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Preface

Learning to be a teacher is a long and complex journey full of excitement and challenge.
It begins with the many experiences we have with our parents and siblings; it contin-
ues as we observe teacher after teacher through sixteen to twenty years of schooling;
and it culminates, formally, with professional training, but continues through a lifetime
of teaching experiences.

Purpose and Audience

This is the eighth edition of Learning to Teach. It is intended for teacher candidates tak-
ing a course commonly labeled General Methods of Teaching, and offered through the
elementary, secondary, or general education programs. A variety of other course titles—
Analysis of Teaching, Study of Teaching, Principles and Practices of Teaching, or
Strategies of Teaching—are sometimes used. Whatever its title, the course’s content
normally focuses on general models, strategies, and tactics that apply to teaching in all
subject areas and at all grade levels.

Although these courses vary somewhat among institutions, most of them share the
following general goals. Most instructors want their students to

« develop a repertoire of basic teaching models, strategies, and tactics.

« understand the theoretical foundations behind teaching and learning.

s understand the dynamics of teaching, both inside and outside the classroom.

* develop an awareness and appreciation of the knowledge base that supports current
practices in teaching.

* appreciate the opportunities and challenges of teaching in classrooms characterized
by diversity.

+ know how to adapt instruction to meet the needs of all learners.

* acquire skills with which to observe, record, and reflect on teaching.

Organization and Content of the Eighth Edition

The eighth edition of Learning to Teach provides a comprehensive and balanced view of
teaching. To accomplish this, the book is organized into five parts. Part 1 introduces the
book, explores the meaning of effective teaching, and considers the processes and
stages that beginning teachers go through on the way to becoming accomplished teach-
ers. Italso lays out the major themes of the book as well as the contemporary social con-
text of teaching—a context characterized by student diversity and societal demands
that teachers help all students realize their learning potentials.

Parts 2, 3, 4, and 5, the heart of the book, are organized around concepts of what
teachers do. These sections assume that all teachers have three important responsibili-
ties: (1) They lead a group of students—the leadership aspects of teaching; (2) they provide

xiii



xiv  Preface

students with direct, face-to-face instruction—the interactive aspects of teaching; and
(3) they work with colleagues and parents to perform the organizational aspects of teaching.
The interactive aspects of teaching have been divided into two parts. Part 3 (Chapters
7-9) describes the more traditional and teacher-centered approaches to instruction,
whereas Part 4 (Chapters 10-13) focuses specifically on contemporary student-centered
approaches as well as on ways to use various approaches together or in tandem to meet
a variety of instructional goals.

Research Applied to the Practical
Problems of Teaching

To be successful, teachers must have a solid understanding of the research that sup-
ports and defines effective teaching practices. They must also command a deep practi-
cal knowledge about students, how they learn, and about the strategies that promote
student learning. With this belief, Learning to Teach emphasizes how important research
is to teaching and learning and shows how ideas from research can be applied to the
practical problems faced daily by teachers.

The Research, Evidence-Based Side of Teaching

Much progress has been made in clarifying and organizing the knowledge base on
teaching. It is important for teachers in the twenty-first century to have a command of
the specialized knowledge that has accumulated over the past half-century and more.
This knowledge will set teachers apart from the average person and provide them, as
professionals, with some guarantees that they are using best practice.

Theory to Practice Connections. Learning to Teach works to provide readers with the
theory and rationale that underlie and support specific principles and practices. Each
chapter has a “Theoretical and Empirical Support” section that provides a sampling of
the research that is the basis of particular practices followed by explanation of why a
recommended practice or procedure works the way it does.

Research Sumimary Boxes. Each chapter contains a boxed “Research Summary” of an
important research study pertaining to the chapter topic. The studies have been se-
lected to illustrate not only some aspect of the knowledge base that supports the top-
ics under discussion, but also particular modes of inquiry practiced by educational
researchers. Some of the studies are more traditional empirical studies, whereas oth-
ers represent contemporary qualitative approaches. Many of the studies are consid-
ered classics, and together they cover almost fifty years of educational research.
Although highly compressed, these summaries are true to the investigators’ methods
and conclusions.

“Reading and Using Research” Resource Handbook. The “Reading and Using Re-
search” resource handbook found at the end of the text contains a succinct guide to
reading and understanding the research literature available through professional jour-
nals. This handbook provides an introduction to consuming literature—an ability any
serious student of teaching must develop.



The Applied and Practical Side of Teaching

Although teaching is based on knowledge derived from theory and educational
research, it also has an important applied and practical side. The content in Learning to
Teach has been organized to help address many of the everyday problems faced by
teachers. It takes those who are learning to teach behind, instead of in front of, the
teacher’s desk to provide a practical and realistic view of what teaching is all about.
Chapters provide concrete guidance on how to plan and conduct a variety of lessons,
how to assess and evaluate student learning, and how to create and manage a produc-
tive learning environment. The organization of the text and its approach are designed
to provide readers with specific understandings and skills so they can apply these un-
derstandings to concrete classroom situations.

Multiple Maodels and Differentiatinn. While Learning to Teach discusses various ap-
proaches and models of teaching independently in order to provide a comprehen-
sive, research-based discussion of each, the reality is that teachers rarely use a
particular approach alone. They generally use several in any given lesson or unit. In
the seventh edition a new chapter was introduced that described how to use multi-
ple models in a lesson or unit and how to differentiate instruction to support indi-
vidual student learning. This chapter has been refined substantially and expanded
for the eighth edition.

* ¢ Diversity and Differentiation. The discussion of diversity and differentiation is
one that spans the entire text. It begins in Chapter 2, which was completely rewritten
in the sixth edition to focus on student learning in the diverse classroom and has been
expanded in every edition since to include new discussions on social class, religious
diversity, and sexual orientation. The discussion started in Chapter 2 is continued
through the rest of the text in sections that focus on diversity and differentiation for
student learning in relation to the topic at hand. These special sections describe how
teachers can adapt or differentiate their instructional practices to the wide range of
abilities, diverse cultural backgrounds, and various special needs they face in their
classrooms.

Enhancing Teaching and l.earning with Technology. As more computers are found in
classrooms, more instructional materials become available on CD-RCM, and the Inter-
net becomes more and more available to students, teachers must remain abreast of
these exciting and important developments. It is particularly important for new teach-
ers to be able to step into their first classroom equipped with the knowledge and skills
to use computer and telecommunication technologies. In response to this reality, each
chapter contains an Enhancing Teaching with Technology feature that highlights software
and other computer technologies pertaining to the particular chapter topic. These tech-
nology boxes have been substantially revised for the eighth edition to capture the
rapidly changing nature of this field.

Home and School. An increasing amount of evidence suggests that home, family, and
community matter a lot in what students learn. A new feature has been introduced in
this edition that emphasizes the importance of developing family partnerships and for
staying connected to the students’ homes and communities. This feature is included in
chapters where appropriate, and it provides beginning teachers with concrete guidance
on how to work with parents and how to involve the community.
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Support for Student-Learning

Learning to Teach has several features created to support learning and to help students
access and learn information from the text.

Learning Goals. Each chapter begins with Learning Goals that focus the student on
key aspects of the chapter.

Check, Extend, Explore. Each major chapter section concludes with “Check” ques-
tions to help the reader review the content covered, “Extend” questions that prompt
reflection and also ask poll questions that the reader can respond to on the Online
Learning Center, and “Explore” listings of related Web site topics that can be linked
to through the Online Learning Center.

Marginal Notes. Throughout the chapters, marginal notes highlight main ideas and
define important concepts.

Summary. Tied to the chapter-opening Learning Goals, the summary provides a
point-by-point review of the chapter’s content.

Key Terms. Key terms with page references are listed at the end of each chapter. Def-
initions are listed in the book-ending Glossary.

Application and Interactive Opportunities

Although many aspects of teaching can be guided by the knowledge base, many oth-
ers can be looked at from more than one point of view and require teacher problem
solving and reflection. Learning to Teach includes several applied features that allow
teacher candidates to reflect on important issues, compare their ideas and opinions to
those of experienced teachers, and practice what they are learning.

Reflecting On . . . Each chapter begins with a short scenario and series of questions
designed to prompt readers to reflect on their own lives and classroom experiences
to prepare them for the content to follow. Readers can respond to the questions
through the Online Learning Center.

Reflections from the Classroom—Case Study. Each chapter concludes with a class-
room case or teaching situation that is followed by reactions to the scenario from two
classroom teachers.

