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Introduction
The faculty, students, and community partners of the Ruth S. Ammon School of
Education (RSA SOE) at Adelphi University have engaged in an ongoing discussion
over the past decade regarding our values, philosophy, mission, curricula, goals, and
outcomes. This discussion has guided our work in curriculum development,
community partnerships, and the implementation of a unit-wide assessment system.
We began the process of articulating a conceptual framework with discussion of the
following fundamental questions:
1. What are our values? What do we cherish most in life and thereby in
education?
2. What skills, understandings, knowledge, and dispositions should our
students and graduates possess?
These questions are based upon the belief that values form the foundation of any
philosophy of education. Our values determine our educational goals, and these
values in turn should be embodied in the students we graduate. As such, everything
from our admissions process to our assessment system reflects our shared values in
thoughtful and substantive ways.
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Mission and Vision
During the course of the 2010-2011 academic year, our faculty and community
partners revisited the discussion of our Conceptual Framework as we sought to
clarify our mission through the articulation of a revised Ruth S. Ammon School of
Education Mission Statement. Our Mission Statement, adopted by the faculty on
December 6, 2010, represents our vision for enacting the shared values of our
learning community:

As a scholarly community, we are committed to providing educational opportunities
for professional growth at the Bachelor’s, Master’s and doctoral levels by creating
authentic academic and field experiences, cultivating respect for the diverse
populations we serve, embracing ethical practices, and preparing our students to
become reflective change agents through research, collaboration, and leadership.

