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Mission Statement

Our mission for educator licensure programs at Bridgewater State College is to prepare competent, caring professionals who foster student learning. To become effective educators, candidates must demonstrate professional knowledge, skills and dispositions. They learn to continually evaluate their practice and collaborate with others to build strong classrooms and schools. We use the “Growth of the Professional Educator Model” to incorporate the themes of student learning, effective practice and collaboration throughout programs offered at the college.


At the center of this mission is meaningful student learning. We believe that effective educators create environments where students construct knowledge from experience. Our candidates design classrooms and schools that are places of inquiry, where their students value learning and place their knowledge in the context of our global society. Our candidates teach their students to use a variety of skills and technological tools to demonstrate that their knowledge meets clear standards. 


In order to foster powerful learning experiences for students, education professionals must continually evaluate their practice. Our candidates learn to analyze learning environments and to incorporate the best research-based practices. They combine their command of pedagogical content knowledge with their understanding of diversity and child development in order to build curriculum around their students. Our candidates become familiar with the many uses of technology in the classroom, and learn how to skillfully incorporate it into their pedagogy. They use a variety of assessments to refine their practice and accommodate all learners. We ensure that our candidates are ethical, caring people who value diversity in all forms and work towards promoting social justice and equity.


To work effectively in schools, education professionals must collaborate effectively with others. Our candidates learn to draw on their students’ backgrounds, to work closely with parents, to share expertise with colleagues, and to use the resources of the broader community. In doing so, they build communities of learners that extend well beyond the classroom. Bridgewater State College is a key part of this process, fostering collaboration and spreading educational resources throughout Southeastern Massachusetts.

The Growth of the Professional Educator Model
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	Mission Components
	Goals 

	PK-12 Student Learning (SL)
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	BSC educator candidates enable PK-12 students to:
1. Construct and demonstrate knowledge through authentic achievement
2. Understand and respect diversity

3. Demonstrate inquiry and enthusiasm for learning

4. Meet clear standards

	Effective Practice: Professional Knowledge, Skills and Dispositions (EP)
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	BSC educator candidates will:
1. Reflect on teaching and learning

2. Analyze learning environments

3. Use research-based best practices

4. Demonstrate moral, caring dispositions

5. Understand and value diversity

6. Demonstrate and integrate pedagogical content knowledge

7. Use developmentally appropriate practice

8. Develop and use student-centered curriculum

9. Incorporate appropriate technology
10. Use appropriate assessments to refine and inform practice

	Collaboration (C)
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	BSC educator candidates will collaborate with:

1. Students

2. Colleagues

3. Parents and families

4. Community members


Knowledge Base for the

Growth of the Professional Educator Model

History and Context

Education reform has had a tremendous impact on the knowledge base of the professional educator.  In April of 1983, the National Commission on Excellence in Education published A Nation at Risk.  In this thirty-six-page document, the researchers found that students were declining in their educational performance.  The commission recommended that students should spend more time learning basic subjects and that teacher preparation programs should be improved.


Furthermore, in 1986, the National Governor’s Association Conference noted that there was a need for national standards on teaching and learning.  In 1990, the Holmes Group published Tomorrow’s Schools and outlined principles to improve teaching and learning.  These principles stated that student learning should focus on learning for understanding.  Moreover, teacher learning should be continuous and include thoughtful reflection about teaching practices. Clearly, the education reform movement was advocating higher standards for students and changes for teachers and teacher education programs.


Recent scholarship has begun to rethink how we prepare educators, with a growing emphasis on how students learn. John Goodlad stated in his 1990 book, Teachers for Our Nation’s Schools, that the teaching profession had been undervalued by society, and that teaching theory must inform those who use pedagogical practice. More recently, Marilyn Cochran-Smith and Kenneth M. Zeichner, in Studying Teacher Education (2005), have stressed the need for more focused research to assess the impact of teacher education on student learning. They note that successful programs have a clear vision of teaching and learning and collaborate closely with local districts. Linda Darling Hammond and John Bransford, in Preparing Teachers for a Changing World (2005) have summarized research about teaching and learning in order to systematize the foundations of professional education curricula. By organizing education curricula around a conceptual map of how people learn, education programs can set their candidates on the path to becoming “adaptive experts” ready to meet the challenges of educating students in our increasingly complex world. 

