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Our Mission: Empowerment
Welcome to the beginning of your studies toward becoming a teacher. In your 
pursuit of this goal you will fi nd that teaching is a dynamic and complex profes-
sion. Th erefore, this book has been written not only with the intention of telling 
you about education but also as a way to empower you as a professional educator 
and instructional leader. To do this, we must draw out your thinking rather than 
simply expecting you to read a book and assimilate what it has to say. We will have 
to engage your creative and critical thinking and demonstrate that solving prob-
lems in education—whether in the classroom or throughout the profession—is 
among the responsibilities of a teacher. As you assume this responsibility, you will 
empower the colleagues and students with whom you work. Perhaps a brief story 
will help to explain just what I mean.

A Personal Story
When I was in seventh and eighth grades, one of my teachers was in her fi rst and 
second year of teaching. I have to admit that we gave her a pretty rough time dur-
ing that fi rst year. It was not malicious by any means, but my classmates and I 
were perhaps a bit more rambunctious than a fi rst-year teacher was ready to face. 
No doubt she oft en said to herself, “Th ey didn’t tell me about this in college!”

On one of the last days in her class during my eighth-grade year I was in my 
typical seat—last row, last column, over by the window—as Miss Agostino was 
returning term papers. She commented that if we wanted to read a very well-
written paper, one that was mechanically sound, we should read Vicki’s. Th at 
sounded familiar. But she went on to say that if we wanted to read “a really inter-
esting paper, a paper that had something to say,” we should read . . . Eddie’s. Th ere 
was an audible gasp in the room, most audible being mine. At that moment the 
paper arrived at my desk. Th ere was a large A emblazoned on the cover page. My 
classmates turned and looked at me in disbelief as I stared at the graded paper. In 
my mind’s eye I can still see that page.

I was not a terrible student but certainly not an outstanding one. As far as I 
was concerned, school was simply the place where kids had to be during the day. 
A major part of my ambivalence toward school was that I disliked writing papers 
that were returned to me with only a grade and no response from the teacher 
other than the marking of grammar and punctuation errors. Th is time, and it was 
the fi rst time that I can recall, a teacher had valued my thinking.

It would be diffi  cult to express how much of an eff ect that one act has had on 
my life. No, it’s not the reason that I became a teacher, but when Miss Agostino 
recognized the ideas in that paper she empowered me as a thinker. What I had to 
say had merit. I oft en refer to that event when telling preservice teachers that they 
need to empower the children (of any age) in their classrooms. A sure way to 
foster student thinking is to fi nd merit in their ideas. Finding that merit, however 
obscure it may be, is what makes a teacher a professional.

Preface
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Miss Agostino never knew that on the last day of her second year of teaching 
she had touched someone for a lifetime. Unfortunately, that’s part of the territory 
that goes along with teaching. What is important is understanding that you are at 
the threshold of preparing to have the same eff ect on some child. Someone is 
waiting to be empowered by you. Th at’s pretty exciting, isn’t it? It certainly is, and 
we want to help!

Teacher Empowerment and You: 
Becoming a Professional
You will likely discuss “teacher empowerment” during your teacher education 
program. Th is refers to bringing the considerable talents of teachers to discussions 
and decision making across all levels of organized education. We believe that the 
future of education depends upon teachers rising to a new level of professionalism 
and expanding their infl uence beyond the confi nes of the classroom. We want you 
to understand that education needs your insight and your expertise in all facets of 
providing an education to children and young people. We want you to become an 
instructional leader whose talents are brought to bear in the classroom, in the 
conference room, with curriculum committees, with community committees, and 
as a key player—an acknowledged expert—in the functioning of school.

A career in education is a vibrant endeavor that will continue to evolve in 
response to the challenges of the new millennium. Educational reform on the 
national, state, district, and building levels is an ongoing concern. What are 
the lessons that should be remembered as new schools are established or old 
schools changed? What mistakes have been made that we don’t want to perpetu-
ate? What eff orts have failed but perhaps could succeed with appropriate correc-
tion? Th e funding of education, equitable educational opportunities for all chil-
dren, and fi nding the best instructional practices are just a few of the challenges 
that educators will face in the years to come.

We urge you to be an active participant as a creative problem solver: an edu-
cational leader. We want you to see yourself as part of what energizes education. 
See yourself as becoming a teacher and an instructional leader among educators. 
A new century is upon us, and the frontiers are even more fantastic than those 
faced hundreds of years ago by the Native Americans, the Pilgrims, the immi-
grants, the burgeoning populace of a new nation. Use this book as your think-
book, rather than just as a textbook, for writing the new story of education.