Our vision of what we aim to achieve over the next three to five years:
To continue providing the highest quality of academic and clinical education
as recognized by our national, regional, and state accrediting bodies.
To increase quality experiences both within the classroom and in the field.
To lead with integrity, and with respect for diverse individuals and special
populations.
To increase collaboration among the faculty and with community partners.
To support our students in recognizing and attending to societal needs
through the development of leadership, technological and communication
skills.
To continue the development of disciplinary and interdisciplinary advanced
certification and doctoral degree programs.
To conduct research and support professional development in order to
enhance student learning.
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Core Values
In carrying out our mission, we honor our Core Values:
Scholarship
Reflective Practice
Social Justice
Inclusive Community
Wellness
Creativity and the Arts
Each Core Value is supported by a knowledge base and reflected in the related
student proficiencies.
Our Core Values are further articulated in the purpose and goals of our Conceptual
Framework as described in the following pages.
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Scholarship
Scholarship
We believe educators must be scholars who value and engage in lifelong
learning.
Knowledge Base: Scholarship
The Ruth S. Ammon School of Education values scholarship, broadly defined as a
commitment to critical inquiry, the advancement of disciplinary and professional
knowledge, and the cultivation of various dispositions related to the pursuit of
knowledge, such as curiosity, intellectual honesty, and openness. Effective educators
model engaged learning and develop identities as professionals committed to
intellectual rigor and epistemological curiosity (Apple, Au & Gandin, 2009; Friere,
1998). A strong liberal education is necessary for educators and school leaders to
facilitate learning in the disciplines and to engage students in methods of inquiry
unique to each field. Teaching and learning are enhanced when educators are aware
of connections within a single discipline as well as connections between various
disciplines (Danielson, 1996; Gardner 2000). A solid foundation of disciplinary and
professional knowledge prepares educators and administrators to assume
leadership in the decision-making processes affecting their work and to resist
reform movements or institutional forces that would minimize the role of teachers
(Apple 1988, 2006; Denzin & Giardina, 2009; Giroux, 1988; Wallowitz, 2008).
As meaning is always mediated through some form of representation (Derrida,
1980; Langer, 1978), expression is integral to learning as well as to communication
in all disciplines (Hillocks, 1995; Kutz et al, 1993). Education, then, should enable
the learner to access the meanings that have been created through various forms of
representation as well as to create meanings through varied discourse modes
(Aronowitz, 2008; Eisner, 1994). Based on these understandings, the faculty of the
Ruth S. Ammon School of Education encourages expression – written, spoken, and
visual – across a range of media, genres, and styles. The art of teaching is enhanced
by vivid and expressive communication, and the professional requirements of
teaching demand advanced writing skills (Danielson, 1996).
Current technologies may stimulate multiple forms of expression, facilitate efficient
methods of inquiry, and enhance collaboration among communities of learners. We
encourage the use of technology to enhance professional practice and improve
efficiency. We do not, however, value technology for technology's sake. In this light,
we encourage a critical stance toward any computer application, computer-based
learning environment, or digital information source suggested for classroom use.
We model this stance by having students and instructors actively engage any
technology in relation to specific learning objectives (Haas, 1996; Schofield, 1995;
Hawisher, G. & Selfe, C. 1999). We also believe that a critical understanding of media
production and consumption in relation to youth and youth cultures is essential for
teachers working within today's media-saturated environments (Giroux, 2005;
Keller, 2000; Kinder, 1999).
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Candidate Proficiencies in Scholarship
Students and graduates will:
Be capable of various methods of scholarly inquiry.
Cultivate liberal knowledge in the sciences, arts, and humanities.
Refine their abilities to express themselves across a range of discourse
modes and styles encompassing the written, oral, and visual.
Make efficient and creative use of technology to enhance inquiry and
expression.
Develop critical knowledge of media in relation to culture and identity
construction.
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Reflective Practice
Reflective Practice
We understand the learning process as a fluid, complex, and dialogical
process. Our educational philosophy then, stresses the value of learning
through meaningful activity and reflection within a community of
scholars/educators.
Knowledge Bases: Reflective Practice
Reflective practice is encouraged throughout our program. Students reflect on
theory and practice in relation to their own experiences though activities such as
autobiographies of schooling, reflective journals, online discussion groups,
professional development portfolios, and video analysis (Hartford & MacRuairc,
2008). We emphasize active learning. So for example, rather than simply discussing
ways to integrate art into the curriculum, we provide opportunities for our students
to develop skills as writers and artists (Hillocks, 1995). Rather than "celebrating
diversity," we facilitate opportunities for our students to engage in diversity through
meaningful fieldwork or community service in diverse local settings.
Our focus on reflective practice is directly related to our advocacy for the
maintenance of teaching as a profession. If educators are to make sound decisions
they must keep current in professional and disciplinary knowledge. Effective
educators and school leaders seek knowledge of their students as individual
persons, including knowledge of their various disabilities and diverse learning
styles. They cultivate knowledge of pedagogical method, curriculum development
and planning strategies, multiple ways of assessing student learning and growth,
technology use in the classroom, and an understanding of and adaptation to cultural
diversity and individual disability (Danielson, 1996; Darling-Hammond, 1996;
Richardson, V., 1996; Shulman, L. S., 1987). Professional educators constantly seek
new knowledge relevant to their practice and disciplines
Knowledge alone, however, does not assure insight. Effective professionals cultivate
insight and refine practice through reflection-in-action (Danielson, 1996; Schon,
1987). Professional practice seldom escapes situations of uncertainty, instability,
and uniqueness, as all social dynamics are often complicated by competing values
and conflict. Effective educators closely observe the ways in which such complexity
plays out, all the while examining unquestioned assumptions and refining
theoretical constructs. Teaching from this stance requires thoughtful analysis along
with deep understanding of divergent fields, including the discipline being taught
and psychological or developmental issues of the individual student, as well as
social contexts (Schon, 1987; Shulman, 1987). Pinar and Grumet (1976) assert that
teaching requires a synthesis of philosophy, psychology, and the imagination.
Educators who cultivate the imagination and seek self-knowledge are the most
likely to engage complexity and form nuanced perspectives on individual learning
and interpersonal dynamics.
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We believe the best educators and school leaders act as models of self-reflection and
praxis (Freire, 1970; Greene, 1978; Palmer, 1998; Sloan, 1983). Reflective educators
are attuned to their students' emotional and intellectual needs, as well as their own
(Noddings, 1984; Palmer, 1998; Silin, 1995). Mutual respect and trust among
educational professionals and students, families, and their communities, is more
likely in a classroom where the teacher is in touch with her own self, for ‘she teaches
who she is’ (Palmer, 1998).
Candidate Proficiencies in Reflective Practice
Students and graduates will:
Cultivate dispositions leading to self-awareness, empathy, critical
consciousness, and the capacity for reflection.
Demonstrate appropriate levels of background knowledge – disciplinary,
pedagogical, and professional – requisite of effective teaching.
Demonstrate reflective practice in action through thoughtful planning,
instruction, and assessment of students.
Practice various methods of self-reflection to gain insight into themselves
and their impact on student learning and well-being.
Participate in their schools and professional organizations.