Such efforts take place in the context of ongoing education reform. On June 18, 1993, the Governor of Massachusetts signed the Education Reform Act, which was amended by the legislature on January 14, 1994.  The Act created statewide standards known as the Curriculum Frameworks.  Committees of experts developed the Curriculum Frameworks for seven subject areas: 1) English/ Language Arts, 2) History and Social Science, 3) Mathematics, 4) Science and Technology, 5) Health, 6) Art and 7) World Languages.  The Curriculum Frameworks outlined what students in Massachusetts should know and be able to do as a result of studies at various grade levels.  Since, 1993, the Massachusetts Curriculum Frameworks have continuously been revised and updated.


Statewide testing was implemented in May 1998 to assess the learning standards of the Curriculum Frameworks.  Students in the fourth, eighth and tenth grades were tested using the Massachusetts Comprehensive Assessment System (MCAS). These standards- and performance-based assessments set the agenda for teaching and learning. In addition to measuring the outcomes of student learning, Massachusetts has revised the criteria for certification, requiring prospective teachers to demonstrate their command of general communication skills and subject knowledge by passing the Massachusetts Test for Educator Licensure (MTEL), and by requiring teachers to earn a masters degree in their field to earn full certification. 

The state’s efforts parallel the efforts the national Higher Education Act, Title II, passed in 1998, to ensure that teacher education programs prepare highly qualified candidates, and of the No Child Left Behind (NCLB) legislation, passed in 2002, to require that schools demonstrate yearly progress in a variety of categories. The movement towards Value Added Assessment, which seeks to analyze the impact of specific teachers and programs on student achievement, further emphasizes that the best measure of teacher education is its effect on student learning (Doran, 2003; Sanders, 2003).
Growth of the Professional Educator

The agenda defined by the education reform movement in Massachusetts and in the nation emphasizes that teacher education is not static, nor does it end upon completion of a program; it continues for a lifetime. The teacher education process is developmental.  The abilities of novice teachers are different from those of expert teachers (Steffy and Wolfe, 2004).  Novice teachers are prepared with an entry-level knowledge base and pedagogical skills for the classroom (Moir, 2000). They have had only limited opportunities for collaboration and are developing an understanding of what it means to be a professional (Halloway, 2001).

Compared to novice teachers, expert teachers have refined teaching abilities, including the ability to collaborate in delivering effective instruction and personalized senses of professionalism.  Moreover, expert teachers remain continuously involved in the learning process as they masterfully apply newly learned knowledge in their disciplines.  They adopt effective practices for their classrooms and regularly modify them in light of new research and the curriculum frameworks (Steffy, Wolfe, Pasch and Enz, 2000).  They reflect on their teaching practice and teach for student understanding (Tertell, Klein and Jewett, 1998).  Furthermore, expert teachers value standards because standards define what students should know and be able to do (Harris & Carr, 1996).  Expert teachers are accountable for what students learn in their classrooms.


Furthermore, expert teachers collaborate with colleagues, families, and other agencies in meeting the needs of all students in their classrooms.  Teachers at all stages of development must continue to learn in the diverse and changing school contexts in which they find themselves (Cochran-Smith, 2004).  Most of the programs at Bridgewater State College prepare novice teachers and administrators.  Professional Development courses support expert teachers to be life-long learners, professionals able to shape the school context.


Throughout their careers, professional educators seek knowledge and expertise that lead to professional behaviors and dispositions, effective practices in work settings, and collaboration with others in meeting common goals (National Commission on Teaching and America’s Future, 1996).  Professionalism, effective practice, and collaboration form a synergistic relationship; although each is important to a successful practitioner, the three together lead to expertise.  Teachers develop content knowledge and skills in using effective practices and teach in an ethical, equitable, and professional manner (Darling-Hammond, 2005).


The Growth of the Professional Educator Model is based on cognitive psychology and constructivist theories of learning.  Learners are characterized as active, constructive problem solvers.  Learning occurs when the learner assimilates incoming information, relates it to prior knowledge, and thus accommodates organization and meaning with experience (Mooney, 2000; Piaget, 1969). We recognize that some students learn differently because of mental handicaps, and require specialized instruction (York and Reynolds, 1996).

Effective student learning is at the center of Bridgewater State College’s teacher education program. Faculty members model constructivist pedagogy, helping emerging professionals construct meaning from a body of specialized knowledge and effectively translate it into validated practice. They teach candidates to incorporate their knowledge of human development and diversity into their curricula and to use assessment to refine their practice. Most importantly, the faculty at Bridgewater State College instill the habits of research, reflection and collaboration in their candidates that lay the foundation for their lifelong growth as professional educators. 