How Do We Accomplish Our Mission?
Four themes have been woven throughout this textbook: (1) establishing a founda-
tion of knowledge about education; (2) developing your creative thinking; 
(3) developing your critical thinking; and, as you just read, (4) empowering you 
as a professional educator. Our intention is to provide you with many opportuni-
ties to address each of these areas. To accomplish this, numerous features are 
provided throughout the book. Th ese are designed to encourage open-ended con-
sideration of the topic. Rarely is there a request for one specifi c answer; instead, 
you are off ered the chance to explore ideas in the directions that your own interests 
will take you. Reading through the following sections will give you an idea of what 
School: An Introduction to Education off ers to students and instructors.
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Special Interactive Features 
and Student Learning Aids
School: An Introduction to Education includes a wide range of features and aids to 
help make your study of education more informative, engaging, and relevant. You 
will fi nd opportunities to consider your own opinions on important topics as well 
as to seek out the opinions of teachers and decision makers in contemporary 
education. Some of the special interactive features include:

• Ice Breakers—Before each chapter narrative begins you will fi nd a 
feature we call Ice Breakers. We gave them this name because they are 
intended to help overcome that “about-to-read-a-chapter” inertia. In 
some cases you will be asked to provide information that helps to 
clarify your perspective before reading the chapter. In other cases 
you will fi nd questions that help put faces to the names of famous 
fi gures in education, help you fi nd a focus for your own philosophi-
cal perspectives, or demonstrate how much money is at stake when 
we talk about public education.

• New! TeachSource Video Cases—Th is new feature directs you to a 
set of award-winning videos allowing you to “step into the class-
room” as you consider the current discussion. Each video case pro-
vides you with a brief explanation of what to expect in the video fol-
lowed by several questions to consider aft er watching the case. In all 
cases, TeachSource Video Cases provide you with an opportunity to 
hear from real educators who are doing the work that you are pre-
paring to do.

• Unique! Case Studies in Education—At the end of each chapter 
and each unit you will fi nd two specialized sets of activities. Each 
provides a conceptual strand that is maintained throughout the 
book. One strand, Case Studies in Education, will exercise your 
critical thinking through a look at education from the context of 
an individual student. You begin by selecting a student from the 
six brief biographies in Appendix A: Case Studies in Education. 
Th e cases are composites based on actual children and were pre-
pared by classroom teachers from around the country. If you fol-
low along with this strand, you will gather more and more infor-
mation about that student with each chapter along with questions 
to consider based on the content of the chapter. By the end of the 
term, you will have compiled a case study dossier about the child 
refl ecting personal likes and dislikes, family background, standard-
ized test scores, classroom achievement, goals and aspirations, and 
many other perspectives. It is an exercise intended to introduce 
you to the depth of those people who will one day be your stu-
dents. You will also fi nd that this exercise helps you to explore 
your own feelings about the issues that arise.

•· Unique! Designing the School of the Future—Th e other strand, 
Designing the School of the Future, focuses on the larger institution of 
education. Here you will fi nd opportunities to foster your creative 
thinking abilities while considering education as you have known it 
and then “designing” a school for the new millennium. Either work-
ing alone or within a group, you will consider each section of the text 
and think of it in terms of an organized system of education. When 
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you are fi nished, you should have a much deeper understanding of 
this grand enterprise we call . . . school. And some good news for 
your professor is that neither of these two unique activities depend 
on following the chapter sequence in order. Each chapter’s activities 
stand alone.

• Activities—Th roughout the chapters are various types of activities 
that allow you to consider a topic more deeply, more broadly (by 
fi nding more information to consider), or both. Field Observation ac-
tivities provide ideas for rich and meaningful fi eld experiences re-
lated to key chapter concepts, and Go Online! activities suggest Inter-
net explorations that will give you a deeper understanding of the 
material.

• Teacher Testimonials—Th ese essays are written by real teachers and 
administrators and off er practical explanations, strategies, and advice 
about a broad range of issues in education. Th e essays refl ect every-
thing from the student teaching experience to what happens when 
you close the door to the classroom. Th ey are candid fi rsthand per-
spectives from professional practitioners.

