student leaming, these processes can be stimulated.

engages learners in assessing their progress, and adjusts

instruction in response to student leaming needs. E(k) The teacher knows how to apply a range of

. ) developmentally, culturally, and linguistically appropriate
B(c) The teacher collabarates with learners to design instructional strategies to achieve leaming goals.

and implement relevant leaming experiences, identify

their strengths, and access family and community &(l) The teacher knows when and how to use

resources to develop their areas of interest. appropriate strategies to differentiate instruction
o . . . and engage all learners in complex thinking and

B(d] The teacher varies his'her role in the instructional meaningful tasks.

process (e.q., instructor, facilitator, coach, audience] in

relation to the content and purposes of instruction and B(m) The teacher understands how multiple forms

the needs of learmners. of communication (oral, written, nonverbal, digital,

B(e) The teacher provides multiple models and &Bﬁslkﬁiﬁmﬁﬁ& LS C

representations of concepts and skills with opportunities ps.

for learners to demaonstrate their knowledge through a B(n} The teacher knows how to use a wide variety of

variety of products and performances. resources, including human and technological, to

B(f) The teacher engages all leamers in developing higher e s
order guestioning skills and metacognitive processes. E(o) The teacher understands how content and

skill development can be supported by media and
technology and knows how to evaluate these resources
for quality, accuracy, and effectiveness.

EB(g) The teacher engages leamers in using a range of
learning skills and technology tools to access, interpret,
evaluate, and apply information.

B(h) The teacher uses a variety of instructional strategies

et CiiicaLDiseosiTions
speaking, listening, reading, writing, and other modes. CRITICAL DISPOSITIONS

B(p) The teacher is committed to deepening awareness

and understanding the strengths and needs of diverse
learmers when planning and adjusting instruction.

B(i) The teacher asks questions to stimulate discussion

that serves different purposes (e.g., probing for learer

understanding, he-lping?;mers articulate their ideas

and thinking processes, stimulating curiosity, and Blg) The teacher values the variety of ways people

helping leamers to question). communicate and encourages learmers to deveﬁ:p and
use multiple forms of communication.

E&(r} The teacher is committed to exploring how the use

of new and ma{ng technologies can support and
promote student leaming.

B(g) The teacher values ﬂexibiliz and reciprocity in the
teaching process as necessary for adapting instruction
to learner responses, ideas, and needs.

InTASC Made! Core Teaching Standards 17
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Standard #9: Professional Learning and Ethical Practice

The teacher engages in ongoing professional learning and uses evidence to
continually evaluate his/her practice, particularly the effects of his/her
choices and actions on others (learners, families, other professionals, and
the community), and adapts practice to meet the needs of each learner.

PERFORMANCES ESSENTIAL KNOWLEDGE

%(a) The teacher engages in ongoing Iearnin?
opportunities to develop knowledge and skills

in order to provide all leamers with engaging
curriculum and learning experiences based on local
and state standards.

#(b) The teacher engages in meaningful and
appropriate professional learning experiences aligned
with his/her own needs and the needs of the learners,
school, and system.

9c) Independently and in collaboration with colleagues,
the teacher uses a variety of data (e.g., systematic
observation, information about learmers, research) to
evaluate the outromes of teaching and leaming and to
adapt planning and practice.

() The teacher actively seeks professional,
community, and technological resources, within and
outside the school, as supports for analysis, reflection,
and problem-solving.

Pie) The teacher reflects on hisfher personal biases
and accesses resources to deepen hisfher own
understanding of cultural, ethnic, gender, and learning
differences to build stronger relationships and create
more relevant learning experiences.

9if) The teacher advocates, models, and teaches safe,
legal, and ethical use of information and technology
including appropriate documentation of sources and
respect tor others in the use of social media.

nTASC Model Cove Teaching Standards

%(g) The teacher understands and knows how to use

a variety of self-assessment and problem-solving
strategies to analyze and reflect on his/her practice and
to plan for adaptations/adjustments.

9(h) The teacher knows how to use leamer data to
analyze practice and differentiate instruction accordingly.

(i) The teacher understands how personal identity,
worldview, and prior experience aﬁeect perceptions
and expectations, and recognizes how they may bias
behaviors and interactions with others.