Student Learning

While much attention has focused in recent years on mandated measures of academic progress, the key to helping all students achieve clear, meaningful standards remains a powerful, thoughtful classroom experience. Students learn best when they are given clear goals and are asked to develop and integrate new knowledge into the broader contexts that make up their world. The most effective learning environments place a high value on student inquiry, where students use a variety of tools and resources to meet challenging expectations and demonstrate their understanding (Darling-Hammond, 2005). Students who learn in such environments are well prepared for the MCAS and other assessments associated with NCLB (Darling-Hammond 2005; Riordan and Noyce, 2001; Schoenfeld, 2002; Senk and Thompson, 2003). To help our candidates design such learning communities, we rely on the constructivist paradigm throughout most of our program.

The constructivist paradigm has evolved from the work of many twentieth century research psychologists who have contributed significantly to the development of the professional educator.   Historically, Gesell (1925) provided insights into the role of maturation in learning. Piaget (1969) introduced the stages of cognition.  Dewey (1938) explored the concept of active, self-expressive learning; and Erikson (1950) established the importance of social/emotional relationships.  Kohlberg (1971) outlined the stages of moral development, and Vygotsky (1978) focused on language and thought development.  Gardner (1983; 1993) added the notion that there are eight multiple intelligences, with each student having his or her own repertoire of strengths.  Furthermore, research on how the human brain learns (Jensen, 1998; Wolfe & Brandt, 1998) supported the constructivist theory, as did Daniel Goleman (1995) with his theory of emotional intelligence.  Constructivism is a theory of knowledge and learning (Fosnot, 1996) that provides the basic framework for professional education programs at Bridgewater State College. (SL1, SL3)

The constructivist approach to learning guides educators to develop environments that have opportunities for action and interaction and where attention is paid to the progress of individual students.  In such classrooms, the teacher is not primarily someone who tells and corrects, but someone who watches and asks, "What happened?  What did you notice?" (Zahorik, 1995). Effective constructivist teachers emphasize conceptual learning, beginning with the whole and working toward the parts.  Higher-level thinking skills, such as application, analysis and synthesis, are elicited through student activities and projects.  Students engage in active learning, using original source material and manipulative materials, often integrating different disciplines (Brooks and Brooks, 1993; Zahorik, 1995). (SL1, SL3)

In constructivist classrooms, students experience inquiry-based learning.  Students are provided with opportunities to work independently and to interact with partners and small groups.  Through experiencing and reflecting upon cooperative approaches, students deepen their academic achievement, gain insights into their own learning, improve their self-esteem, learn to respect their peers, and learn to value racial and ethnic differences (Johnson & Johnson, 1994; Kagan, 1989; Slavin, Madden, Karweit, Livermon & Dolan, 1990). (SL1, SL2)

In constructivist pedagogy, learners are evaluated using meaningful, authentic assessments, where students make choices about their projects and evaluate their own work. Teachers take the role of observer as well as evaluator (Airasin, 1996; Wiggins, 1991, 1993; Worthen 1993).  Portfolios are used to demonstrate student growth over time (Graves & Sunskin, 1992; Lyons, 1998 and Sommers, 1991). (SL1, SL3, SL4) 

Current technology is used to create an environment that supports active learning, for student-centered, rather than teacher-dominated lessons, for collaborative and interdisciplinary projects and research.  When effectively integrated into the curriculum, it facilitates small group instruction and engages students in learning material that is directly relevant to their lives. (Betts, 1994; Guzdial, 1998; Kozma & Shank, 1998; Means & Olson, 1994; Solomon, 1992). In order to feel confident teaching with technology, teachers must first gain experience learning with technology. Teachers are then better prepared to use innovative technology to provide students with dynamic learning experiences that propel them beyond the classroom, in contrast to fitting the technology into the classroom (Hird, 2000). (SL1, PKSD9)

In this era of educational reform, professional educators know that state standards, known in Massachusetts as the Curriculum Frameworks, define what students should know and be able to do (National Commission on Teaching and America’s Future, 1996).  Whether crafted by national bodies for each discipline or by state boards, standards inform teachers, students, administrators, parents, and the community what imperatives encompass student learning.  Hand-in-hand with the standards are models for student assessment including the performance based Massachusetts Comprehensive Assessment System. Effective, authentic assessments embody clear standards. They clarify instructional goals for students and help foster a complex, conceptual understanding of educational content (Wiggins and McTighe, 1998). (SL4)