Portfolio and Field Experience Activities. Organized by Learning to Teach chapters,
these activities constitute a field guide that assists teacher candidates in gathering
and interpreting data, examining their own experiences, and developing a profes-
sional portfolio. The activities are on the Online Learning Center and each is matched
to one or more of the INTASC principles.

Lesson Planning Exercises and Practice Activities. The Online Learning Center in-
cludes two types of interactive activities that were designed to help teacher candidates
apply what they are learning by giving them the opportunity to plan lessons and en-
gage in a variety of practice activities. The Lesson Planning Exercises walk the student
through planning a lesson based on particular approaches to teaching. The student is
given a task and the tools (background information about a real classroom, student de-
scriptions, video clips, sample lesson plans, etc.) to complete it. Each task constitutes
one step in planning a lesson based on a particular model. The standalone Practice Ac-
tivities allow the student to complete an activity that a teacher would typically do.
Portfolio Resources. Many teacher candidates today are required to have a profes-
sional portfolio. To help students with the construction of portfolios, the Portfolio and



Field Experience Activities section of the Online Learning Center includes an intro-
duction to portfolios as well as many activities that can become portfolio artifacts.
Additionally, many of the text features can guide portfolio exhibit development.

+ Resources to Prepare for the Praxis II™ Exam. Today, most states require teacher
preparation students to pass the Educational Testing Service’s Praxis 1™ Principles
of Learning and Teaching Exam before they are provided an initial teaching license.
This edition includes resources aimed at helping students prepare for the Praxis II™
exam using Learnting to Teach. A matrix correlates topics covered on the Praxis II™
exam with Learning to Teach content and activities, and both objective questions and
questions based on the Praxis™ format are available on the Online Learning Center
for students to use for practice.

New in the Eighth Edition

As with previous editions, revisions were based on my own experience in teaching the
text as well as on systematically gathered feedback from users across the country and
from colleagues. Although the general goals, themes, and features of the previous edi-
tions have remained constant, many revisions have been made in response to user feed-
back, as well as to developments in the expanding knowledge base on teaching,
significant societal changes now occurring, and new technologies that can enhance
teaching, Following is a summary of the revisions made to the eighth edition:

s Based on reviewer feedback, Chapter 13, “Connecting the Models and Differentiat-
ing Instruction,” was introduced in the seventh editionand is refined and expanded
here in the eighth edition. It describes how teachers use several models within a les-
son or unit (including two detailed examples) and further explains how to differen-
tiate instruction for individual students.

» Key new coverage includes discussions on the way research is conceived and con-
ducted, cognitive/constructivist views of teaching and learning, self-regulated
learning, scaffolding, how the brain works, a new model of information processing,
and new perspectives about the context of teaching and learning.

» Over 210 new references have been added to ensure that the knowledge base on
teaching and learning is current.

e An end-of-book matrix that keys Learning to Teach topics to the INTASC standards
and knowledge tested by the Praxis II™ PLT exam has been maintained and refined.

Supplements

This edition of Learning to Teach is accompanied by a wealth of supplemental resources
and learning aids for both instructors and students.

For the Instructor

» Instructor’s Online Learning Center at www.mhhe.com/arends8e. The password-
protected instructor’s section of the Online Learning Center contains the Instructor’s
Manual, PowerPoint slides, Test Bank and EZTest files, CP5 content, and access to the
online student resources. Contact your local sales representative for log-in instruc-
tions and password.

Preface  xviil
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¢ Teaching Methods in the Classroom. This original video includes twelve segments
that show teachers implementing the models discussed in the text as well as other
important teaching processes.

* Classroom Performance System. Available on the Instructor’s Online Learning
Center is content to use in your Classroom Performance System. The content in-
cludes both objective quiz questions and opinion/poll questions designed to en-
courage discussion. Additionally, you can add your own questions—before or
during class. To find out more about CPS, contact your local McGraw-Hill sales
representative,

¢ Course Management Systems. Blackboard and WebCT Course Cartridges accom-
pany this text. Simply adopt a McGraw-Hill textbook and, upon request, you will re-
ceive the Online Learning Center and test bank for use in your course management
system. You can then customize the content as you see fit. The content is free for
adopting instructors.

For the Student

* Student Online Learning Center at www.mhhe.com/arends8e. The Student Online
Learning Center contains Lesson Planning Exercises and Practice Activities, Portfo-
lio and Field Experience activities, the Teachers on Teaching audio clips referenced in
the text, resources for using Learning to Teach to prepare for the Praxis [I™ exam, an
Action Research Handbook, the Lesson Plan Builder, and a rich set of student study
guide materials. Among the study guide materials are self-grading practice quizzes
with feedback, key word flashcards, chapter outlines, and links to outside Web sites
for further study. Students can also use the Online Learning Center to respond to the
Reflecting On . . . and Extend poll questions posed in the text and compare their an-
swers to a pool of students nationwide.

Student and Instructor Feedback

As with previous editions, I encourage students to provide feedback about any and all
aspects of the text. Please e-mail me at arends@ccsu.edu.
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¢ Enhancing Teaching with Technology boxes high-

light how technology can be used to help teachers
teach and students learn.

* Reflections from the Classroom ends each chapter

with a brief case study and reactions to the scenario
from two classroom teachers.

ssaasorate ¢
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o

' { Diversity and Differentiation sections describe
how teachers can adapt their instructional practices

to a wide range of abilities, cultural backgrounds,
and special needs.

» Home and School boxes focus on ways teachers can
work with families and involve the community.
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Topic Matrix: Linking Learning
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Planning Exercises, Practice Activities, Portfolio and Field Experience Activities, the
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PART 1 Teaching and Learning

in Today's Classrooms

art 1 of Learning to Teach is about teachers and teaching, students and learning.

The chapters in Part 1 are designed to provide you with background information

about teaching and learning that will serve as a foundation for understanding
later chapters that describe a variety of teaching models, strategies, and tactics.

Chapter 1, “The Scientific Basis for the Art of Teaching,” provides a brief historical per-
spective on teaching from colonial times to the present and strives to show how expecta-
tions for teachers have been characterized by both constancy and change. As you will
read, some aspects of teaching are not much different than they were one hundred years
ago. Others have changed dramatically over the past two decades, particularly those as-
pects of the role needed to address the new and important teaching challenges of the
twenty-first century.

Most important, Chapter 1 outlines the overall perspective on the purposes and con-
ceptions of effective teaching that has influenced the plan and content of Learning to
Teach. This perspective holds that teaching is both an art and a science and that effective
teachers base their practices in both traditions. On one hand, effective teachers use
research on teaching and learning to select practices known to enhance students’ learn-
ing. On the other hand, teaching has an artistic side based on the collective wisdom of ex-
perienced teachers. Experienced teachers know that there is no one best way to teach.
Instead, effective teachers have repertoires of practices known to stimulate student moti-
vation and to enhance student learning. Particular practices are selected depending on
the goals teachers are trying to achieve, the characteristics of particular learners, and
community values and expectations.

Chapter 2, “Student Learning in Diverse Classrooms,” tackles one of the most difficult
challenges faced by teachers today, how to ensure that every child reaches his or her po-
tential regardless of the abilities or backgrounds each brings to school. This chapter exam-
ines the challenges and opportunities diversity presents and describes how. unlike in
earlier times, today’s classrooms are characterized by many different kinds of students
and are governed by societal beliefs that the learning potential of all children must be real-
ized: “No child can be left behind.” The chapter describes diversity at both ends of the
spectrum of students labeled exceptional—those with learning disabilities and those who
are gifted. Similarly, differences in race, ethnicity, culture, religion, language, and gender
are also described in some detail. The discussion not only describes the varying forms of
diversity but also provides extensive methods and guidelines for teaching and working
with diverse groups of students in inclusive classrooms.

Chapter 1
The Scientific Basis for
the Art of Teaching 2

Chapter 2
Student Learning in
Diverse Classrooms 40






CHAPTER 1
The Scientific Basis for the Art

of Teaching

Learning Goals

After studying this chapter you should be able to

The Scientific Basis for the Art of
Teaching

Historical Perspectives on Teaching

A Perspective on Effective Teach-
ing for the Twenty-first Century

Learning to Teach

Explain the meaning of the “scientific basis
for the art of teaching.”

Describe how perspectives on effective
teaching have changed over time and how
teachers’ roles have changed as a result of
historical and demographic forces.