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Social Justice
Social Justice
We recognize learning as a socio-cultural dynamic and therefore seek to frame
our learning and service within the cultural, historical, and material contexts
of the diverse populations we serve. Educators must be aware of the ways
schools may reproduce hierarchies based on race, class, gender, and sexuality.
Awareness should lead to action as educators embrace their roles as student
advocates and active community members.
Knowledge Bases: Social Justice
We contend that education is a social act, always enmeshed within the ethical and
the political. Our society is constitutionally a liberal democracy, and we possess a
general cultural self-identity that posits our society as a beacon of democracy (Dahl,
2000; Fukuyma, 1992; Gutmann, 1999). It is also commonly understood that there
exists an intimate relationship between education and society, between how the
next generation is educated and the future of society, as well as how social forces
shape the limits and possibilities of that education (Gutmann, 1999; Ladson-Billings
& Tate, 2006; Nussbaum, 1996). Embracing this tradition, we seek to cultivate
educators who are aware of their responsibility for the promotion of a democratic
and just society (Banks, 2006; Dewey, 1916, 1927; Freire, 2001; Greene, 1978;
Gutmann, 1999;). Given the phenomena of globalization and cultural diversity, our
conception of justice must move beyond the local or national (Fischer, 2000; Zajda,
2010). In today's world educators also need a deep and broad understanding of
other cultures and the nature of the emerging transnational, global society, as well
as their relationship to the natural environment (Boulding, 1988; Glover, 2000;
Madison, 2005; Nussbaum, 1997; Reardon, 1988).
Educators cannot attempt to understand their profession outside of historical,
political, and economic contexts. Professional judgment must be informed by a
critical understanding of the school and society relationship (Sasaki, 2002; Tozer,
1993), including the ways in which hierarchies of race, class, gender, and sexuality
may be reproduced in schools (Delpit, 1996; Fine et al., 1997; Nussbaum, 1999;
Watney, 1991).
The educator is a living representation of humanity and the world (Buber, 1965).
Socially responsible individuals care for and about others, use ethical standards to
make judgments, are open to viewpoints of others, are altruistic, politically
conscious, informed and involved, act with integrity, and are concerned for the
community as a whole (Berman, 1997; Hooks, 1994, 2010). We encourage educators
and school leaders to foster such ideals through nurturing school communities that
welcome and serve the needs of non-native English speakers, schools that are
inclusive of special needs students, schools that honor cultural and religious
diversity, and curricula that promote anti-racist and anti-homophobic pedagogies
(Zembylas, 2007). We offer many opportunities for prospective educators to engage
in discussions on the realities facing young people. For example, physical and health
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educators examine social issues such as gender equity in athletics, bullying, and
youth violence. Literacy specialists and bilingual educators engage in discussions
about the power language commands to marginalize individuals and groups. Speech
therapists demonstrate the value of service learning and community work by
offering services in areas of need.
The Ruth S. Ammon School of Education embraces its role as an institution that can
and should advocate for more democratic, more equitable, and more civically
engaged schools and communities within a global context (Peters & Britton, 2007;
Rizvi & Lingard, 2010).
Candidate Proficiencies in Social Justice
Students and graduates will
Cultivate dispositions that demonstrate advocacy for all of their students and
the communities in which they work.
Demonstrate knowledge of the historical, social, political, and economic
contexts of schooling, including issues of sexism, racism, homophobia and
economic inequities.
Synthesize their understandings and dispositions by planning culturally
relevant curricula or service learning projects.
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Inclusive Community
Inclusive Community
Our conception of learning as a socio-cultural dynamic leads us to a
philosophy that embraces community and collaboration. Democratic,
collaborative learning communities that welcome diversity and honor the
voices of all hold the greatest promise for individual as well as collective
efficacy.
Knowledge Bases: Inclusive Community
Education is a communal act. Teaching and learning are essentially dialogical, and as
such, contingent upon the quality of human connectedness (Bakhtin, 1981; Dewey,
1948). Building on these understandings, we seek to create learning communities
that facilitate collaboration and welcome diversity.
The heterogeneous nature of our classrooms today reflects diversity in race, culture,
language, and social class (Delpit, Kilgour & Dowdy, 2002). Our ability to perceive
these differences and to use them in constructive ways is often quite limited. Novel
strategies should be developed to address these needs through curriculum and
instruction. According to Banks (2007), democratic, collaborative learning
communities that welcome diversity and honor the voices of all hold the most
promise for both individual and organizational progress. The Ruth S. Ammon School
of Education is engaged in the art of building an inclusive community by nurturing
in students respect for both their cultural identities and the identities of others.
Simultaneously they are capable of collaborating with others in the democratic
pursuit of social justice. Furthermore, students should see themselves as members
of a global community with shared economic, scientific, and environmental interests
(Darling Hammond, 2005; Nieto & Bode, 2008), as classrooms of today are enriched
by the array of multilingual and multicultural intelligence that the global society
provides.
The Ruth S. Ammon School of Education encourages curriculum that actively
pursues the development of a cognizant, technologically rich, multilingual, and
multicultural student body.
Effective educators understand that teaching is a community effort. All involved
with a student's development – teacher, principal, psychologist, health educator,
speech and literacy specialist – must demonstrate a willingness to collaborate and
practice respectful interpersonal communication and group problem-solving.
Parents, community members, and community organizations should also be invited
to join the project of educating and mentoring our youth (Danielson, 1996).
Educator unions and professional organizations have historically been among the
most effective institutions in organizing educational professionals for the advocacy
of students and communities, so we encourage active participation by our students
and graduates in their professional organizations and unions (Linne, et al., 2009).
Ruth S. Ammon School of Education students often present at professional
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conferences and participate in service and activism in the field of education.
As we model collaboration with our own community partners, we seek to foster
mutual respect and ongoing dialogue. We demonstrate our respect by developing
programs that are responsive to the needs of the communities we serve. The Ruth S.
Ammon School of Education rejects the notion of generic teacher preparation;
instead, we pursue partnership models in which we co-construct contextually
sensitive programs and curricula (O'Loughlin, 2001). Extensive scholarship
demonstrates the efficacy of "culturally relevant pedagogies" that value difference,
build on strengths of local communities, and make schools more responsive to all
students and their home cultures (Ladson-Billings, 1997, Taylor, 1994). Without a
strong foundation of critical multicultural theory integrated with constructive field
experiences, efforts to prepare educators for diverse school settings by placing new
teachers in "high needs areas" can prove counterproductive (O'Loughlin, 2001).
To model the skills and dispositions such collaborations require, the Ruth S. Ammon
School of Education focuses on community building as one of our most important
goals. We engage the community and community organizations through
collaborations such as school-based literacy and speech clinics for youth and
professional development programs for teachers. We involve the College of Arts and
Sciences in meaningful ways in our curricula and programs, and we collaborate with
other university colleagues such as technology specialists and educational librarians
to enhance our teaching and learning. In our classrooms, we model collaborative
environments such as online discussion forums, interdisciplinary curriculum
development teams, and clinical case study conferences (Applebee, 1996; Golub,