A constructivist education is particularly important in preparing students for a world that is increasingly globalized, diverse, complex and dynamic. Virtually all students need to be prepared for a lifetime of intellectual challenges that were formerly reserved for a select few. Students also need to understand, respect and collaborate effectively with people from the variety of backgrounds who make up an increasingly diverse United States and an ever more closely knit global society. (SL2)

We measure the impact of our candidates on student learning in a variety of ways. Candidates engaged in the practica gather and analyze student work samples and use a variety of instruments to assess and reflect on their effect on student learning. One example is the Renaissance Teacher Work Sample, a teaching exhibit that provides evidence that a candidate can facilitate the learning of all students according to national standards (Renaissance Parternship, 2002). We survey our graduates to gather data and maintain extensive ties with graduates and other teachers in the community through our ongoing professional development programs. 

Professional Knowledge, Skills and Dispositions

"Effective teachers are neither born nor made; they are developed."  This adage describes the basic philosophy that underlies the Bridgewater State College professional education model. Educators develop their professional practice throughout their careers.  As we prepare education professionals for a lifetime of growth, we provide our candidates with a thorough understanding of student learning, help them master a wide range of effective practice, and ensure they demonstrate caring, ethical dispositions. By building research, reflection, assessment and collaboration into our program, we encourage our candidates to continually develop and refine their practice.

Pedagogy embraces both subject matter knowledge and action system knowledge (Good & Brophy, 1987).  Subject matter knowledge is firmly rooted in the liberal arts; it encompasses the major areas of the curriculum (e.g., reading, language arts, mathematics, science, social studies, health, physical education, music, and art).  Action system knowledge is the knowledge teachers use to make decisions about instruction.  For example, teachers must understand how humans develop and learn, and how to relate cognitive growth (Piaget, 1922) to social and emotional development (Erikson, 1950) in order to make informed decisions about developmentally appropriate classroom practices (Bradekamp, 1996, 1997).  Moreover, research about the eight multiple intelligences as proposed by Gardner (1983, 1993) and findings about human brain research (Jensen, 1998; Lowery, 1998) are taken into consideration when planning developmentally appropriate lessons. (PKSD1, PKSD6, PKSD8)

Professional educators understand, value, practice and encourage lifelong learning. Effective educators understand that a profession "incorporates specialized knowledge, self-regulation, special attention to the unique needs of clients, autonomous performance, and responsibility for client welfare" (Darling-Hammond, 1990, p.20).  Professionalism requires knowledgeable and ethical behavior.  Professionalism begins from the premise that knowledge informs practice and, therefore, leads to improved practices and enhanced accountability (Darling-Hammond, 1993; 2005). Moreover, professional educators interact professionally with students, families and colleagues. (PKSD1, PKSD4)

Professional educators value the scientific study of development, learning, and education. Good teaching involves complex and sophisticated skills, built on a knowledge base that has expanded enormously in the last fifteen years.  The knowledge base, however, is not a list of rules, prescriptions, and routine skills; it takes meaning only in context.  Professional teachers are oriented toward complex analysis, not prescriptive approaches (Goodlad, 1990; Boyer, 1990).  If educators are to be viewed as professional, they must be able to analyze situational factors and adapt culturally responsive strategies to the genuine needs of their students (Sleeter, 2001). (PKSD2, PKSD5)

Effective educators critically evaluate and utilize research to engage in reflective teaching and related skills.  Professional educators are able to articulate what they believe about students, learning, and the educator's role in the learning process.  To achieve this end, professional preparation programs must utilize the findings of educational research studies and codify a knowledge base for teaching (Shulman, 1987; Darling-Hammond, 1996, 2005).  Graduates of programs must have opportunities to reflect and think critically, value scientific study, use and engage in research, and remain open to new ideas.  The acquisition of this knowledge base will prepare professional educators for transferring educational theory into classroom instructional practices that will improve the quality of learning for all students.  Professional educators are able to evaluate multifaceted situations in which many variables intersect, so that the appropriate action or response can be selected (Howey, 1996; Wiggins, 1998). The most effective teachers become “adaptive experts,” able to apply their mastery of pedagogical techniques to novel situations (Darling-Hammond, 2005). (PKSD3)