Identify and discuss the essential attributes
of the effective teacher for the twenty-first
century.

Explain how learning to teach is a develop-
mental process and describe the flexible
stages teachers go through as they progress
from novice to expert status.

| Reflecting on Learning to Teach

If you are like many individuals, you begin this book and this course with a sense of ex-
citement and challenge, perhaps also some concerns. You have decided you want to be
a teacher, but you also know some of the challenges teachers face today, and you know
you have a lot to learn if you are going to meet these challenges. Before you read this
chapter, take a few minutes to think about teachers, teaching, and education today.

* Think about the best teachers you have had. Do you still know their names? Why
were they good teachers? How did they influence your life?

* Think about teachers you didn't think were very good. Why didn’t you consider
them good teachers? Regardless of how good they were, did they have any influ-

ence on your life?

* Which aspects of teaching do you look forward to the most? Which aspects give you
the greatest concern? What do you see as the major challenges facing teachers today?

¢ Think about education in general. Do you believe most schools are doing a good
job? Or do you believe schools are in lots of trouble and need serious reform? Do
you see yourself as a person who can help schools become better?

Q’{ Go to the Online Learning Center at www.mhhe.com/arends8e to respond

to these questions.
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Teaching has a scientifle
basls—Its practices are
based on research and
scientific evidence.

Teaching is also an art
based on teachers’ experi-
ences and the wisdom of
practice.

"“The dream bagins with a
teacher who bellaves in
you, who fugs and pushes
and leads you onto the
next plateau.”

Dan Rather

eaching offers a bright and rewarding career for those who can meet the intellec-

tual and social challenges of the job. Despite the spate of reports over the past

two decades critical of schools and teachers, most citizens continue to support
schools and express their faith in education. The task of teaching the young is simply
too important and complex to be handled entirely by parents or through the informal
structures of earlier eras. Modern society needs schools staffed with expert teachers to
provide instruction and to care for children while parents work.

In our society, teachers are given professional status. As experts and professionals,
they are expected to use best practice to help students learn essential skills and atti-
tudes. It is no longer sufficient for teachers to be warm and loving toward children, nor
is it sufficient for them to employ teaching practices based solely on intuition, personal
preference, or conventional wisdom. Contemporary teachers are held accountable for
using teaching practices that have been shown to be effective, just as members of other
professions, such as medicine, law, and architecture, are held to acceptable standards
of practice. This book is about how to learn and to use best practice—practice that has
a scientific basis. It is aimed at helping beginning teachers master the knowledge base
and the skills required of professionals whose job it is to help students learn.

This book also explores another side of teaching: the art of teaching. Like most hu-
man endeavors, teaching has aspects that cannot be codified or guided by scientific
knowledge alone but instead depend on a complex set of individual judgments based
on personal experiences. Nathaniel Gage {1984), one of the United States’ foremost ed-
ucational researchers, some years ago described the art of teaching as “an instrumental
or practical art, not a fine art aimed at creating beauty for its own sake":

As an instrumental art, teaching is something that departs from recipes, formulas, or
algorithms. It requires improvisation, spontaneity, the handling of hosts of considerations
of form, style, pace, thythm, and appropriateness in ways so complex that even comput-
ers must, in principle, fall behind, just as they cannot achieve what a mother does with
her five-year-old or what a lover says at any given moment to his or her beloved. (p. 6)

Carol Ann Tomlinson and Amy Germundson (2007) have also written about the non-
scientific aspect of teaching and compared teaching to creating jazz. They write:

Teaching well . . . is like cteating jazz. Jazz blends musical sounds from one tradition with the-
ories from another. . . _ It incorporates polyrhythm. It uses call-and-response, in which one per-
somn comments on the expression of another. And, it invites improvisation. (p. 7)

Notice some of the words used by Gage and by Tomlinson and Germundson to describe
teaching—form, spontaneity, pace, polyrhythm, call-and-response, improvisation. These
words describe aspects of teaching that research cannot measure very well but that
are nonetheless important characteristics of best practice and are contained in the
wisdom of experienced and expert teachers. This book strives to show the complex-
ity of teaching—the dilemmas faced by teachers and the artistic choices that effec-
tive teachers make as they perform their daily work. 1t also presents an integrated
view of teaching as a science and as an art, and emphasizes that what we know
about teaching does not translate into easy prescriptions or simple recipes.

This chapter begins with a brief historical sketch of teaching, because the basic pat-
terns of teaching today are intertwined in the web of history and culture, which impact
the processes of learning to teach. This introduction is followed by the perspective on
effective teaching that has guided the design and writing of Learning to Teach. The final
section of the chapter describes a portion of what is known about the processes of learn-
ing to teach. It tells how beginners can start the process of becoming effective teachers
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by learning to access the knowledge base on teaching, accumulating the wisdom of
practice, and reflecting on their experiences.

Historical Perspective on Teaching

Conceptions of teaching reflect the values and social philosophy of the larger society,
and as these change, so too does society’s view of its teachers. To understand the role of
the teacher in today’s society requires a brief historical review of some of the important
changes that have taken place in teaching and schooling over the past three centuries.

Role Expectations in Earlier Times

The role of teacher, as we understand it today, did not exist in the colonial period of our
national history. Initially, literate individuals, often young men studying for the min-
istry, were hired on a part-time basis to tutor or teach the children of the more wealthy
families in a community. Even when schools starled to emerge in the eighteenth cen-
tury, the teachers selected by local communities did not have any special training, and
they were mainly middle-class men who chose to teach while they prepared for a more
lucrative line of work.

Common, or public, schools came into existence in the United States between 1825
and 1850. During this era and for most of the nineteenth century, the purposes of schools
were few and a teacher’s role rather simple, compared to today. Basic literacy and nu-
meracy skills were the primary goals of nineteenth-century education, with the curricu-
lum dominated by what later came to be called the three Rs: reading, writing, and
arithmetic. Most young people were not required (or expected) to attend school, and

Vast changes in the nine-
teenth century deterniined
many elements of the edu-
cational system we have
today.

Standards for teachers in
the nineteenth century em-
phasized the conduct of
their personal lives over
their professional abilities.
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Figure 1.1 Sample Nineteenth-Century
Teacher Contract

3 promise to tuke a vital fnterest in all phases of

[ Sunday-schaol work. donating of my tine, service and
momey without stint for the benefit and wplift of the
commmnity.

 promise to abstain from daneing, fmmodest dressing,
and iy ather conduet wnbecoming o teacher and o lady.

3 promise not fo go out with any young man except as it
nuay be necessary to stimulate Sunday-school work.

3 promise vat fo full fie love. to become engaged or
seeretly married.

¥ promise to rematn in the dormitory or on the schoal
grounds twhen not actively engaged i schoal or chureh

work elsethere,

3 promise not to encourage or folerate the least
familiaetty on the part of any of my hoy pupils.

| ¥ promise to sleep cight hours & night, cat cavefully...

Source: Brenton (1970), p. 74.

www.mhhe.com/arends8e

those who did so remained for relatively brief periods of
time. Other institutions in society—family, church, and work
organizations—held the major responsibility for child rearing
and helping youth make the transition from family to work.

Teachers were recruited mainly from their local communi-
ties. Professional training of teachers was not deemed impor-
tant, nor was teaching necessarily considered a career. Teachers
by this time were likely to be young women who had obtained
a measure of literacy themselves and were willing to “keep”
school until something else came along. Standards governing
teaching practice were almost nonexistent, although rules and
regulations governing teachers’ personal lives and moral con-
duct could, in some communities, be quite strict. Take, for ex-
ample, the set of promises, illustrated in Figure 1.1, that women
teachers were required to sign in one community in North Car-
olina. This list may be more stringent than many others in use
at the time, but it gives a clear indication of nineteenth-century
concern for teachers” moral character and conduct and appar-
ent lack of concern for teachers’ pedagogical abilities.