• In Th eir Own Words—Chapters 8, 9, 10, and 14 provide original 
source passages that you might otherwise only hear about. Chief Jus-
tice Earl Warren’s Supreme Court opinion regarding desegregation is 
among the off erings, as is an excerpt from Aristotle’s work Politics, in 
which he discusses the curriculum necessary to develop the capacity 
for “correct thinking” in students. Th ese features give students the 
opportunity to learn from some of the most infl uential and promi-
nent fi gures in the fi eld of education.

Other learning aids include:

• Your Chapter Study Guide—Each chapter begins with a preview list 
of key points that you can expect to encounter, followed by a list of 
the activities and video supplements (available online) that will show 
up, and then a few questions to keep in mind as you read.

• Key Terms—Th roughout each chapter you will see key terms high-
lighted in the narrative and listed in the margins along with defi ni-
tions. Th e terms identifi ed in the chapter are listed again for you at 
the conclusion of the chapter and in the glossary (so you don’t have 
to remember which chapter a term was in when trying to fi nd it 
again).

• Key Points—Following each chapter is a listing of the key points dis-
cussed in the chapter, to help you refl ect upon what you have 
learned.

• Praxis Practice—Following each chapter is an invitation to visit the 
Unit Workshop, where you will fi nd multiple-choice questions relat-
ing to each chapter. Th ese questions will give you practice for the 
type of test items that will show up on the teacher certifi cation exams 
such as the PRAXIS series (see Unit Workshop below).

• Unit Workshop—At the conclusion of each cluster of chapters is a 
Unit Workshop that provides a Quick Check Quiz in the form of a 
series of multiple-choice questions (keyed by page number to the 
text) for the topics that have been presented in each chapter of the 
unit. An answer key appears in Appendix E. Th ese questions will 
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provide you with practice for the PRAXIS series or other teacher cer-
tifi cation examination. Note to instructors: Th ese questions also appear 
as the fi rst ten questions for each chapter in the Instructor’s Manual. 
Th e Unit Workshop also includes unit-oriented exercises for continu-
ing with the Case Studies in Education and Designing the School of the 
Future activities.

Unique Content Coverage
In any discipline an introductory textbook must cover a wide range of topics. 
Such is true of School: An Introduction to Education, though in this book you will 
fi nd some unique examples of content coverage. For instance:

• Student Diversity—Two chapters are devoted to this topic. Chapter 
3, Student Diversity, addresses the topic with regard to facets of di-
versity such as culture, ethnicity, gender, learning and sensory chal-
lenges, and physical impairments. Th ese are all things that “happen” 
to children—they are neither selected nor imposed. Chapter 12, So-
cial Issues Aff ecting Students and Schools, addresses facets of diversity 
that one might say are “imposed” on children—things such as socio-
economic issues, family structures, abuse, and neglect. Diversity is a 
broad topic, and this textbook attempts to provide you with more 
depth than a single chapter could have off ered.

• Curriculum—Th e educational curriculum is another topic that en-
compasses many concerns and issues. School: An Introduction to Edu-
cation provides two chapters on this subject so that you can become 
knowledgeable about this foundational aspect of the educational sys-
tem. Chapter 5, Understanding Curriculum, addresses the diff erent 
types of curricula and perspectives on each. Chapter 6, Contempo-
rary Curricula: Infl uences and Standards, focuses on the roles played 
by diff erent constituencies in the determination of what curriculum 
will be off ered and looks at the world of academic standards by 
subject area.

• Assessment and Classroom Management—Chapter 7, Pragmatics: 
Assessment and Classroom Management, provides a unique introduc-
tory look at these two key facets of the work of classroom teachers. 
We refer to them together as “pragmatics” because they represent 
practical, non-instructional tasks that teachers perform. An explana-
tion of teaching is not complete without considering these topics in 
detail.

• Th e History of Education—Much of what happens in school today 
has its roots in schools and perspectives of schooling from literally 
thousands of years ago. Without overwhelming you, Chapter 8, His-
tory of American Education, begins with the ancient Greeks and 
brings you up to the current condition of education. Th e emphasis of 
this chapter is on providing you with a solid foundation concerning 
the history of the profession you are considering.

• Educational Reform—Reforming education has been a topic for as 
long as people have sought to establish formal educational systems. 
Chapter 13, Reform Eff orts and the Professional Educator, empowers 
you as a participant in reform rather than being a target of reform. 
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Th is full-length chapter discusses perspectives, infl uences, and pre-
sents a means for assessing reform and intervention programs.