Professional educators understand the legal, professional, and ethical responsibilities of teaching.  The current predominance of professional and societal discussions of multiculturalism, diversity, and inequalities in the context of educational reform indicates the importance of these contextual factors in the classroom (Kozol, 2005).  Emerging educators must understand the moral, ethical, and legal implications of decisions made in the professional context. Professional educators recognize and demonstrate the role of a responsible person in a democratic society.  Teaching is a moral endeavor because "it is human action undertaken in regard to other human beings" (Fenstermacher, 1990, p. 133).  A teacher's ethics (as expressed and as modeled) may have a considerable impact on the ethics of his or her students. Teachers must consider the moral dimensions of teaching and work toward a close, caring connection with their students.  Teaching is a form of skilled practice, which, like medicine, "becomes nearly incomprehensible when disconnected from its fundamental moral purposes" (Fenstermacher, 1990, p. 132). In addition to strong ethics, effective teachers have a clear sense of self and high levels of self-esteem (Ladson-Billings, 1992, 1994, 2001). Throughout the learning, teaching, and evaluative process, the professional educator promotes the establishment of a positive self-concept with all students (Goleman, 1996).  (PKSD4) 

The increasing ethnic and racial diversity and the growing involvement of learners with disabilities within our nation's classrooms present a significant challenge to the next generation of teachers and teacher educators.  Professional educators must develop their abilities to analyze school climates and develop practices that are consistent with the diversity of student populations, the goals of the school, and the context of the community (Garibaldi, 1992). Graduates of Bridgewater State College's professional education programs are empathic to the needs of all students and understand what it means to engage in culturally responsive teaching (Banks, 2001; Cochran Smith, 2004; and Delpit, 2002).  Elements of culturally responsive teaching include learning within the context of the culture of their students; having positive perspectives on all families; communicating high expectations to all children; planning and engaging in student centered instruction; reshaping the curriculum to meet the needs of all students; and mediating instruction to match cultural norms. Moreover, the professional educator understands and uses approaches for classroom guidance consistent with student needs and communicates appropriately to students with regard to culture, age, developmental level, and gender (Gay, 1994, 2000; Ladson-Billings, 1992, 1994, 2001). Through this process, Bridgewater State College graduates focus on teaching as an intellectual activity using culturally appropriate resources and materials.  They serve as facilitators and guides of instruction that is culturally responsive (Delpit, 1995, 2002). (PKSD5)

Professional educators combine their understanding of students and their community with a thorough command of their content discipline. To develop their pedagogical content knowledge, effective teachers engage and carefully assess their students when making decisions about classroom curriculum and instruction (Ladson-Billings, 1992, 1994, 2001). They are able to articulate implicit theories and beliefs about learners, curriculum, and subject matter as they design the instructional activities best suited to help a certain group of students grasp a given subject (Clark & Peterson, 1986; Darling-Hammond, 2005). Massachusetts requires that all provisionally certified teachers have a liberal arts major and that fully certified teachers earn a master’s degree in their subject. Bridgewater State College’s education program welcomes this emphasis on content mastery and teaches candidates how to integrate subject knowledge with a thorough command of pedagogy. (PKSD6)

Professional educators analyze and think critically about human development, learning, and teaching.  They possess a strong knowledge base in human motivation, multiple intelligences, and diverse modes of performance (Darling-Hammond, 1993). These pedagogical skills involve understanding and applying knowledge of the cognitive, social, and physical/motor dimensions of human growth and development (Erikson, 1950; Gardner, 1983; 1996; Gesell, 1926, Goleman; 1996 and Piaget, 1969). Professional educators design and implement developmentally appropriate learning experiences based on the learning standards of the curriculum frameworks that meet the needs of all learners (Bradekamp, 1997). These developmentally appropriate lessons stimulate student interest for active and productive involvement in the learning process and are culturally mediated (Delpit, 1995; 2002). Designed using a constructivist philosophy, these lessons foster creative and higher-level thinking based on conceptual learning (Brooks & Brooks, 1993; Fosnot, 1996). A comprehensive understanding of the aims of education and the role of schools in society is essential to the development of an effective educator who keeps abreast of and is responsive to changes in the learner, the profession, and society (Goodlad, 1990). (PKSD7)