2000; Barnes & Todd, 1995; Hillocks & Shulman, 1999).
Candidate Proficiencies in Inclusive Community
Students and candidates will:
Be committed to and capable of facilitating learning environments that are
dialogical and collaborative in nature.
Partner with students' families and communities, as well as all school faculty
and staff, in their students' learning and development.
Nurture learning communities that demonstrate respect and honor for all
cultures.
Make appropriate provisions for students with particular learning needs,
differences or varying abilities.
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Wellness
Wellness
Our conception of learning is holistic. That is, we believe values and personal
growth in the physical, mental, social, emotional, and spiritual domains
should be nurtured.
Knowledge Bases: Wellness
The Ruth S. Ammon School of Education accepts a definition of wellness that
integrates the physical, mental, social, emotional and spiritual components of health
into a meaningful whole (Greenberg, 1985). This is an inclusive approach that
transcends the traditional idea that health is just an absence of illness (Marx,
Wooley, & Northrop, 1998). We endorse the promotion of holistic well-being as a
core educational goal for our students and graduates. Our curriculum includes space
for students to reflect on all aspects of their lives as educators and lifelong learners
and to seek sources of personal and professional renewal.
Educators who value wellness are aware of the complex interplay of the different
dimensions of health in education. Growing numbers of children come to school
with health-related problems and engage in negative health behaviors that sap their
motivation to learn, endanger their mental and physical development, and threaten
their future (Centers for Disease Control and Prevention, 2010; Council of Chief
State School Officers, 1998). For example, food insufficiency is related to children’s
academic and social development (Alaimo, Olson, & Frongillo, 2001) and poor
nutrition decreases cognitive functioning and performance in the areas of language,
concentration, and attention (Wehler, Scott & Anderson, 1996). However, schools
that counter health-related problems have yielded positive outcomes. For example,
participation in school breakfast programs are associated with increased
achievement and attendance at school (National Governors Association, 2000).
Schools that offer intensive physical activity programs see positive effects on
academic achievement including increased concentration, improved mathematics,
reading and writing scores, and reduced disruptive behaviors (Shepard, 1997; Sallis
et al, 1999). Increased connection with the school is consistently related to
reductions in students' behaviors that jeopardize academic success – alcohol use,
drug use, violence, and delinquency (National Institute on Drug Abuse, 2003;
Resnick, et al., 1997; Battistich & Horn, 1997). School connectedness depends on
caring and respectful teachers. The more students feel loved, the healthier they are
(Rootman & Warren, 1989). These examples clearly illustrate that there is a strong
link between students' health and wellness, and their ability to learn (WHO, 2006;
WHO, 1996).
Educators can promote wellness in schools and other educational and therapeutic
settings by striving to become advocates of holistic well-being who educate others
about the integration of the physical, mental, social, emotional and spiritual
components of health. Educators in all disciplinary areas should integrate a holistic
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approach to teaching and learning. For example, Social Studies curricula that
integrate service, activism, and community building help students feel more
connected and purposeful. Teachers in all disciplinary areas can help students find
personal connections to the disciplines that help them understand how their work
in their respective fields can either promote or denigrate quality of life. School
leaders and faculties can promote healthy school environments where conflict
resolution and peer mentoring groups are fully integrated and behaviors such as
bullying and sexual harassment are not tolerated.
Candidate Proficiencies in Wellness
Students and graduates will:
Understand and be committed to the ideals of a holistic view of learning and
development.
Facilitate classroom environments that demonstrate the promotion of health
and emotional well-being.
Facilitate learning environments that model safe and healthy group
interactions where conflicts are handled peacefully and care is demonstrated
for and by all.
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Creativity and the Arts
Creativity and the Arts
In line with our emphasis on holistic education is our belief in the value of
creative expression and artistic exploration for personal and professional
growth. Creativity and vision are inherent in our conception of the good
teacher. The creative process allows us to reflect on our world as well as
envision ways of making it more humane, just, and beautiful.
Knowledge Bases: Creativity and the Arts
In line with our advocacy for a holistic education is our belief in the value of creative
expression and artistic exploration to personal and professional growth (Dewey,
1938; Gardner, 1993; Simmons, 2006). Creativity and vision are inherent in our
conception of comprehensive education.
Committed to a philosophy that values experimentation and free expression,
Adelphi faculty resist educational reform movements that marginalize the role of
the arts in education. We reject the notion that artistic explorations represent little
more than "soft, semi-recreational, quasi-therapeutic respites in the school day"
rather than "multiple forms of perceiving, feeling, and knowing" (Dunn, 1995).
Theories of multiple intelligences suggest that individuals learn via a range of
sensory experiences (Gardner, 1993; Gardner, 2007), and cognitive theorists assert
that because meaning is constructed via many representational forms, learning is
enhanced when multiple modes of representation are actively explored (Eisner,
1994; Eisner, 2001).
Empirical research validates theoretical models that place artistic knowing at the
center of cognition rather than at the periphery. Young people actively engaged in
artistic exploration tend to achieve at higher levels in academic subjects. They are
more capable of unifying divergent thoughts and ideas within representational
forms, and more likely to exercise their imaginations and experiment with ideas as
they learn. They are able to envision greater sets of possibilities when forming
theories or solving problems (Burton et al., 1999; Robinson, 2006; Winner &
Hetland, 2008). For example, student proficiency in mathematics can be correlated
to involvement in instrumental music, and sustained involvement in theater arts
associates with gains in reading proficiency, self-concept, and motivation, and with
higher levels of empathy and tolerance for others (Catterall et al., 1999).
Aesthetic experience offers value beyond the enhancement of cognitive
development, for the point of cognition is not simply to gain understandings of
abstract principles. It is to gain the ability to "interpret from as many vantage points
as possible lived experience, the ways of being in the world" (Greene, 1978).
Enjoying and creating works of art help us make sense of our own situations and
predicaments and allow us to envision alternative ways of being in the world
(Langer, 1995, Nussbaum, 2006). Perhaps the most essential function of art and
literature is to open us to dilemmas, to the hypothetical, to the fullest range of
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possible worlds (Butler-Kisber, 2010; Bruner, 1986; Denzin & Lincoln, 2003). For
we must first be able to imagine better worlds before we can create them.
The arts and creative explorations are integrated through many facets of our
curricula. For example, early childhood educators explore the role of play for early
development across a range of skills (Pitri, 2001). English teachers experience the
importance of narrative to identity construction as they read and write stories
exploring aspects of their own subjectivities as well as of others. Social Studies
teachers make use of films, novels, and dramatic simulations to bring history to life.
Health educators may critique media images of gendered bodies and the ways that
art and fashion convey social messages. Mathematics educators make use of
architectural drawings in the study of geometry. Speech and hearing specialists
incorporate rhythm and poetry into their work with students.
Candidate Proficiencies in Creativity and the Arts
Students and graduates will:
Be committed to and capable of engaging students via a range of sensory
stimuli and artistic modes of expression.
Provide opportunities for students to actively explore disciplinary
knowledge through creative exploration and the arts.
Encourage young people to explore issues of culture and identity through the
arts.