F(j} The teacher understands laws related to leamers”
rights and teacher responsibilities (e.g., for educational
equity, appropriate education for learners with
disabilities, confidentiality, privacy, appropriate
treatment of learmers, reporting in situations related to
possible child abuse).

[k} The teacher knows how to build and implement a
plan for professional growth directly ali with hisfher
needs as a growing professional wsing ?Eeu:l:aadc from
teacher evaluations and observations, data on l2amer
performance, and school- and system-wide priorities.

CRITICAL DISPOSITIONS

9(l} The teacher takes responsibility for student learning
and uses nnsn'ng analysis and re.&chun to improve:

planning and practice.

#(m]) The teacher is committed to deepening
understanding of his/her own frames of reference (e.g.,
culture, gender, language, abilities, ways of knowing),
the potential biases in these frames, and their impact
on ex tions for and relationships with leamers and
their families.

9In} The teacher sees himvherself as a learner,
continuously sesking oppartunities to draw upon
current education policy and research as sources of
analysis and reflection to improve practice.

o) The teacher understands the expectations of the
profession including codes of ethics, professional
standards of practice, and relevant law and policy.
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Standard #10: Leadership and Collaboration

The teacher seeks appropriate leadership roles and opportunities to take responsibility for
student learning, to collaborate with learners, families, colleagues, other school professionals,
and community members to ensure learner growth, and to advance the profession.

PERFORMANCES ESSENTIAL KNOWLEDGE

10{a) The teacher takes an active role on the
instructional team, giving and receiving feedback on
practice, examining learner work, anakyzing data from
multiple sowrces, and sharing responsibility for decision
making and accountability for each student’s leaming.

10{b) The teacher works with other school professionals
to plan and j|:nin‘t|:||I facilitate leaming on how to meet
diverse needs of leamers.

10{c) The teacher engages collaboratively in the schoal-
wide effort to build a shared vision and supportive
culture, identify common goals, and moniter and
evaluate progress toward those goals.

10{d) The teacher works collaboratively with learners
and their families to establish mutual expectations
and ongoing communication to support learner
development and achisvernant.

10{e) Working with school colleagues, the teacher builds
ongoing connections with community resources to
enhance student leaming and well being.

10{f) The teacher engages in professional learning,
contributes to the knowledge and skill of others, and
works collaboratively to advance professional practice.

10{g) The teacher uses technological tools and a variety
of communication strategies to build local and global
learning communities that engage learners, families,
and colleagues.

10{h) The teacher uses and generates meaningful
research on education issues and polices.

10{i) The teacher seeks appropriate oppaortunities
to model effective practice for colleagues, to lead

rofessional learning activities, and to serve in other
eadership roles.

10{)) The teacher advocates to meet the needs of
learners, to strengthen the leaming environment, and to
enact system change.

10{k} The teacher takes on leadership roles at the
school, district, state, and/or national level and
advocates for learners, the school, the community, and
the profession.

10{l) The teacher understands schools as arganizations
within a historical, cultural, political, and social context
and knows how to work with others across the system to
support bearners.

10{m) The teacher understands that alignment of family,
school, and community spheres of influence enhances
student learmning and that discontinuity in these spheres
of influence interferes with learming.

10{n) The teacher knows how to work with other adults
and has developed skills in collaborative interaction
appropriate for both face-to-face and virtual contexts.

104o) The teacher knows how to contribute to a
commaon culture that supports high expectations for
student learming.

10{p) The teacher actively shares responsibility for
shaping and 3upp|:u1inﬁ| the mission of hisfher schoal
as one of advocacy for learners and accountability for

their success.

10{g) The teacher respects families” beliefs, noms,
and expectations and seeks to work collaboratively
with learners and families in setting and meeting
challenging goals.

10{r) The teacher takes initiative to grow and develop
with colleagues through interactions that enhance
practice and support student leaming.

10{s) The teacher takes responsibility for contributing to
and advancing the profession.

104t) The teacher embraces the challenge of continuous
improvement and change.