Twentieth-Century Role Expectations

By the late nineteenth and early twentieth centuries, the put-
poses of education were expanding rapidly, and teachers’
roles took on added dimensions. Comprehensive high
schools as we know them today were created, most states
passed compulsory attendance laws that required all stu-

dents to be in school until age 16, and the goals of education moved beyond the narrow
purposes of basic literacy. Vast economic changes during these years outmoded the ap-
prentice system that had existed in the workplace, and much of the responsibility for
helping youth to make the transition from family to work fell to the schools. Also, the
arrival of immigrants from other countries, plus new migration patterns from rural ar-
eas into the cities, created large, diverse student populations with more extensive needs
than simple literacy instruction. Look, for example, at the seven goals for high school
education issued by a committee appointed by the National Education Association in
1918, and notice how much these goals exceed the focus on the three Rs of carlier eras:

1. Health

2. Command of fundamental processes
3. Worthy home membership
4. Vocational preparation

5. Citizenship

6. Worthy use of leisure time

7. Ethical character*

Such broad and diverse goals made twentieth-century schools much more compre-
hensive institutions as well as places for addressing some of the societal problems and

*These goals were named the Seven Cardinal Principles. Some historians believe that they were sym-
bolic statements of hope that reveal what schools in the new industrial society aspired to do rather than

descriptions of reality.
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reforms that characterized the twentieth century. Schools increasingly became instru-
ments of opportunity, first for immigrants from Europe and later for African Ameri-
cans, Hispanics, Asians, and other minority groups who had been denied access to
education in earlier times. Expanding their functions beyond academic learning,
schools began providing such services as health care, transportation, extended day
care, and breakfasts and lunches. Schools also took on various counseling and mental
health functions—duties that earlier belonged to the family or the church—to help en-
sure the psychological and emotional well-being of youth,

Obviously, expanded purposes for schooling had an impact on the role expectations
for teachers. Most states and localities began setting standards for teachers that later be-
came requirements for certification. Special schools were created to train teachers in the
subject matters they were expected to teach and to ensure that they knew something
about pedagogy. By the early twentieth century, teachers were expected to have two years
of college preparation; by the middle of the century, most held bachelor’s degrees. Teach-
ing gradually came to be viewed as a career, and professional organizations for teachers,
such as the National Educational Association (NEA) and the American Federation of
Teachers (AFT), took on growing importance, both for defining the profession and for in-
fluencing educational policy. Teaching practices of the time, however, were rarely sup-
ported by research, and teachers, although expected to teach well, were judged by vague
global criteria, such as “knows subject matter,” “acts ina professional manner,” “has good
rapport,” and “dresses appropriately.” However, progress was made during this period,
particularly in curriculum development for all the major subject areas, such as reading,
mathematics, social studies, and science. Also, major work was accomplished in helping
to understand human development and potential as well as how leaming occurs.

Teaching Challenges for the Twenty-first Century

No crystal ball can let us look fully into the twenty-first century, which we have just be-
gun. Certain trends, however, are likely to continue, and some aspects of education and
teaching will remain the same, while others may change rather dramatically (see Figure 1.2).
On one hand, the tremendous changes occurring in the way information is stored and
accessed with computers and digital technologies holds the potential to change many
aspects of education. Today and in the future, the Internet has the potential of connect-
ing students to a vast array of resources not previously available. Many believe that the
Internet will become, if it hasn't already, the primary medium for information and will
substantially redefine other forms of print and visual publications. Several commenta-
tors, such as Friedman (2006) and Gore (2007), predict that the Internet will replace tele-
vision as the primary means for political and social dialogue and will become the
“intellectual commons” for global-wide collaborative communities. Obviously, this will
have important implications for education and the goals and curricula we devise.

On the other hand, it is likely, at least in the immediate future, that society will con-
tinue to require young people to go to school. Education will remain committed to a va-
riety of goals and some new ones may be added, but academic learning will remain the
most important. Also, it is not likely that the physical space called school will change
drastically in the foreseeable future. Organizing and accounting for instruction will
change, but if history is a guide, this change will come slowly. Schools will likely con-
tinue to be based in communities, and teachers will continue to provide instruction to
groups of children in rectangular rooms.

Contemporary reform efforts show the potential of bringing new and radical per-
spectives about what academic learning means and how it can best be achieved. New

The study of the art and
science of teachingis
called pedagegy.

Academic learning is likely
io remain the most impor-
tant purpose of schooling.
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Figure 1.2 Teaching
Challenges for Twenty-
First-Century Teachers

We live in a multicultural
society; it is a condition of
our culture.

Today, 20 percent of chil-
dren in schooi are Engilish
language learners.

Teaching in a
multicultural society

Teaching and

Teaching challenges for technology

twenty-first-century —

teachers

Teaching for the
construction of meaning

Teaching with new
views about abilities

Teaching for

active learning Teaching and choice

Teaching in a standards-
based environment

Teaching and
accountability

perspectives also are emerging as to what constitutes conmmunity and its relationship to
the common school. The nature of the student population and the expectations for
teachers are additional factors that likely will change in the decades ahead.

Teaching in a Multicultural Society. The United States is a multicultural society. To-
day, this situation is no longer a question of values or policy. It is a fact, a condition of
our culture. The challenge for teachers in the twenty-first century is to transform
schools and approaches to teaching that were created at a time when most of the stu-
dents had a Western European heritage and spoke English to meet the needs of a much
more diverse student population. Harold Hodgkinson (1983) wrote, “Every society is
constructed on a foundation of demographic assumptions. When these assumptions
shift, as they do from time to time, the result is a major shock throughout the society”
(p. 281). Schools in the United States have been experiencing such a demographic
shock over the past thirty years, and it will continue to affect schools and teachers well
into the twenty-first century. The most important demographic shift involves the in-
creasing number of students who have ethnic or racial heritages that are non-
European, who learn English as a second language, and who live in poverty. As
illustrated in Figure 1.3, the proportion of minority students in schools has increased
from slightly more than one-fifth in 1972 to 42 percent in 2005, whereas white students
decreased from 78 to 58 percent during that same period. Most of the increase has
come from an increase of Hispanic students, particularly in the West, where the pro-
portion of students from non-mainstream cultures now reaches over 50 percent (Con-
ditions of Education, 2002, 2007).

Linguistic diversity constitutes one of the most rapidly growing shifts in educa-
tion, as an increasing number of non-knglish-speaking children enter the public
schools. As illustrated in Figure 1.4, the number of English language learners
(ELLs) has more than doubled, from 3.8 million in 1979 to over 10.6 million in 2005,
a rise from 9 to 20 percent (Conditions of Education, 2002, 2007; Mercado, 2001). To-
day, the majority of children who speak a language other than English speak Span-
ish (80 percent), but other languages represented include Arabic, Vietenamese,
Russian, and Tagalog.

A trend throughout the history of schools has been to extend educational opportu-
nities to more and more students. Compulsory attendance laws enacted early in the
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Figure 1.3 Percentage of Public School Students Enrolled in Grades K—12 Who Were Minorities, by Geographic
Region: 1972-2005
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Figure 1.4 Language Minority: Percentage of 5- to 17-year-olds who spoke a
language other than English at home and who spoke English with difficulty:
Selected years, 1979—-2005
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twentieth century opened the doors to poor white children; the now-famous Supreme
Court decision, Brown v. Board of Education of Topeka (1954), extended educational op-
portunities to African American children. The Education for All Handicapped Children
Act of 1975 (now called the Individuals with Disabilities Education Act) brought to an
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Today's schools require
teachers who have a
repertoire of effective
teaching strategies so the
needs of all children can
be met.
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end policies that prevented children with disabilities from getting an education and
changed the enrollment patterns in schools. For example, in the mid-1970s, when the
Disabilities Act was passed, only about 8 percent of children in schools were identified
and served for their disability, whereas by 2005-2006 this statistic rose to almost 15 per-
cent (Condition of Education, 2007). More and more students with disabilities are being
educated in regular classrooms rather than special education classes or separate
schools. Today over half of all students with disabilities spend 80 percent of their day
in regular classrooms, an increase of almost one-third from the 1980s.

Another demographic factor that affects schools and teachers is that many children
who attend public schools today live in poverty. In fact, some observers argue that
poverty and social class has replaced race as the most urgent issue facing the nation and
that poverty is at the core of most school failure (Children’s Defense Fund, 2000). Child
poverty is defined as children who live in families with incomes below the federal
poverty level. Figure 1.5 shows child poverty nationwide in 2005. As can be observed,
child poverty is most severe among black, Latino, and American Indian children. In
2005, 35 percent of black families were living in poverty as compared to 28 percent of
Latinos, 29 percent of American Indians, and approximately 10 percent of whites. In ad-
dition, the problem of child poverty is most severe in the central cities, where the aver-
ages are about 29 percent, compared to less than 13 percent in the suburbs. Child
poverty is most pronounced in the Northeast and least in the West and South.

These demographic trends have significance for teaching and for those preparing to
teach in at least three important ways.