What’s New in This Edition?
Th e second edition of School: An Introduction to Education represents a com-
pletely current picture of education, those who make education a career, and the 
constituencies served by the educational system. Some highlights of new cover-
age and features include:

• New Research—Th roughout the text topics have been updated with 
current research in education.

• New TeachSource Video Cases—Th is extensive library of teachers in 
action has been added to the textbook program and fully integrated 
throughout the textbook.

• Updated Statistics—Statistics in each chapter have been revised to 
refl ect the most current information at the time of printing.

• Updated Case Law—Based upon reviewer response, more landmark 
cases have been added to Chapter 10, Ethics in Education and Mat-
ters of Law.

• New Technologies—Chapter 14, Technology, Innovations, and the 
Future, has been expanded and updated to discuss more of the elec-
tronic technologies that students may encounter in the contemporary 
classroom.

Teaching and Learning Supplements
School: An Introduction to Education off ers many ancillary materials that can sup-
port and enhance the text and an instructor’s presentation of the course. From 
planning to presentation to testing, materials are available to provide students with 
an engaging and relevant exposure to the broad scope of topics in education.

• Th e Student Premium Website off ers you access to a wealth of 
resources, including the TeachSource Video Cases. Th ese are 
4- to 6-minute video and audio modules presenting actual classroom 
scenarios, supported by viewing questions, teacher interviews, arti-
facts, and bonus videos, all of which allow you to realistically and 
thoroughly analyze the problems and opportunities in the case. Th e 
Video Cases let you experience the complexity of true classroom di-
lemmas that teachers face every day. Other study tools and resources 
on the student website include: links to related sites for each chapter 
of the text, tutorial quizzes, glossary fl ash cards, links to state certifi -
cation requirements and state standards for specifi c teaching areas, a 
portfolio-building tutorial, and additional website activities. Go to 
www.cengage.com/login to register your access code.

• Instructor’s Manual and Test Bank—Th is volume includes: chapter-
sequencing suggestions (see description below); outlines of each chap-
ter followed by discussion notes for each major heading; references 
for using the activities and TeachSource Video Case features; a test 
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bank for each chapter (30 multiple-choice items with an answer key 
and page references, fi ve short answer questions, and two or three 
 essay questions with scoring guides); Appendix A—Case Studies in 
Education; and Appendix B—Designing the School of the Future.

• Unique! Chapter-Sequencing Suggestions—We understand that dif-
ferent instructors take diff erent approaches to the teaching of a 
course such as introduction/foundations of education. A unique fea-
ture in the Instructor’s Manual is a chart listing six diff erent ap-
proaches and the sequencing of chapters for each: Survey of Educa-
tion, Foundations of Education, Working in the Classroom, Th e 
Student, Th e Teacher as Innovator, and School as a Social Institution. 
For each approach there is a listing of the chapter sequence, a discus-
sion of the rationale for the approach, and suggestions for clustering 
of chapters for examinations.

• PowerPoint® Slides—Over 600 PowerPoint slides with embedded 
opinion questions accompany School: An Introduction to Education. 
Instructors will fi nd at least one slide for virtually every heading and 
subheading in the textbook. Instructors can select, rearrange, and 
customize slides for particular needs.

• Premium Website (Instructors)—Th e instructor’s area of the pre-
mium website off ers access to password-protected resources such as 
an electronic version of the Instructor’s Manual, chapter-sequencing 
suggestions, and PowerPoint slides.

• PowerLecture with ExamView® and JoinIntm—Th is one-stop digital 
library and presentation tool includes preassembled PowerPoint lec-
ture slides. In addition to a full Instructor’s Manual and test bank, 
this PowerLecture also includes ExamView testing soft ware with all 
the test items from the printed test bank in electronic format, en-
abling you to create customized tests in print or online; JoinIn Stu-
dent Response System, off ering instant assessment and better student 
results; and all of your media resources in one place, including an 
image library with graphics from the book itself, and the Teach-
Source Video Cases.

• WebTutor Toolbox for Blackboard and WebCT—Jump-start 
your course with customizable, rich, text-specifi c content with-
 in your course-management system. Robust communication 
tools—such as course calendar, asynchronous discussion, real-time 
chat, a whiteboard, and an integrated e-mail system—make it easy 
for your students to stay connected to the course.

With all that School: An Introduction to Education off ers, we hope that you 
will accept this book as your formal invitation to become a professional educator. 
If so, empowerment as an instructional leader begins with you right now. So, let’s 
get started!