19

References
Alaimo, K., Olson, C. M., & Frongillo, E. A. (2001). Food Insufficiency and American
School-aged Children’s Cognitive, Academic, and Psycholsocial Development.
Pediatrics, 108, 44-53.
Apple, M. (1988). Teachers and Texts: A Political Economy of Class and Gender
Relations in Education. New York: Routledge.
Apple, M. (2006). Educating the "Right" Way: Markets, Standards, God and Inequality,
2nd edition. New York: Routledge.
Apple, M., Au, W. & Gandin, L. (2009). The Routledge International Handbook of
Critical Education. New York: Taylor & Francis.
Applebee, A. (1996). Curriculum as Conversation: Transforming Traditions of
Teaching and Learning. Chicago: University of Chicago Press.
Aronowitz, S. (2008). Against Schooling: For an Education That Matters. Boulder:
Paradigm Press.
Bahktin, M. (1981). The Dialogic Imagination. (C. Emerson & M. Holquist, Trans.)
Austin: University of Texas Press.
Banks, J.A., (2006). Cultural Diversity and Education: Foundations, Curriculum and
Teaching. Boston: Allyn and Bacon.
Banks, J. (2007) An Introduction to Multicultural Education. Boston: Allyn and Bacon.
Barnes, D. & Todd, F. (1995). Communication and Learning Revisited: Making
Meaning Through Talk. Portsmouth, NH: Boynton Cook.
Battistich, V. & Horn, A. (1997). The Relationship Between Students' Sense of Their
School as a Community and their Involvement in Problem Behaviors.
American Journal of Public Health, 87, 1997-2001.
Berman, S. (1997). Children's Social Consciousness and the Development of Social
Responsibility. Albany: SUNY Press.
Boulding, E. (1988). Building a Global Civic Culture: Education for an Interdependent
World. New York: Teachers College Press.
Bruner, J. (1986). Actual Minds, Possible Worlds. Cambridge, MA: Harvard University
Press.
Buber, M. (1965). Between Man and Man. New York: Collier.

20

Burton, J., Horowitz, R. & Abeles, H. (1999). Learning In and Through the Arts:
Curriculum Implications. In Champions of Change: The Impact of the Arts on
Learning. The President's Committee on the Arts and the Humanities.
Butler-Kisber, L. (2010). Qualitative Inquiry: Thematic, Narrative, and Arts-informed
Perspectives. London, England: Sage.
Catterall, J. et al. (1999). Involvement in the Arts and Human Development: General
Involvement and Intensive Involvement in Music and Theater Arts. In
Champions of Change: The Impact of the Arts on Learning. The President's
Committee on the Arts and the Humanities.
Council of Chief State School Officers. (1998). Incorporating Health-Related
Indicators in Education Accountability Systems. Washington D.C.
Dahl, R. (2000). On Democracy. New Haven: Yale University Press.
Danielson, C. (1996). Enhancing Professional Practice: A Framework for Teaching.
Alexandria, VA; Association for Supervision and Curriculum Development.
Darling-Hammond (1996). Studies of Excellence in Teacher Education. Washington
DC: AACTE
Delpit, L. (1996). Other people’s children: Cultural conflict in the classroom. New
York: New Press.
Delpit, L. & Kilgour Dowdy, J (2002). Skin That We Speak: Thoughts on Culture and
Language in the Classroom. New York: The New Press.
Denzin, N.K & Giardina, M.D. (Eds.) (2009). Qualitative Inquiry and Social Justice.
Walnut Creek: Left Coast Press, Inc.
Denzin, N.K. & Lincoln, Y.S. (Ed.) (2003). The Landscape of Qualitative Research.
Thousand Oaks, CA: Sage Publishing.
Derrida, J. (1980). Writing and Difference. (A. Bass, Trans.) Chicago: University of
Chicago Press.
Dewey, J. (1916). Democracy and Education. New York: Free Press.
Dewey, J. (1927). The Public and Its Problems. Chicago: Swallow Press.
Dewey, J. (1938). Experience and Education. New York: Free Press.

21
Dewey, J. (1948). Reconstruction In Philosophy. Boston: Beacon Press..
Dunn, P.C. (1995). Integrating the Arts: Renaissance and Reformation in Arts
Education. Arts Education Policy Review, 16, 32-37.
Eisner, E. (1994). Cognition and Curriculum Reconsidered. New York: Teachers
College Press.
Eisner, E. (2001). Should we create new aims for art education? Art Education. 54(5).
6-10.
Fine, M. Powell, L., Weiss, L. & Wong, M. (1997) Off-White: Readings on Society, Race
and Culture. New York, NY: Routledge.
Fischer, F. (2000). Citizens, Experts, and the Environment: The Politics of Local
Knowledge. Durham, NC: Duke University Press.
Freire, P. (1970) (2001) . Pedagogy of the Oppressed. New York: The Seabury Press.
Freire, P. (1998). Teachers as Cultural Workers. Boulder, CO: Westview Press.
Fukuyma, F. (1992). The End of History and the Last Man. New York: Free Press.
Gardner, H. (1983). Frames of Mind: Theories of Multiple Intelligence. New York:
Basic Books.
Gardner, H. (1985). The Mind's New Science: A History of the Cognitive Revolution
New York: Basic Books.
Gardner, H. (1993). Creating Minds: An Anatomy of Creativity Seen Through the Lives
of Freud, Einstein, Picasso, Stravinsky, Eliot, Graham, and Gandhi. New York:
Basic Books.
Gardner, H. (2000). The Disciplined Mind. New York: Penguin.
Gardner, H. (2007) Five minds for the future. Boston: Harvard Business Press
Giroux, H. (1988). Teachers as Intellectuals: Toward a Critical Pedagogy of Learning.
Granby, MA: Bergin & Garvey Press.
Giroux, H. (2005). Schooling and the Struggle for Public Life; Democracy’s Promise
and Education’s Challenge, 2nd edition. London: Paradigm Publishers.
Glover, J. (2000). Humanity: A Moral History of the Twentieth Century. New Haven:

22
Yale University Press.
Golub, J. (2000). Making Learning Happen: Strategies for the Interactive Classroom.
Portsmouth, NH: Boyton Cook.
Greenberg, J. (1985). Health and Wellness: A Conceptual Differentiation. Journal of
School Health, 55(10), 403-406.
Greene, M. (1978). Landscapes of Learning. New York: Teachers College Press.
Gutmann, A. (1999). Democratic Education. Princeton: Princeton University Press.
Haas, C. (1996). Writing Technology: Studies on the Materiality of Literacy. Mahwah,
NJ: Lawrence Erlbaum.
Hartford, J, & MacRuairc, G. (2008). Engaging student teachers in meaningful
reflective practice. Teaching and Teacher Education, 24, 1884-1892.
Hawisher, G. & Selfe, C. (1999). Passions, Pedagogies, and 21st Century Technologies.
Urbana, IL: NCTE.
Hillocks, J. & Shulman, L. (1999). Ways of Thinking, Ways of Teaching. New York:
Teachers College Press.
Hillocks, G. (1995). Teaching Writing as Reflective Practice. New York: Teachers
College Press.
Hooks, B. (1994). Teaching to Transgress: Education as the Practice of Freedom.
London: Routledge.
Hooks, B. (2010). Teaching Critical Thinking: Practical Wisdom. New York:
Routledge.
Kellner, D. (1995). Media Culture: Cultural Studies, Identity and Politics Between the
Modern and the Postmodern. New York: Routledge.
Keller, D. (2000). Internet Subcultures and Political Activism.
http:www.gseis.ucla.edu/courses/ed253a/oppositionalinternet.htm
Kinder, M. (1999). Kids Media Culture. Durham, NC: Duke University Press.
Kutz, E. (et. al.) (1993). The Discovery of Competence: Teaching and Learning with
Diverse Student Writers. Portsmouth, NH: Boynton/Cook.
Ladson-Billings, G. (1997). Dreamkeepers: Successful Teachers of African American

23
Children. Thousand Oaks, CA; Jossey-Bass.
Ladson-Billings, G. & Tate, W.F. (Eds.) (2006). Education Research in the Public
Interest: Social Justice, Action, and Policy. New York: Teachers’ College Press.
Langer, J. (1995). Envisioning Literature: Literary Understanding and Literature
Instruction. New York: Teachers College Press.
Langer, S. (1978). Philosophy in a New Key. Cambridge, MA: Harvard University
Press.
Linne, R., Benin, L. & A. Sosin. (2009). Organizing the Curriculum: Perspectives on
Teaching the US Labor Movement. Rotterdam: Sense Publishers.
Madison, D. S. (2005). Critical Ethnography: Method, Ethics and Performance.
Thousands Oaks, CA: Sage Publishing.
Marx, E., Wooley, S. & Northrup, D. (1998). Health is Academic: A Guide to
Coordinated School Health Programs. New York: Teachers College Press.
National Governors Association. (2000). Improving Academic Performance by
Meeting Student Health Needs. Washington, DC.
National Institute on Drug Abuse, Preventing Drug Use Among Children and
Adolescents: A Research-based Guide for Parents, Educators, and
Community Leaders. (2003). Second Edition. Bethesda, Maryland. NIH
Publication No. 04-4212(B).
Nieto, S. & Bode, P. (2008). Affirming Diversity: The Sociopolitical Context of
Multicultural Education. Boston, MA: Allyn and Bacon.
Noddings, N. (1984). Caring: A Feminine Approach to Ethics and Moral Education.
Berkeley: University of California Press.
Nussbaum, M. (1996). For Love of Country: Debating the Limits of Patriotism. Boston:
Beacon Press.
Nussbaum, M. (1997). Cultivating Humanity: A Classical Defense of Reform in Liberal
Education. Cambridge: Harvard University Press.
Nussbaum, M. (1999). Sex and social justice. Oxford: Oxford University Press.
Nussbaum, M. (2006) Education and democratic citizenship: Capabilities and quality
education. Journal of Human Development, 7(3), 385-395.
O'Loughlin, M. (2001). Seven Principals Underlying Socially Just and Ethnically