First, for both social and economic reasons, many people in the larger society will re-
main committed to providing educational opportunities to all children. Society will
also demand that minorities and students with disabilities do well in school. Some of
these students will come from homes of poverty; others will come from homes in which
parents do not speak English; some will be emotionally or physically different from
their classmates. These students will experience school differently than those whose
parents were educated in our schools and who have prepared their children for them.
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Schools today must ac-
commodate a wide variety
of learning and cultural
differences.

[

Working with vouth from diverse cultural backgrounds and with various special needs
will necessitate that teachers have a repertoire of effective strategies and methods far
bevond those required previously. Teachers will also have to be able to differentiate cur-
riculum and instruction to make them more suitable for those who may find school
devastatingly difficult or irrelevant to their lives.

It is likely that schools will continue to be scrutinized for racial and ethnic balance,
although the more traditional means of balancing race, such as having racial quotas,
will likely no longer be used because of the 2007 Supreme Court decisions. In Parents
Involved in Conumunity Schools v. Seattle Scheol District and Meredith v. Jefferson County
Board of Education the Court ruled that the use of race to achieve diversity violated the
equal-protection clause of the Fourteenth Amendment. However, teachers can expect
to experience complex social and organizational arrangements in which school enroll-
ment boundaries will be changed, efforts will be made to diversify student populations
through open enrollment and magnet school programs, and teachers themselves may
be moved from school to school more often than in the past, particularly if they teach
in schools that have been identified as failing.

Finally, and perhaps most important, the voices of minority and immigrant commu-
nities and those who are English language learners will no longer be ignored. Parents
of these children will no longer tolerate schools with inadequate materials and un-
trained teachers. They will not allow their children to be automatically grouped by abil-
ity and placed in noncollege-bound tracks. They will demand a curriculum and
approaches to teaching that will ensure the same academic and social success for their
children as for children in the mainstream. Listening to the voices of a multicultural
community and providing effective learning experiences for all students will be the
most difficult, but also the most interesting, challenge of your generation of teachers.

Teaching in a Standards-based Environment. Some believe that a new system of
schooling, often called “standards-based education,” is emerging in the United States.
The key features of this new system are fourfold: (1) efforts to agree on a set of standards
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that will guide teaching and learning; (2) a belief that every child and youth can meet
these standards; (3) requirements that teachers use evidence-based practices; and
(4) educational accountability consisting mainly of asssessing student learning with stan-
dardized achievement measures. This view of schooling differs in some important ways
from the textbook-based and norm-referenced perspectives of the nineteenth and
twentieth centuries. It alters what students are expected to learn and proficiency levels
they are expected to attain. Students are expected to meet agreed-upon standards instead
of working only “for a grade,” and these standards are held for all students rather than
only a few of the most capable. This view of schooling requires new and different practices
for teachers. As Schalock and his colleagues (2007) have pointed out, this system of school-
ing demands “the alignment of instruction with standards; the integration of curriculum,
instruction and assessment; and the differentiation of instruction to accommodate the
learning histories and needs of individual students” (p. 2). Alignment, integration, and dif-
ferentiation become the core of teachers’ work in a standards-based systemn of schooling.

This view of schooling is embraced by many educators today although others main-
tain reservations. For instance, the standards-based movement has produced an array
of standards and has led to demands by governing agencies, in the name of being more
rigorous, to require more and more courses for graduation. This strategy has not pro-
duced as much in the way of results as some envisioned. For instance, increases in
scores on the National Assessment of Educational Progress have been very modest over
the past decade and many students who start ninth grade do not graduate from high
school. And, as discussed in more detail in later chapfers, fewer and fewer students are
reporting that they are finding their schoolwork meaningful and important. Regardless
of these weaknesses, the standards-based conception of schooling has become an im-
portant part of the policy context that affects teaching and learning. It is likely to have
a great deal of influence in the immediate future and will continue to present a set of
challenging issues for teachers in the twenty-first century.

Teaching for the Construction of Meaning, Qur educational system, including the
standards-based system previously described, has its roots in an objectivist perspec-
tive about knowing and learning. Knowledge from an objectivist perspective is con-
ceived as being somewhat constant and unchanging. Teaching from an objectivist
perspective consists of transmitting known knowledge to students in the form of facts,
concepts, and principles. Because knowledge is known and fixed (relatively speaking),
it is possible to establish a set curriculum and set of standards for all students to meet.

This perspective led to the statewide testing movement observed over the past two
decades and to national legislation in 2001 labeled No Child Left Behind (NCLB). Every
state is required to test students and show that they have mastered specified knowledge
and skills. Increasingly, those students who do not pass their state’s mastery tests are
held back from promotion to the next grade and required to attend summer school.
School districts that do not meet minimum requirements for all students will be sanc-
tioned and, in some instances, have their federal funds restricted. Parents with children
in failing schools can choose to transfer them to other shools.

An alternative to the objectivist perspective, and one that has gained respectability
in educational circles over the past two decades, is known as constructivism. Rather
than viewing knowledge as fully known, fixed, and transmittable, the constructivist
perspective holds that knowledge is somewhat personal, and meaning is constructed
by the learner through experience. Learning is a social and cultural activity in which
learners construct meaning that is influenced by the interaction of prior knowledge
and new learning events. Tobin {1992) wrote that from a constructivist perspective,
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“learning should focus . . . not only on the manner in which an individual attempts to
make sense of phenomena, but also on the role of the social in the mediation of learn-
ing” (p. 3). The school’s curriculum, from this perspective, is no longer considered a
document of important information but instead a set of learning events and activities
through which students and teachers negotiate meaning jointly.

Standards-based education and currently held constructivist perspectives about the
nature of knowing and learning may be working at cross-purposes, Attempts to be more
precise about what students should learn, to make schools more challenging, and to
have commitments for helping all students reach a “high bar” are improvements over
past practices, wherein educational goals were fuzzy and many students were deemed
incapable of learning. However, current assessment practices aimed at instructional im-
provement may accomplish exactly the opposite by narrowing the curriculum and lead-
ing some students to failure by not taking into account the personal nature of knowledge
and the variety of ways that students learn. Perhaps one way to align these conflicting
purposes is to establish standards that reflect “improvement” rather than some absolute.
This would allow teachers to implement differentiated lessons aimed at the appropriate
degree of challenge for each student, a topic covered in some detail in later chapters.

Teaching for Active Leaming. The system of schooling created in the nineteenth century
rested on a perspective that learning was a passive activity. Rectangular rooms, fixed
seating, and blackboards and lecterns at the front of classrooms were designed for the ef-
fective transmission of knowledge from teachers as their students sat quietly taking
notes.

From a constructivist perspective, learning is viewed not as students passively re-
ceiving information from the teacher but rather as students actively engaging in rele-
vant experiences and having opportunities for dialogue so that meaning can evolve
and be constructed. Learning takes place not in passive classrooms but inlearning com-
munities characterized by high levels of participation and engagement. In Learning to
Teach, we will repeatedly come back to the idea that learning is the process of making
sense out of experience, and you will come to see that teaching for active learning will
require drastic changes in teacher behavior as contrasted to many of the teachers you
have observed for most of your life.

Teaching with New Views about Abilities. Traditional theories and practices have held
that individuals have specific mental abilities. At the turn of the nineteenth century, psy-
chologists such as Alfred Binet in France and Lewis Terman at Stanford University in the
United States developed tests aimed at measuring human intelligence and abilities. These
tests were used widely in Europe to determine who could benefit from advanced school-
ing. In the United States, they were soon employed to help place students in instructional
groups based on their abilities as well as to help determine who was fit to serve in the
army. Even though IQ tests have fallen into disfavor over the past half century, tests of ba-
sic skills and those that measure more general knowledge, such as the Scholastic Assess-
ment Test (SAT), have replaced them and are used widely to make decisions about where
students should be placed in school and where they can go to college. Over a century of
work has left us with three unresolved questions: Is intelligence one or many things? Is in-
telligence inherited? And, can intelligence be accurately measured?

Many practicing educators today believe that IQ tests and tests of general knowl-
edge have little to do with an individual’s ability or capacity for learning but instead re-
flect one’s social and cultural background. Children from families and communities that
reflect the cultural mainstream, for instance, do better on these tests than the children of
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parents who live in poverty or who just immigrated to the United States and whose pri-
mary language is not English.