Edward S. Ebert II
Professor of Education

Coker College
eebert@coker.edu
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Preface to Unit I

The Profession

The four chapters of Unit I discuss the teaching 
profession in terms of the personal, and 
interpersonal, aspects of teaching. Taken 

together, these four chapters will help you to 
consider your “fi t” with this dynamic and demanding 
profession:

Chapter 1, The Teacher, addresses characteristics 
and competencies of those who would teach other 
people’s children. It discusses fi nding your personal 
philosophy and describes the various groups of 
people with whom teachers must communicate. 
Students are just one of those groups!

Chapter 2, The Strategic Nature of Teaching, 
demonstrates that there are many dimensions 
to what ultimately comes across to a classroom 
of students as a “lesson.” A strategy and a plan 
incorporate all a teacher knows about instruction.

Chapter 3, Student Diversity, looks at the complex 
nature of your future students. Before even getting 
to the topic of subject matter, teachers must 
understand that their students differ from one 
another in many ways and for many reasons. In 
particular, this chapter examines elements of 
diversity in which children have no choice, such 
as ethnicity, cognitive abilities, and physical 
challenges. (Chapter 12 addresses social issues 
that relate to diversity.) You may gain a greater 
appreciation for teachers as “psychologists” by the 
time you fi nish studying this chapter.

Chapter 4, Becoming a Teacher, introduces you not 
only to the general process of becoming a teacher, 
but also to the world of continuing education and 
professional development that is expected of 
teachers. 

1
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1

Your Chapter Study Guide
• Conceptualize Here are the major themes you 

will encounter in this chapter:

1. Teaching can be conceptualized as both an art 
and a science.

2. Teachers understand that there is a purpose to 
what they do.

3. Teachers have skills in both the static content 
and the dynamic content of teaching.

4. Teachers communicate with students, parents, 
colleagues, administrators, and the community.

5. Professional development is part of a teacher’s 
commitment to lifelong learning.

• Preview Read the chapter headings; look at any fi g-
ures, tables, and activities; and read through the items 
in the conclusion.

Activity 1.1: Why Teach?

Activity 1.2:  Field Observation Activity—A Philosophy 
of Teaching

Activity 1.3: Examining Attitudes and Styles

Activity 1.4: Go Online! Coursework and the Teacher

TeachSource Video Case 1.1: Communicating with 
Parents: Tips and Strategies for Future Teachers

TeachSource Video Case 1.2: Teaching as a Profession: 
Collaboration with Colleagues

• Read Now read through the chapter. Mark or high-
light information that you consider to be especially 
important or about which you have a question.

• Refl ect Refl ect on these questions as you read:

1. What is your philosophy of teaching?
2. How would you explain the difference between 

static and dynamic content?
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3

The Teacher

Ice Breakers

I Want to Be a Teacher Like…
Take a moment to think about the person or persons you would like to 
emulate as a teacher. Perhaps a particular teacher left a signifi cant im-
pression on you. Or perhaps several people together represent “the best” 
of what it means to you to be a teacher. Whether you describe one person 
or build a composite is up to you. We’ve provided examples of descriptors 
to help you get going.

Describe your best teacher with regard to each of these attributes:

Attitude  (likes to laugh / all business / really interested in learning / 
maintains a professional distance): 

Teaching Ability   (expects students to do the learning / could explain 
any topic clearly / could make any topic interesting / very organized and 
methodical): 

Appearance   (kind of looked like a student—related to who I was / very 
prim and proper / always dressed very well / didn’t seem to emphasize 
appearance): 
 
 
Wisdom   (had a thorough knowledge of the topic and kept all discussions 
on that level / I could ask about anything, had a wide range of knowledge / 
had a deep understanding of what I was going through and how to deal with 
things): 
 
 
The Intangibles   (made me feel good about myself / never seemed fl us-
tered, never seemed like she had a bad day / everyone had worth / earning 
her trust was important to me): 
 
 

The attitudes we form about people, places, and events can stay with us 
all of our lives. By the time you fi nished reading the title for this Ice Breaker, 
you had probably already recalled the teacher you want to emulate, or at least 
started to put together a list of the several people that you would consider.
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Introduction
Refl ect for a moment on some of your classroom experiences. What did a teacher 
have to know for you to feel that she was competent? Perhaps at the time you did 
not think in terms of “competence,” so you could also ask yourself: What made a 
teacher a good teacher? For example, it was probably important that she “knew 
her stuff ,” right? Maybe it was important to you that the teacher could explain 
things clearly or that she showed enthusiasm for the topic. Some students will say 
that the best teachers were the ones who were hard on them, while others contend 
it was the teachers who gave them those few extra points “for eff ort” when they 
needed them. Whatever your perspective, obviously a teacher had to be profi cient 
in a number of diff erent aspects to strike you as being “good.” Research 
(Fermanich, 2002; Flippo, 2001; Pitcher, 2003) makes the same point, suggesting 
an important link between teacher quality and the academic success of students.