24
Inclusive Teacher Preparation. In S. King and L. Castenell (Eds.), Racism and
Racial Inequality: Implications for Teacher Education. AACTE.
Palmer, P. J. (1998). The Courage to Teach: Exploring the Inner Landscape of a
Teacher's Life. San Francisco: Jossey-Bass.
Peters, M. & Britton, A. (2007). Global Citizenship Education: Philosophy, Theory and
Pedagogy . Sense Publishers.
Pinar, W. & Grumet, M. (1976). Toward a Poor Curriculum. Dubuque, IA:
Kendall/Hunt.
Pitri, (2001) The Role of artistic play in problem solving. Art Education. 54(3) 4650.
Reardon, B. A. (1988). Comprehensive Peace Education: Educating for Global
Responsibility. New York: Teachers College Press.
Resnick, M. et al. (1997). Protecting Adolescents from Harm: Findings from the
National Longitudinal Study on Adolescent Health. JAMA, 278 (10), 823-832.
Richardson, V. (1996) From Behaviorism to Constructivism in Teacher Education.
Teacher Education and Special Education; 19 (3) 263-71.
Rizvi, F. & Lingard, B. (2010), Globalizing Education Policy. New York: Routledge.
Robinson, K. 2006. “Ken Robinson Says Schools Kill Creativity.” Lecture given at the
2007 TED Conference in Monterey, CA. Available online at
<www.ted.com/talks/ken_robinson_says_schools_kill_creativity.html>.
Rootman, I & Warren R. (1989) Heart Health of Adolescents and Youth. Presentation
at Joint ASHA & CASH meeting. Toronto, Canada.
Sasaki, B. (2002). Toward a Pedagogy of Coalition. In A. MacDonald and S. SanchezCasal (Eds.) Twenty-first Century Feminist Classroom Pedagogies of Identity
and Difference. New York: Palgrave Macmillan.
Sallis, J. et al. (1999). “Effects of Health-related Physical Education on Academic
Achievement: Project SPARK.” Research Quarterly for Exercise and Sport,
70(2), 127-134.
Schofield, J. (1995). Computers and Classroom Culture. Cambridge: Cambridge
University Press.
Schön, D. (1987). Educating The Reflective Practitioner. San Francisco: Jossey-Bass.

25

Shepard R. (1997). Curricular Physical Activity and Academic Performance. Pediatric
Exercise Science, 9 113-126.
Shulman, L. S. (1987) Knowledge and Teaching: Foundations of the New Reform.
Harvard Educational Review Review, 57, 1-22.
Silin, J. (1995). Sex, Death, and the Education of Children: Our Passion for Ignorance in
the Age of Aids. New York: Teacher's College Press.
Simmons (2006). Living the questions: Existential intelligence in the context of holistic
education. Visual Arts Research. 32 (1) 41-52.
Sloan, D. (1983). Insight-Imagination: The Emancipation of Thought and the Modern
World. Westport, CT: Greenwood Publishing.
Taylor, C. (1994). Multiculturalism. Princeton: Princeton University Press.
Tozer, S., et al., (1993). School and Society: Educational Practice as Social Expression.
New York: MacGraw Hill.
United States: Centers for Disease Control and Prevention. Youth Risk Behavior
Surveillance United States. Surveillance Summaries, MMWR 2010;59 (No. SS5):1-142. (2009)
Vygotsky, L. (1978). Mind in Society: The Development of Higher Psychological
Processes. Cambridge: Harvard UP.
Wallowitz, L. (2008). Critical Literacy As Resistance. Peter Lang: New York.
Watney, S. (1991). Schools out. In D. Fuss (ed.) Inside/Out: Lesbian Theories, Gay
Theories. New York: Routledge.
Wehler,C., Scott, R.,& Anderson,J. (l996). The Community Childhood Hunger
Identification Project. Washington, D.C.: Food Research & Action Center.
Winner, E. & Hetland, L. (2008) Art for our sake: School arts classes matter more than
ever--but not for the reasons you think. Arts Education Policy Review 109 (5) 2931.
World Health Organization. (1996). Promoting Health Through Schools. Geneva:
World Health Organization.
World Health Organization (2006). Regional Office for Europe. “What Is the
Evidence on School Health Promotion in Improving Health or Preventing Disease
and, Specifically, What Is the Effectiveness of the Health Promoting Schools’

26
Approach?” Stewart-Brown: Copenhagen,
http://www.euro.who.int/document/e88185.pdf, accessed [1, Ocotber, 2011]).
Zajda, J.(2010). Globalization: Education and Social Justice. (Series: Globalization,
Comparative Education and Policy) Springer.
Zembylas, M. (2007). “Emotional Capital and Education: Theoretical Insights from
Bourdieu.” British Journal of Educational Studies 55, no. 4: 443-63.

27

Department of Communication Sciences and Disorders
Faculty in the Department of Communication Sciences and Disorders developed the
following document on September 2, 2011 (prepared by Susan Hendler Lederer,
PhD, CCC), aligning the Ruth S. Ammon School of Education Conceptual Framework
with the standards and expectations associated with the American Speech-Language
Hearing Association (ASHA), the accrediting body for the department’s programs.
ASHA also has developed a document detailing the expectations for the roles and
responsibilities for a speech language pathologist that aligns with the conceptual
framework and is used to guide the development of course syllabi. It is available
online at www.asha.org

THE DEPARTMENT OF COMMUNICATION SCIENCES AND DISORDERS
PHILOSOPHY AS ALIGNED WITH THE RUTH S. AMMON SCHOOL OF EDUCATION
CONCEPTUAL FRAMEWORK
As a department within the Ruth S. Ammon School of Education, the broad
philosophy of the Department of Communication Sciences and Disorders (CSD) is
aligned with that of the School. This vision statement includes six Core Values we
strive to impart to our students through classroom and clinical experiences. They
are Scholarship, Reflective Practice, Social Justice, Inclusive Community, Wellness,
and Creativity and the Arts.

Scholarship
We believe CSD professionals must be scholars who value and engage in
lifelong learning.
The M.S. in Speech-Language Pathology requires 57 credits of academic and
clinical coursework. The Au.D. in Audiology requires 89 academic and clinical
credits including a full year of paid employment.
Holders of the Certificate of Clinical Competence (CCC) and NYS licenses are
required to complete 30 hours of continuing education every three years.
Holders of the Teacher of Students with Speech and Language Disabilities
(TSSLD) are required to complete 175 hours every five years.
References:
ASHA (2009). 2005 Standards and Implementation Procedures for the
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Certificate of Clinical Competence in Speech-Language Pathology (Revised March
2009). http://www.asha.org/Certification/slp_standards/.
ASHA (2011). 2011 Standards and Implementation Procedures for the Certificate of
Clinical Competence in Audiology.
http://www.asha.org/Certification/Aud2011Standards/.
American Speech-Language-Hearing Association. (2010). Code of Ethics [Ethics].
http://www.asha.org/docs/html/ET2010-00309.html.
Goldfarb, B., & Serpanos, Y. (2009). Professional Writing in Speech-Language
Pathology and Audiology. San Diego, CA: Plural Publishing.