Effective teachers also utilize research on teaching to structure a classroom climate that fosters an environment where the learning of each student is supported, where each individual is important and diversity is valued (Cochran Smith, 2005; Delpit, 1995, 2002; Ramsey, 1987; Zeichner 2000). A positive classroom climate involves the establishment of classroom routines and expectations and the delivery of developmentally appropriate lessons with clearly established outcomes (Charles, 1989; Kohn, 1996). The climate in a constructivist classroom is interactive; teachers seek students' points of view and encourage original and creative thoughts.  Students are viewed as "thinkers;" their questions are valued (Brooks & Brooks, 1993). Teachers consider the interests and prior experiences of their students in planning lessons that are developmentally appropriate and representative of life experiences.  Often themes from social studies or science drive the curriculum (Bradley Commission, 1988; Wilson & McDiamond, 1996), trade books are used to integrate reading, writing and mathematics, and technology and media literacy are incorporated throughout the curriculum (Armington, 1997; Graves, Pauls & Salinger, 1996). (PKSD8)

Effective educators recognize that some students bring few skills and little background knowledge to the classroom, and require direct teaching of skills and ongoing positive behavior support (Good & Brophy, 2003). To support the learning of all students, candidates also learn to balance their instructional methods, providing both sufficient amount of emphasis on skills development and rich learning experiences within the core curriculum (Pressley, 1998). All students learn at different rates, come to school with different sets of knowledge and skills (IDEA, 2004), and from diverse cultural backgrounds. To accommodate all learners, candidates learn to differentiate instruction, maintain high expectations, and monitor student progress through on-going assessment and data collection. They include accommodations and modifications of the curriculum as necessary, and provide intensive, systematic instruction when needed, thus ensuring all students have a high level of participation and learn according to their individual needs (Tomlinson, 2003). Some of our candidates learn to meet the special needs of  students who cannot function in an inclusive classroom. (PKSD8)

In order to design lessons that meet the standards and principles of effective practice, the professional educator understands, appreciates and uses appropriately information resources and technology in education.  Educators can use technology to become more student-centered; design more effective lessons and assessments; consult worldwide sources for information; and work cooperatively with others (Betts, 1994; Guzdial, 1998; Kozma & Shank, 1998; Means & Olson, 1994; Solomon, 1992). (PKSD9)

 Professional educators design and implement evaluative procedures to assess development, learning and teaching that reflect the learning standards (Wiggins and McTighe, 1998).  Effective assessment also provides educators with opportunities for reflection, self-assessment, and continued improvement. They use formative and summative assessment to refine their practice in order to best meet the needs of their students, using tasks that embody learning goals, designing explicit criteria to assess student work and using a variety of instruments to elicit feedback (Darling-Hammond, 2005). (PKSD10)

To prepare students to teach effectively, the faculty strives to implement effective practices in their classes.  Field experiences, where students apply pedagogical knowledge and reflect upon its application, are interwoven throughout the sequence of education courses.  In the introductory courses leading to initial certification, a 20-40 hour pre-practicum is required.  A pre-practicum accompanies the methodology or other upper-level education courses, and finally, in the senior year, students engage in the student teaching practicum and its accompanying seminar sessions.  At the graduate level, the application of effective teaching practices continues through the clinical experience and the action research project required in the Clinical Master's degree program.  The advanced programs in the specialty areas also contain appropriate pre-practicum, internship, and practicum experiences where students demonstrate their ability to put theory into practice.  (PKSD3, PKSD10)
Collaboration

Collaboration is essential to the development of quality professional preparation programs in order to improve the educational opportunities for school-age children. In fact, the ability to cooperate, on both a large and small scale, is becoming one of the core requisites of our modern society (Fullan 1993). Educators at all levels must be prepared to work in partnership with many other professionals who together know how to deal with complex aspects of the whole child (McIntyre 1994). Education faculty, Arts and Sciences faculty, PreK-12 teachers and administrators, business and industry partners, parents, and social service and government agencies must collaborate to enable professional educators to develop their knowledge base and gain experiences in real life situations (Jones & Edwards, 1996).