Th is chapter considers three topics that help defi ne the teacher: reasons for 
teaching, teaching as both an art and a science, and pedagogical competencies. As 
you may suspect, there is much more to being a teacher than just handing out 
worksheets and reading from a teacher’s edition of the textbook. Th e three cate-
gories discussed in this chapter embrace philosophy, psychology, and knowledge 
of subject matter. All of these interact in an infi nite number of ways to yield the 
diversity of teaching styles that you have experienced in your own education. Did 
you realize that teachers were so complex? Th ey are, and that complexity begins 
with the reasons people become teachers.

You, the Teacher
If you are enrolled in an introductory or a foundations of education course, you 
have likely considered being a teacher for some time. Th is isn’t like taking History 
101 or a required biology class; it is the fi rst step in a program of study that leads 
to certifi cation as a professional. You may not know where, and you certainly 
don’t know who (though students are out there, you can be sure, waiting for the 
day when they will walk into your classroom), but you do know that you might 
like to teach. So, let’s consider the reasons people teach.

Professors in education programs oft en hear students say they want to teach 
because they love children. (Indeed, a study by Buckingham in 2007 found that 
more than 90% of interviewees said they “like people.”). Or perhaps their mothers 

Now that you have some descriptors listed, you need to ask yourself 
several important questions:

1. Does this describe the person I am?
2. Does this describe the person I could become?
3. Most important of all, does this describe the person I want to be?

Think carefully about your responses, and return to these questions as 
you work your way through this book. After all, one day another student 
will complete this activity, and it will be you that she is describing! ■

You will always be my teacher.

—Xia Qingfeng, a student 
speaking to his professor 

after graduation

4
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Chapter 1: The Teacher  5

or fathers, or both, are teachers. Maybe they were in-
spired by their second-grade teacher, and thus they 
have always known that teaching is what they wanted 
to do. Well, these are good reasons, valid reasons, but in 
all honesty, they are only good enough to get you past 
the fi rst day or two of fi eld service or the other intern-
ship experiences that you will have as part of your edu-
cation program. If you are truly resolute, reasons such 
as these might even carry you through your student 
teaching semester, but then watch out! Th ese cautions 
are not intended to dissuade you from teaching. Teach-
ing is the right path for many, but let’s be certain it is the 
right path for you.

If you love children, you could work with a day-care 
facility, as an aft er-school tutor, as a counselor, or perhaps at a museum or other 
organization that provides educational experiences for children. In all of these 
instances, you would have the opportunity to interact with young people without 
the demands of a teacher-education program and the stresses and strains of teach-
ing all day, every day.

If your parents, your Aunt Millie, or your brothers and sisters are teachers, 
that might not be the best reason to commit to this career. Because this wonderful 
use of your life will demand everything you have to off er, the decision to teach 
must be your choice, not someone else’s. However, if you want to teach because 
your parents, your Aunt Millie, or your brothers and sisters have convinced you 
that teaching is the most rewarding thing they have ever done, that’s another 
story. Th en you can certainly consider whether teaching off ers the sorts of re-
wards that would interest you. In her study of a group of successful urban teach-
ers, Nieto (2003) found they were committed to teaching, loved their students 
and their subject matter, had hope and faith in their students, collaborated with 
their colleagues, and believed they could infl uence the future. Does that sound 
like the person you are, the teacher you could become? Activity 1.1 provides you 
with an opportunity to consider your reasons for teaching.

Activity 1.1 Why Teach?

What are your own reasons for becoming a teacher? List as many as you can. 
The fi rst few reasons will probably come easily to you; challenge yourself to 

think deeply and consider all of your motives. The categories and questions below 
may help you refl ect, but don’t restrict yourself to these.

Personal reasons: Are there teachers you admire and want to emulate? Do you 
have friends or family who are teachers? Do you fi nd fulfi llment in helping other 
people?

Professional reasons: Do you feel you have a talent for explaining concepts to 
others? Do you see education as fulfi lling a need of the community or society? Do 
you function well within a structure such as that of school?