Finally, some contemporary psychologists, such as Howard Gardner (1983, 1993) and
Robert ]. Sternberg (1985, 1999), challenge the idea that there is general intelligence. In-
stead, their research has shown that intelligence and ability are much more than the sin-
gle dimension of language usage and logical thinking as measured by most intelligence
and aptitude tests. We will come back to this issue in much more detail in Chapter 2.

Teaching and Choice. Alternatives to the standard school are found in many areas of the
country today. Normally, these alternatives consist of magnet or special-focus schools,
where curriculum is designed around the performing arts or science and technology. This
type of alternative is financed by public funds, but students and their parents can choose
the alternative over other, more traditional schools in the community. Between 1993 and
2003 the percentage of students attending a school of their or their parents’ cheice in-
creased from 11 to 15 percent. The percentage of students attending private schools also
increased by approximately 1 percent (Conditions of Education, 2006). It appears that al-
though many parents still prefer neighborhoed schools, well over 50 percent reported in
2003 that they had the opportunity to send their children to a chosen public school (Con-
ditions of Education, 2006). This trend toward choice will continue, and the number of pub-
lic school alternatives in the future will likely be significantly greater,

A trend more pronounced in schools situated in the larger cities in the United States,
where student populations are most diverse and where resources to support public ed-
ucation are scarcest, is privatization. For instance, several large city school systems from
Florida to California have contracted with private firms to run some of their schools,
with the intent of making a profit. For-profit online education companies are also mak-
ing an impact, and many parents take advantage of the wide range of options currently
available. Apollo Management Company, for example, operates Connection Academy
(virtual schools) in Arizona, California, Colorado, Florida, Minnesota, Ohio, Pennsylva-
nia, and Wisconsin. K12, founded by former U.5. Secretary of Education William Bennett,
is another example of private enline schools. These for-profit compandes are reported
(Carter, 2005) to tailor curriculum to particular states, and they design and deliver
through e-mail lessons and lesson plans to teachers and parents. Some of these compa-
nies monitor attendance and assignments online, including required field trips.

Schools of choice have been popular in urban areas, whereas “virtual” schools cater
mostly to students in rural and hard-to-reach parts of the country. The results of this type
of education remain unknown. Critics remain skeptical about the effectiveness of “virtual”
education and contend that for-profit education is contrary to the nation’s resolve to main-
tain a system of strong public schooling. Public charter schools have also come under at-
tack in some parts of the country. Their critics argue that a two-tiered system has been
created with serious demographic and economic disparities. District-sponsored charter
and magnet schools create a system of publicly funded private schools favoring well-off
families who can search out educational options and provide their own transportation.
The more able and well-off subsequently attend the charter or magnet schools, leaving the
neighborhood schools populated by students mainly from low-income families.

Another trend related to choice over the past decade has been the home schooling
movement. Many reasons have prompted parents to take on the responsibility of educat-
ing their own children. Some belong to fundamental religious groups who fear that the
secular nature of public schools will dilute their children’s faith. Others want to keep their
children separated from youth culture and the drugs and viclence perceived to charac-
terize the public schools in their communities. Still others want to express their right to
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have their children experience a “monacultural” rather than a multicultural community.
According to the National Center for Education Statistics {Conditions of Education, 2005),
in 2003, the number of students who were being home schooled was 1.1 million, an in-
crease from 850,000 in 1999. Home school advocates (National Home Education Research
Institute, 2005) estimate that the number of students being schooled at home may be as
high as 2.1 million. Regardiess of the actual number, home schooled children tend to be
white and in middleclass two-parent families (Conditions of Education, 2005).

The latest trend in school choice has been the charter school movement. Charter  Giving parents a cholce In

schools are publicly funded schools conceived and started by parents, citizens, or teach-  the schaols their children
ers; in some ways, they operate like private schools in that they are independent of the :ET:;:::Z:?::L‘::‘"
local public school districts and exempt from many of the local and state regulations im- oo 4o dized public
posed on public schools. After individuals or groups obtain a charter from a school dis-  school.
trict or the state government, they are then given public monies to operate the school
and are held accountable by the chartering agency for meeting prespecified standards.
In 2004-2005, there were over 3,000 charter schools in the United States, making up about
4 percent of all public schools. These schools are normaily smaller then their public
school counterparts, enroll a larger proportion of black and Hispanic students, but also
have fewer students eligible for free or reduced lunch (Conditions of Eduction, 2007).

It appears that parents who choose charter, choice, or home schooling do so for dit-
ferent reasons. Minority parents and parents in the more urban areas see charter and
schools of choice as a way to allow their children to escape what they perceive as racially
segregated and often failing neighborhood schools. White middle-class parents, on the
other hand, choose charter schools that more closely reflect their more liberal values
about child rearing and education. Parents who choose to home school their children do
so because they are concerned about the environments in public schools and/ or because
they want to provide religious and moral instruction for their children.

Schaool choice and privatization have their critics as well as their advocates. Advo-
cates maintain that charter, private, and profit-driven schools will introduce an element
of competition into the educational system and that schools, once freed from the bu-
reaucratic structures and political processes that have come to characterize many large
city schools, will provide superior education for students for the same or lower cost
through innovative programming and more effective use of human resources. Many
people are willing to allow these experiments to proceed because of beliefs that the
public schools simply are not functioning as they should.

On the other hand, many educators and concerned citizens worry that private
schools will not accept the more difficult-to-teach students, thus making the public
schools more and more the home for the most helpless and hopeless young people in
our society. Others are concerned about the values and moral system reflected, either
formally or informally, in for-profit schools. Still others are afraid that the best teachers
in the country will be drawn to the charter and for-profit schools, leaving the less
capable to teach those students who need good teachers the most.

Finally, offering choice from the standard school, as with constructivist perspectives,
may be working at cross purposes with efforts to create a standards-based education
system. This raises many questions. For example, do all students need to be exposed to
the same ideas in particular subjects, at the same time, and in the same manner? Should
all students be required to go to the same type of school with the same curricutum and
for the same length of time? Should all students be expected to achieve the same stan-
dards and reach the same level? It is interesting to note that an increasing number of
policymakers, parents, and educators are saying no to these types of questions while at
the same time embracing the standards-based movement.



16 Part 1 Teaching and Learning in Today's Classrooms - www.mhhe.com/arendsSe

Today's teachers are held
accountable for their

teaching practices and for
what their students learn.

The best teachers show
concern for their students
and feel responsible for
their learning.

Teaching and Accountability. Until very recently, teachers had minimal preparation and
few expectations as to performance. However, the twentieth-century standards movement
began to emphasize liberal arts preparation and some exposure to pedagogy. During the
early part of the twenty-first century, this trend is accelerating rather dramatically. Begin-
ning teachers will increasingly be required to demonstrate their knowledge of pedagogy
and subject matter prior to certification, and they will be held accountable for using best
practice throughout their careers. For instance, today all states require some type of testing
before issuing an initial certificate to teach. Most states are using the Praxis tests developed
by the Educational Testing Service (ETS), but alternative and more performance-based tests
are being considered in a number of states.

Current trends in teacher testing are likely to continue and to lead to extended
training programs for teachers. Many of you using this book may be in extended pro-
grams now. Most extended programs are characterized by the teacher candidate ob-
taining a bachelor’s degree with a subject matter major, followed by a master’s degree
in pedagogy.

Before getting a license to teach, you may be required to demonstrate through exam-
ination your knowledge and skill in teaching. Competency in academic subject matter
will no longer be sufficient, particularly for teaching in classrooms that are culturally
diverse and contain students with various special needs. Neither will liking children,
in and of itself, be enough for tomorrow’s teachers. Twenty-first-century teachers will
be required to have a command of various knowledge bases (academic, pedagogical,
social, and cultural) and to be reflective, problem-solving professionals, The following
description of teachers appeared in A Nation Prepared: Teachers for the Twenty-First Cen-
tury, sponsored by the Carnegie Forum on Education and the Economy (1986):

Teachers should have a good grasp of the ways in which all kinds of physical and social sys-
tems work; a feeling for what data are and the uses to which they can be put; an ability to
help students see patterns of meaning where others see onlv confusion; an ability to foster
genuine creativity in students; and the ability to work with other people in work groups that
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decide for themselves how to get the job done. They must be able to learn all the time, as the
knowledge required to do their work twists and turns with new challenges and the progress
of science and technology. Teachers will not come to the school knowing all they have to
know, but knowing how to figure out what they need to know, where to get it, and how to
help others make meaning out of it.