InTASC Moda! Core Teaching Standards
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Appendix B

rapport

teacher(-)student/student(-)teacher
relationship/communication/understanding,
relationship

immediacy

closeness, nonverbal/verbal immediacy, approach-
avoidance theory, speech accommodation theory,
imitative, proximity, eye contact, positive facial
expression, warmth, praise, humor, self-
disclosure,

care ethics

care, morality, teacher(-)student/student(-)teacher
communication, student need, listening, thinking

affective teacher-student relationship

favorable relationship, teacher enthusiasm,
sensitivity, genuine, interpersonal relationship,
teacher(-)student/student(-)teacher interest

empathy classical education, safe space, reflective
(practice), cognitive/emotional
understanding/sharing

tact frustration/shyness/grief/joy/{body

language}/demeanor/expression understanding,
social bond, vulnerability, {social
environment}/{(student) personality} awareness,
diplomatic, kindness, encouragement,

emotional intelligence

emotion perception, emotional knowledge,
emotion(al) regulation, self(-)awareness, self(-
)management, social(-)awareness, relationship(-
)management, trustworthiness, conscientiousness,
adaptability/flexibility, motivation, socio-
environmental understanding, inspirational
leadership, teacher(-)student/student(-)teacher
bond, stress tolerance

related words too general to use

communication, collaboration, connection
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Appendix C

10.

11.

All individuals (organisms) exist in a continually changing world of experience
(phenomenal field) of which they are the center.

The organism reacts to the field as it is experienced and perceived. This
perceptual field is "reality” for the individual.

The organism reacts as an organized whole to this phenomenal field.

A portion of the total perceptual field gradually becomes differentiated as the self.
As a result of interaction with the environment, and particularly as a result of
evaluational interaction with others, the structure of the self is formed—an
organized, fluid but consistent conceptual pattern of perceptions of characteristics
and relationships of the "I" or the "me", together with values attached to these
concepts.

The organism has one basic tendency and striving—to actualize, maintain and
enhance the experiencing organism.

The best vantage point for understanding behavior is from the internal frame of
reference of the individual.

Behavior is basically the goal-directed attempt of the organism to satisfy its needs
as experienced, in the field as perceived.

Emotion accompanies, and in general facilitates, such goal directed behavior, the
kind of emotion being related to the perceived significance of the behavior for the
maintenance and enhancement of the organism.

The values attached to experiences, and the values that are a part of the self-
structure, in some instances, are values experienced directly by the organism, and
in some instances are values introjected or taken over from others, but perceived
in distorted fashion, as if they had been experienced directly.

As experiences occur in the life of the individual, they are either, a) symbolized,
perceived and organized into some relation to the self, b) ignored because there is
no perceived relationship to the self structure, ¢) denied symbolization or given
distorted symbolization because the experience is inconsistent with the structure
of the self.
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12.

13.

14.

15.

16.

17.

18.

19.

Most of the ways of behaving that are adopted by the organism are those that are
consistent with the concept of self.

In some instances, behavior may be brought about by organic experiences and
needs which have not been symbolized. Such behavior may be inconsistent with
the structure of the self but in such instances the behavior is not "owned" by the
individual.

Psychological adjustment exists when the concept of the self is such that all the
sensory and visceral experiences of the organism are, or may be, assimilated on a
symbolic level into a consistent relationship with the concept of self.
Psychological maladjustment exists when the organism denies awareness of
significant sensory and visceral experiences, which consequently are not
symbolized and organized into the gestalt of the self structure. When this situation
exists, there is a basic or potential psychological tension.

Any experience which is inconsistent with the organization of the structure of the
self may be perceived as a threat, and the more of these perceptions there are, the
more rigidly the self structure is organized to maintain itself.

Under certain conditions, involving primarily complete absence of threat to the
self structure, experiences which are inconsistent with it may be perceived and
examined, and the structure of self revised to assimilate and include such
experiences.

When the individual perceives and accepts into one consistent and integrated
system all her sensory and visceral experiences, then she is necessarily more
understanding of others and is more accepting of others as separate individuals.
As the individual perceives and accepts into his self structure more of his organic
experiences, he finds that he is replacing his present value system—based
extensively on introjections which have been distortedly symbolized—with a

continuing organismic valuing process.
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