Social reasons: Are you a “people person”? Do you like the idea of being 
surrounded by people all day? Do you like the idea of being recognized in 
the community for the work you do?

Teachers work with other 
people’s children, which requires 
a deep understanding of the 
teaching profession.
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6  UNIT I: The Profession

Considerable research has been done to identify some of the reasons that 
people become teachers (Rust, 1991; Toch, 1996). It may surprise you to fi nd that 
though “summer vacations” is a familiar one, it is not one of the primary motiva-
tions. Th at’s good to know for several reasons. One, as most teachers will tell you, 
is that summertime is typically spent in a diff erent mode of school preparation. 
Teachers oft en attend summer classes for recertifi cation or advanced degrees, and 
they certainly spend a considerable amount of time planning and preparing for 
the upcoming year. Not only does this include work for their own classroom as-
signment, but it may also involve meetings with other teachers and school admin-
istrators to discuss school-wide plans and programs. Teaching is defi nitely not a 
profession that ends each day when the children go home, or even at the close of 
the school year. Rather, it stays on your mind—challenging you. Over the years, 
we have asked many students why they want to be teachers. Figure 1.1 lists some 
of the typical responses.

Just to be fair, we should mention research that attempts to explain why 
teachers leave the profession (Toch, 1996). For instance, a national survey of 
teachers (Ingersoll, 2002) identifi es fi ve major sources of dissatisfaction: low sala-
ries, lack of support from school administrators, discipline problems, lack of 
student maturation, and lack of infl uence over decision making. Another study 
lists adequate compensation, meaningful mentoring opportunities, high level of 
administrative involvement, satisfactory working conditions, and a sense of au-
tonomy as factors that encourage teachers to remain in the profession (Mihans, 
2008). A study conducted by the Harvard University Graduate School of Educa-
tion’s Project on the Next Generation of Teachers concludes that “[l]ast-minute 
hiring of educators and lack of meaningful support for such hires once in the 
classroom contribute to high rates of educator attrition” (Helgeson, 2003, p. 3). 
Nearly half of beginning teachers leave the profession within 5 years (McCann, 
Johannessen, & Ricca, 2005). Furthermore, teachers who leave the profession 
early tend to be those who were the best candidates for becoming professional 
teachers (Gordon & Maxey, 2000). Th is mobility is partly a result of a labor 

I love working with children.

I want to make a difference in people’s lives.

It’s better than working at a discount store.

My guidance counselor said teachers would always have a job.

Why be a teacher’s aide when I can do the same 
amount of work and make a whole lot more money?

I hear state jobs have good benefits and retirement plans.

I need a less stressful job. (This was from a lawyer choosing 

teaching as a second career. He lasted less than two months.)
You have to teach before you can be a principal.

My guidance counselor said I’d be good at it.

It’s a respectable job.

It seems like a fun thing to do.

I like science.
I like the hours. We get off at 3:00.

It gives me a chance to coach.
I like to write, but I don’t think 
I can make a living doing that.

My mother is a teacher.

Figure 1.1
Some reasons why people teach.
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Chapter 1: The Teacher  7

environment that diff ers considerably from that of 40 years ago. In a study of new 
teachers then and now, Susan Johnson and the Project on the Next Generation of 
Teachers (2006) write:

Until the mid-1960s, teaching was the primary career option for large 
numbers of well-educated women and people of color, for whom other 
professions were formally or informally off  limits. Th at is no longer true. 
Individuals who consider teaching today have many more career options 
than the retiring generations – many of them with much higher salaries 
and better working conditions than teaching. In addition, today’s new 
teachers are encountering unprecedented demands: Th e public now ex-
pects schools to teach all students so that they meet high standards – rich 
and poor, immigrant and native-born, white and minority, special needs 
and mainstream – and to take on new functions beyond the traditional 
scope of schools’ responsibility (pp. 13–14).

Keep in mind that teachers represent the bridge between what the world is 
and what the world will become. In “My Pedagogic Creed,” John Dewey (1897) 
argues that education does not prepare an individual for life, it is life. And he was 
correct. School is where children spend much of their young lives, and it is where 
teachers spend their careers. Th e life experiences of formal education are specifi -
cally intended to prepare the student for the life experiences to come. So the 
teacher’s challenge, every day, is to take the lessons of the past and make them 
relevant in the present and useful in a future yet unknown. Indeed, your ability 
to adjust to ever-changing circumstances and undesirable or unexpected situa-
tions—we call it resilience—is essential if you plan to make teaching your life’s 
work (Bobok, 2002). Do you see yourself enjoying a profession that involves so 
much fl exibility? If so, teaching may certainly be for you!