Teachers must think for themselves if they are to help others think for themselves, be able
to act independently and collaborate with others, and render critical judgment. They must
be people whose knowledge is wide ranging and whose understanding runs deep. (p. 25)

More recently the National Academy of Education (Darling-Hammond & Bransford,
2005) wrote a similar statement about what teachers should know and be able to do.
They recommended that:

in addition to strong subject matter knowledge, all new teachers (should) have a basic
understanding of how people learn and develop, as well as how children acquire and use
language, which is the currency of education. In addition . . . teaching professionals must be
able to apply that knowledge in developing curriculum that attends to students” needs, the
demands of the content, and the social purposes of education: in specific subject matter to
diverse students, in managing the classroom, assessing student performance, and using

technology in the classroom. (inside cover)

In 1986, the Carnegie Task Force on Teaching as a Profession recommended establish-
ing a career ladder for teachers and the creation of a National Board for Professional Teach-
ing Standards (NBPTS). NBPTS was formed the following year and is currently governed
by a sixty-three-member board of directors, mostly K-12 teachers but also including ad-
ministrators, curriculum specialists, state and local officials, union and business leaders,
and college and university professors. The National Board has designed procedures to as-
sess the competence of experienced teachers, and it issues a national teaching certificate to
those who meet its rigorous standards. National certification is voluntary, and the na-
tional certificate is not intended to replace the continuing or advanced certificate offered
by the states. Currently, few extrinsic rewards, such as higher salary, accompany national
certification. However, teacher groups argue that a reward system will be required if na-
tional certification is to become permanent and widespread. Several states have begun to
provide monetary support for teachers to help them prepare for national certification, and
some have included salary bonuses for those who are successful. Some universities have
integrated work toward national certification into their master’s degree programs.

When fully realized, the National Board will offer certificates in more than thirty fields,
categorized by subject matter and developmental level of students. Certification will be
available to teachers either as generalists or specialists in subject areas or special education.

Teaching and Technology. Itislikely, as our society completes its transition into the in-
formational age, that schools will change just as they did when we moved from an
agrarian to an industrial society during the nineteenth century. Although we certainly
don’t know exactly how schools will look by the mid-twenty-first century, futurists have
argued that formal schooling, as currently conceived and practiced, will be as out-of-date
in the enterprise of learning as the horse and buggy are in the modern transportation
system.

Throughout Learning to Teach, you will find box summaries on particular aspects of
technology. These boxes are included to help you see how almost everything teachers
do today is influenced by technology and how many aspects of teaching can be en-
hanced by technology. The Enhancing Teaching with Technology.box in this chapter

Check, Extend,
Explore

Check

.
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years, and what forces
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What demographic
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have these trends im-
pacted schools and
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United States.
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provides an overall perspective about technology. Boxes in later chapters will highlight
particular technologies related to the chapter’s content.

A Perspective on Effective Teaching
for the Twenty-first Century

Central to the process of learning to teach are views about how children learn, the primary
goals of teaching, and definitions of an effective teacher. The goals of teaching in a com-
plex society are diverse, and trying to define an effective teacher has long occupied the
thoughts of many. For example, in the media we have traditional images of effective teach-
ers, such as the kindly Miss Dove and the bumbling but caring Mr. Chips. More recently,
the effectiveness of the rigid and authoritarian Joe Clark has been described, as has that of
James Escalante of Stand and Deliver fame, who was able to get his low-achieving Latino
students in Los Angeles to learn advanced algebra and accomplish extraordinary feats.
Dave Holland of Mr. Holland's Opus is another example of how an ordinary person can be
an extraordinary teacher by helping his students achieve their goals through music.

Within the educational community there has been a remarkable diversity in the defi-
nition of effective teaching. Some have argued that an effective teacher is one who can es-
tablish rapport with students and who can create a nurturing, caring classroom
environment. Others have defined an effective teacher as a person who has a love for
learning, a superior command of a particular academic subject, and an ability to transmit
his or her subject effectively to students. Still others argue that an effective teacher is one
who can activate student energy to work toward a more just and humane social order.

The content of a teacher education curriculum is itself a statement about what effec-
tive teachers need to know. Clinical experiences and tests for certification, such as
Praxis I or Praxis I, make similar statements, as do the assessment systems used in
schools to evaluate and mentor beginning teachers.

The purposes of teaching and conceptions of the effective teacher are also central to
writing a book about learning to teach, and influence its plan, its organization and uni-
fying themes, and the choice of topics to include. The following sections describe the
point of view of Learning to Teach on these matters.

The Ultimate Goal of Teaching

Citizens in a diverse and complex society such as ours expect their schools to accom-
plish many different goals. For example, here are a few that appear regularly in the
popular press: teach basic academic skills, build student self-esteem, prepare students
for college, promote global understanding, prepare students for work, transmit cul-
tural heritage. The multiple purposes of education can become overwhelming unless
teachers can focus their teaching goals. Learning to Teach takes the position that the ul-
timate purpose of teaching is to assist students to become independent and self-requlated
learners. This purpose does not negate other purposes of education, but instead it serves
as an overarching goal under which all other goals and teacher activities can be placed.
This primary purpose stems from two underlying assumptions. One is the contempo-
rary view that knowledge is not entirely fixed and transmittable but is something that
all individuals, students and adults alike, actively construct through personal and so-
cial experiences. The second is the perspective that the most important thing that stu-
dents should learn is how to learn.
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We introduced the feature Enhancing Teaching with Tech-
nology in an edition of Learning fo Teach that appeared in the
early 1990s. At that time our goals were to discuss Ways teach-
ers could use technology to enhance their teaching and to ap-
prise them of available computer-related resources. We
focused mainly on the use of desktop computers and the In-
ternet. Computers at that time were coming down in price so
most schools could purchase a few and place them in central-
ized computer labs. The Internet was getting to be fairly well
used in some sectors of society, although in 1994 fewer than
5 percent of the schools had Internet access. Education Week in-
troduced its “Technology Counts Report” in 1996 and wxote
proudly “billions of dollars are being spent to prepare schools
and students for tomorrow’s technological demands and
challenges” (2007, p. 8}-

In our first Enhancing Teaching with Technology, we fea-
tured a book written by L. Perelman, School’s Out: Hyperlearn-
ing, the New Technology and the End of Education (1992). Perelman
argued at that time that the new technologies would bring about
the end to schools as we know them, and that technologies in
the form of computers, information networks, and multimedia
would give everyone insociety access to learning, something not
possible when schools were created in the nineteenth and early
twenticth century. Instead of learning occurring within the
“classroom box,” learning in the future, according to Perelman,
would permeate every form of social activity. Instead of learn-
ing being confined to children, it would be the province of
everyone at every age. Perelman argued that it makes no sense
to reform schools, and that reform efforts such as school choice
or higher standards served only as a diversion from the main
things that needed to happen, such as:

+ Complete privatization of education

+ Replacement of school buildings with learning channels
and information superhighways

« Abolition of all credentialing systems (including those for
teachers), which he believed choked progress

e Creation of national technological schools that would ex-
ist without campuses or formal faculty

Some of Perelman’s predictions seem to have come true.
Home schooling, distant learning, Web-based instruction,
and e-learning have made schools somewhat less dominant,
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and today a great deal of learning occurs informally through
peer groups and computer networks. Compared to a decade
ago, computers are now found in every classroom; many
schools provide students with laptops, and over 95 percent of
the schools have high-speed Internet access (Techuology
Counts, 2007). In addition, the past decade has seen an explo-
sion in all kinds of new digital technologies. Many students
(perhaps most) have their own MP3 players, cell, or iphones.
Many families own digital cameras and videorecorders, and stu-
dents participate regularly in photo-sharing and moviemaking,
Interactive features such as blogs, podcasts, and social net-
works allow students to post their journals and media presen-
tations on the Internet and to interact with their peers
worldwide, Online education was almost nonexistent a
decade ago, but according to Robelen (2007) as many as a
million students are involved in online learning and there
are 170 cyber charter schools serving almost a hundred
thousand students (p. 34).