Reflective Practice
We believe learning should take place in meaningful contexts (e.g., through
client studies in the classroom and clinical internships/externships) which
include opportunities for supported reflection.
References:
ASHA (2009). 2005 Standards and Implementation Procedures for the
Certificate of Clinical Competence in Speech-Language Pathology (Revised March
2009). http://www.asha.org/Certification/slp_standards/.
ASHA (2011). 2011 Standards and Implementation Procedures for the Certificate of
Clinical Competence in Audiology.
http://www.asha.org/Certification/Aud2011Standards/.
ASHA (2005). Evidence-based practice in Communication Disorders (position
statement). http://www.asha.org/docs/html/PS2005-00221.html.
American Speech-Language-Hearing Association. (2004). Evidence-Based Practice in
Communication Disorders: An Introduction [Technical Report].
http://www.asha.org/docs/html/TR2004-00001.html.
Finn, P. (2011). Critical thinking: Knowledge and skills for evidence-based practice.
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Social Justice
We believe that it is the role of CSD professionals to serve as advocates for all
of our clients, regardless of age, disability, socioeconomic status, or ethnic
background.
Prevention and Advocacy
Speech-language pathologists engage in prevention and advocacy activities related to
human communication and swallowing. Example activities include:
1. improving communication wellness by promoting healthy lifestyle practices
that can help prevent communication and swallowing disorders (e.g., cessation
of smoking, wearing helmets when bike riding);
2. presenting primary prevention information to individuals and groups known to
be at risk for communication disorders and other appropriate groups;
3. providing early identification and early intervention services for
communication disorders;
4. advocating for individuals and families through community awareness, health
literacy, education, and training programs to promote and facilitate access to
full participation in communication, including the elimination of societal,
cultural, and linguistic barriers;
5. advising regulatory and legislative agencies on emergency responsiveness to
individuals who have communication and swallowing disorders or difficulties;
6. promoting and marketing professional services;
7. advocating at the local, state, and national levels for improved administrative
and governmental policies affecting access to services for communication and
swallowing;
8. advocating at the local, state, and national levels for funding for research;
9. recruiting potential speech-language pathologists into the profession;
10. participating actively in professional organizations to contribute to best
practices in the profession.
References:
American Speech-Language-Hearing Association. (2007). Scope of Practice in
Speech-Language Pathology [Scope of Practice].
http://www.asha.org/docs/html/SP2007-00283.html.
American Speech-Language-Hearing Association. (2004). Scope of Practice in
Audiology [Scope of Practice]. http://www.asha.org/docs/html/SP200400192.html.
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Inclusive Community
Given New York’s diversity, we believe that CSD students must be able to
deliver culturally and linguistically sensitive services to people with
disabilities of all cultures, social classes across the lifespan. Clinical decisionmaking is best when professionals and families collaborate. Likewise
collaboration in the classroom enhances learning.
References:
American Speech-Language-Hearing Association. (1996). Inclusive Practices for
Children and Youths With Communication Disorders [Position Statement].
http://www.asha.org/docs/html/PS1996-00223.html.
American Speech-Language-Hearing Association. (1996). Inclusive Practices for
Children and Youths With Communication Disorders [Technical Report].
http://www.asha.org/docs/html/TR1996-00245.html.
Roberts, M.Y. , & Kaiser, A.P. (2011). The effectiveness of parent-implemented
language intervention: A meta-analysis. AJSLP, 20, 180-199.
American Speech-Language-Hearing Association. (2004). Knowledge and Skills
Needed by Speech-Language Pathologists and Audiologists to Provide Culturally and
Linguistically Appropriate Services [Knowledge and Skills].
http://www.asha.org/docs/html/KS2004-00215.html.
Woods, J.J., Wilcox, M.J, Friedman, M., Murch, T. (2011). Collaborative Consultation
in Natural Environments: Strategies to Enhance Family-Centered Supports and
Services. LSHSS, 42, 379-392.
American Speech-Language-Hearing Association. (2008). Roles and Responsibilities
of Speech-Language Pathologists in Early Intervention: Guidelines [Guidelines].
http://www.asha.org/docs/html/GL2008-00293.html.

Wellness
Learning is holistic. We must assess and treat the whole person, not just the
speech, language, or hearing disorder. In addition, our students learn about
preventative and early interventions which can help minimize severity of
certain disorders, and counseling of family members.
References:
American Speech-Language-Hearing Association. (2007). Scope of Practice in
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Speech-Language Pathology [Scope of Practice].
http://www.asha.org/docs/html/SP2007-00283.html.
American Speech-Language-Hearing Association. (2004). Scope of Practice in
Audiology [Scope of Practice]. http://www.asha.org/docs/html/SP200400192.html.

Creativity and the Arts
We believe in the value of creativity and artistic expression in our
professional practice as it relates to intervention and nurturing the whole
client. *
References:
Important document that addresses all areas of the Conceptual Framework for
school population:
American Speech-Language-Hearing Association. (2010). Roles and Responsibilities
of Speech-Language Pathologists in Schools [Professional Issues Statement].
http://www.asha.org/docs/html/PI2010-00317.html