To be consistent with the Growth of the Professional Educator philosophy at Bridgewater State College, emerging professionals must themselves be engaged in the construction of understanding and apply the knowledge and skills essential to evaluate the needs of societal systems affecting the school population.  They participate in shaping the future of their profession.  They are aware of changes in the profession and its surrounding cultural context, and, as decision makers and problem solvers, take responsibility for reflecting upon and improving personal practice through applied research (Feiman-Nemser, 1990; Tertell, Klein & Jewett, 1998). (C2, C3, C4) 


Collaboration begins with a productive relationship between teachers and students. In a constructivist environment, students are given opportunities to take responsibility for their own learning, to be viewed as thinkers, and to make instructional decisions (Brooks & Brooks, 1993). The most effective teachers are the most humanistic in their approach to their students, treating them as partners in an ongoing learning process and managing their classrooms primarily through engaging curriculum and intrinsic motivation. In order to establish a collaborative relationship with students, candidates learn to model their own thinking and learning, to carefully assess their students’ skills and understand their backgrounds and interests, and to encourage their students to connect school to their own lives and to reflect on their own learning. (Darling-Hammond, 2005).  (C1) 

Professional educators fully understand that student learning takes place within a broader familial and community context. Educators work hand in hand with parents to teach effectively students with special needs (Turnbull and Turnbull, 1980). Culturally responsive teaching is a collaborative practice, in which educators learn from, communicate with and help educate the family and community members of their students. Such a dynamic enriches the classroom experience and strengthens the community beyond the classroom. To collaborate effectively, candidates learn to use a variety of strategies to connect with parents and to bring the resources of the community into the classroom (Darling-Hammond, 2005). (C3)

In order to build successful learning communities in their classrooms, education candidates need to collaborate effectively with their colleagues. Professional educators use their own colleagues as a resource in understanding their students and their community. Given the complexity and immediacy of teaching, colleagues are also crucial in developing and refining their own practice (Darling-Hammond 2005, p. 374). The educator program at Bridgewater State College requires candidates to observe practicing teachers in different settings before their own practicum experiences and builds in the habits of collaboration with their peers throughout the program. (C2)

Collaboration among the School of Education and Allied Studies faculty and the School of Arts and Sciences faculty is especially critical to the success of the professional education programs at Bridgewater State College. The core of an excellent teacher preparation program includes a strong component of arts and sciences courses (Goodlad, 1990; National Commission on Teaching and America’s Future, 1996). The faculty members in the School of Arts and Sciences play an important role in the growth of the professional educator by ensuring breadth in general education, depth of knowledge in a selected field of study, and an ability to speak, write and think critically and effectively.


Faculty members from the Schools of Arts and Sciences and Education and Allied Studies act as a catalyst for change and connect with the community to provide expertise in a variety of disciplines. In the Commonwealth of Massachusetts, education faculty members have traditionally provided inservice courses for area teachers.  Bridgewater State College schedules events such as seminars, mini-courses, large-scale conferences, online conferences, and teleconferences facilitated by experts in a variety of disciplines to ensure that teachers remain current in both subject matter and pedagogy. The Moakley Center offers a wide variety of technical courses and supports teachers in their use of technology.  Thus, Bridgewater State College connects with the community and schools by offering expertise in a variety of disciplines.


Collaboration between Bridgewater State College faculty and PreK-12 schools in the region is essential to the development of professional educators. School and college faculty conduct action research and demonstrate effective practices and policies, which the profession needs to improve learning for young students and prospective educators (Lanier, 1994). Frequent engagement with students in PreK-12 classrooms and numerous opportunities for interaction among college students, college faculty and classroom practitioners provide the emerging professionals with an understanding of what it means to be an effective educator.


PreK-12 schools and higher education institutions have established partnerships where all professionals work together and grow together around a shared set of assumptions.  One of these initiatives is the “Day of Dialogue,” which provides mentoring to cooperating practitioners. Within these collaborative efforts, all partners undergo change as teachers develop their knowledge and skills to improve schools. When teacher preparation and PreK-12 school partners work together, simultaneous renewal will occur (Goodlad, 1990).



Bridgewater State College fosters partnerships with school districts, colleges, and business and social agencies.  A variety of partnerships have developed to include the Randolph Induction Program and the Plymouth Clinical Supervision Institute.   Some partnerships consist of school districts linked with the college, such as the Curriculum Leadership Consortium (CLC) and The Media Literacy Task Force.  Other partnerships link business and industry or a government or service agency with higher education and PreK-12 schools.  These partnerships provide extensive professional development opportunities, foster collegial relationships and improve the ways teachers are prepared and children are assisted in their learning. Fullan (1994, p. 16) notes that "the professional teacher, to be effective, must become a career-long learner of more sophisticated pedagogies and technologies and be able to form and reform productive collaborations with colleagues, parents, community agencies, businesses, and others. The teacher of the future, in other words, must be equally at home in the classroom and in working with others to bring about continuous improvements."
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