At first blush one might conclude that technology is cur-
rently in wide use in schools. However, this does not appear to
be the case. For example, Education Week (2007) reported re-
cently that teachers’ integration of “digital tools into instruc-
tion is sporadic” and that “many young people’s reliance on
digital technology in their outside of school lives stand in sharp
contrast to their limited use in schools” (p. 9). Gewertz (2007)
cited a student who said, “When [ step out of school, 1 havea
pretty high-tech life. When 1 step in school, I feel like I'm not
me anymore” (p. 25). Trotter {2007} has pointed out that many
schools use digital resources primarily to provide drill and
practice opportunities for students and to keep track of stan-
dardized test scores but that beyond that, digital tools have not
caught on with many teachers and real innovation hasbeen ne-
glected. Studies by the Educational Testing Service concluded
that perhaps young people’s use of technology is only “skin
deep.” Only 52 percent of college and high school students
could correctly judge the objectivity of a Webssite and only 40per-
cent could use multiple terms in a Web search (Trotter 2007).
Finally, and perhaps most important, recent reviews of re-
search and meta-analyses have suggested that across the
board educational technology has yielded very “small” gains
in learning and in student engagement {Viadero, 2007).

Perhaps this shouldn’t surprise us. Several years ago
David Tyack and Larry Cuban (2000) argued that computers,

(continued)
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telecommunication, and emerging digital technologies
would have a significant impact on teaching partly because
they have become so pervasive in other aspects of the lives
of youth and also because they hold the potential of having
important advantages over other educational tools. They,
however, warned that many claims about the effectiveness
of educational technology have been overstated and that
we should not expect an “educational moonshot” through
technology.

So even though use has been sporadic and effects mixed,
today there are many tech-savvy teachers who have fully in-
tegrated technology into their classroom instruction and have
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demonstrated some amazing practices. They know that mul-
timedia presentations are more interesting and effective than
scratching a few words on the chalkboard. They know that a
CD-ROM can enrich students’ understanding of things far
away and in the distant past far better than can printed
words. They know how the Internet can make available re-
sources never before accessible to the average person and
make networking available for intellectual and social pur-
poses. Perhaps most important, the generation preparing for
teaching today (your generation) has grown up with digital
technology and perhaps will be the generation that realizes
technology’s full potential for teaching and student learning.

A View of the Effective Teacher

The concept of effective teaching that has guided the planning and writing of Learning
fo Teach does not include any of the stereotypes embodied in Mr. Chips, Joe Clark, or
Mr. Holland; neither does it include an argument about whether academic competence
is more important than nurturance or vice versa. Effective teaching requires at its base-
line individuals who are academically able, who have command of the subjects they are
required to teach, and who care about the well-being of children and youth. It also
requires individuals who can produce results, mainly those of student academic
achievement and social learning. These characteristics are prerequisites for teaching,
but they are insufficient without five higher-level attributes:

1. Effective teachers have personal qualities that allow them to develop anthentic and
caring human relationships with their students, parents, and colleagues.
2. Effective teachers can create democratic classrooms that model social justice for

children and adolescents.

3. Effective teachers have positive dispositions toward knowledge. They have com-
mand of at least three, broad knowledge bases that deal with subject matter, human
development and learning, and pedagogy. They use this knowledge to guide the
science and art of their teaching practice.

4. Effective teachers command a repertoire of teaching practices known to stimulate
student motivation, to enhance student achievement of basic skills, to develop
higher-level thinking, and to produce self-regulated learners.

S. Effective teachers are personally disposed toward reflection and problem solving.
They consider learning to teach a lifelong process, and they can diagnose situations
and adapt and use their professional knowledge appropriately to enhance student
learning and to improve schools.

These attributes of effective teachers are illustrated in Figure 1.6.

In Learning to Teach, these attributes of an effective teacher are crucial themes and
have been woven into each of the chapters in the book. The word #heme is used here as
it is used to describe a theme song in a Broadway musical—a song that recurs often
throughout the production and becomes associated with the main ideas and characters
in the play. Readers will find the themes summarized below referred to again and again

throughout the book.
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Personal Qualities for Developing Authentic Relationships

For many years, people believed that a teacher’s personal qualities were the most impor-
tant attributes for effective teaching. In general, teachers who were warm and loving were
thought to be more effective than those who were perceived to be cold and aloof. Like most
beliefs, this one had a measure of truth to it. It also left an incomplete picture, because ef-
fective teaching requires much more than being warm and loving toward children.
However, it is very important for teachers to have caring dispositions toward children
and to possess sufficient interpersonal and group skills to establish authentic relation-
ships with their students and their colleagues. They must also have a “passion” for learn-
ing that can be translated into inspiration for their students to learn. Horace Mann said it
a long time ago, “a teacher who is attempting to teach without inspiring the pupil with a
desire to learn is hammering on cold iron.” Similarly, it is from authentic relationships
with colleagues and passion that schoolwide goals are developed and accomplished.

Democratic and Socially Just Classrooms

Classrooms are mirrors of the larger society. Students learn about people different from
themselves and about equity and fairness in their classrooms at a young age. These
lessons stay with them into adulthood. To be effective, tomorrow’s teachers must be
able to create classroom learning communities that are democratic and socially just and
where high expectations are held for all students. As will be described in later chapters,
too often teachers do not hold high expectations for all students. Instead, they have per-
ceptions that some students, mainly those from non-mainstream cultures, are less ca-
pable of learning. As a result of these faulty perceptions and expectations, students’
opportunities to learn are severely restricted. It is critical for the cycle of failure built
into our educational system to come to an end in the twenty-first century.

Establishing authentic re-
lationships with students
is a prerequisite to every-
thing eise in teaching

Effective teaching requires
abilities to create democ-
ratic and socially just
classrooms.
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There are several domains
of knowledge that inform
teaching, some of which
stem from research and
others from the experiences
of practicing teachers.

Evidence-based practices
are teaching practices in
which evidence from re-
search has shown them to
be effective in producing
student learning.

Knowledge Base to Guide the Art of Practice

Effective teachers have control over a knowledge base that guides what they do as
teachers, both in and out of the classroom. In fact, professionals by definition have con-
trol over information (the knowledge base) that allows them to deal with certain mat-
ters more insightfully and more effectively than the average person. At the same time,
no professionals, including doctors, engineers, and lawyers, have a complete knowl-
edge base from which to find answers to every question or problem. Not every prob-
lem can be solved by the use of best practice—patients die, design ideas fail, and legal
cases are lost. The same is true in teaching. Despite the use of best practice, some stu-
dents do not learn and others drop out of school.

[tis important for those learning to teach to understand what is meant by the knowl-
edge bases for teaching and to understand the strengths and limitations of the scientific
research that informs the current knowledge bases for teachers. It is also important to
point out that, though the knowledge bases for teaching are still young and not yet
complete, in contrast to the fragmentary and inconsistent knowledge bases of two or
three decades ago, the situation today is vastly improved.

Three questions about the knowledge base for teaching are important to consider:
(1) What does it mean to have a knowledge base about teaching, and what domains of
knowledge are most relevant? (2) How do teachers access and use knowledge?
(3) What are the limits of current knowledge on teaching and learning?

Nature and Domains of Knowledge. Scientific knowledge is essentially knowledge
about relationships between variables. In the social sciences or applied fields (such as
education), this means that knowledge exists about how one variable is related to an-
other and, in some instances, how one set of variables under certain conditions affects
others. In education, the variables that have been most studied, and those most relevant
to learning to teach, are those associated with student learning and with how student
learning is affected by teacher behavior. John Bransford, Linda Darling-Hammond, and
Pamela LePage organized the knowledge, skills, and dispositions that are important for
all teachers into three general domains:

1. Knowledge of learners and their development in social context. This includes what is
known about learning and human development in general and more specifically
language development over a lifetime.

Conceptions of subject matter and curriculum goals. This includes understanding of

the subject matter and skills to be taught and how these relate to the school’s cur-

riculum and social purposes of education.

3. Anunderstanding of teaching in relation to content and the learners to be taught.
This includes pedagogy related to particular content areas, the role of assessment,
and classroom management in diverse classrooms (adapted from Bransford,
Darling-Hammonds & LePage, 2005, p. 10).

N

Figure 1.7 highlights these three domains of knowledge. Learning to Teach synthesizes
and describes the enormous body of knowledge that has been created in the past forty
vears and informs our understanding of how students learn; the factors that motivate
learning; how leadership can be provided to manage complex instructional settings;
and, specifically, the links that have been found between teacher expectations and be-
haviors and student achievement. It also describes and summarizes “evidence-based”
programs and practices that are available today. These are programs and practices that
research evidence has shown to be effective in producing high levels of student achieve-
ment. At one time what we knew about relationships and evidence-based practices was