Pedagogy
Th e term pedagogy refers to the art and science of teaching. In particular, it re-
fers to the teaching of children. However, whether you will be teaching children, 
adolescents (who don’t like to be called children), or adults, some sort of peda-
gogy will underlie all of your eff orts. Th e ability to shape and articulate the com-
ponents of your own pedagogy contributes to your professional standing. Most 
likely, that pedagogy will represent a blend of art and science.

Th e art of teaching is concerned with one’s philosophy, style, and attitude 
toward providing educational experiences for children. Th e science of teaching 
involves an understanding of the psychology behind the task of providing appro-
priate education. Does all of this sound just a bit overwhelming? It might, be-
cause, in fact, it refers to something very personal and very diffi  cult to express.

Perhaps an example would help here. Within a given culture, the practice of 
medicine is based on a core body of knowledge. Th at information is derived 
through the science of medicine. When a patient is treated, “sound medical prac-
tice” is based on that core body of knowledge. Observations and investigations 
that have been made over many years enable a physician to diagnose a particular 
condition based on the symptoms presented.

However, both in diagnosis and in treatment, physicians will be quick to 
tell you that medicine is not an exact science. Working with people to deter-
mine a given ailment is not entirely scientifi c because patients are oft en unable 
to provide a “scientifi c” explanation of their problem or the events that led to 

pedagogy The art 
and science of 
teaching children.
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8  UNIT I: The Profession

it. Also, a physician may instruct a patient to do something as a remedy, yet 
the patient, having no understanding of how or why the remedy should work, 
is less than duly diligent. Evaluating symptoms, monitoring the eff ects of the 
treatment, combining that information with expectations, and reassuring the 
patient about the results are all outside of the strict controls of science. It is at 
this point that another facet of medicine comes into play. Th e interpersonal 
aspect, as you’ve likely learned through your own experiences with physicians, 
is very much an art. Similarly, teaching is a combination of a core body of 
knowledge and the use of interpersonal skills; there is a science to it, and also 
an art.

The Art of Teaching
A common misconception among students of education is that if they pass the 
required courses, everything will work when they enter the classroom. As satisfy-
ing as that would be, the interpersonal element comes into play. Th e students you 
will read about in this book or in any of your other classes are not your future 
students. Th e students you will work with are unique in time and in the environ-
ment in which you actually encounter them. Your teacher education program can 
prepare you for what things will be “like,” but it is only a representation of the 
reality you will experience. You can be prepared, but ultimately you will have to 
observe, assess, and adjust on your own.

Th is does not mean that teachers are “born” to it. Although some people do 
seem to have a knack for teaching, what they really have is a talent for communi-
cating. Who can knock a nice knack like that? Yet, teaching in a school requires 
more than just being a good communicator. It requires being able to teach some 
very specifi c information and skills under some rather specifi c conditions of time, 
place, and available materials.

Th at’s where the art of teaching lies. Individuals must combine content 
knowledge and teaching skills (information that can be learned) with their own 
abilities, characteristics, and personality (qualities that they bring to the task) to 
develop what will ultimately be their own pedagogical style. Th at’s why you have 
never had two teachers who were just alike. It may even be that two of your fa-
vorite teachers were not at all alike. Yet despite their diff erences, their pedagogies 
were equally sound.

Developing the artistry of teaching can be demanding. Students of educa-
tion are well advised to keep journals of their experiences in the classroom and 
to refl ect on what transpires. Th ey also need to be accomplished evaluators of 
their own performance. Rather than simply going to a classroom and “helping” 
a student or two, preservice teachers need to decide in advance what they want 
to do, try it, and refl ect on what happened. Over the course of a teacher educa-
tion program, students should avail themselves of every opportunity to assume 
the role of a teacher and to try various styles, techniques, and strategies as ap-
propriate. Th is is a very personal endeavor, for each individual has to decide 
what feels most comfortable and eff ective. Most important of all is for students 
of education to realize that the art of teaching doesn’t just “happen”; it requires 
thoughtful development and practice (Moore & Whitfi eld, 2008). Bunting 
(2006) recommends that teachers (and we would include prospective teachers) 
spend 10 minutes several times a week or 30 minutes at a time considering ques-
tions such as “Why do I teach?” and “Are my motives fi nding expression in at 
least a part of what I do?”
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Chapter 1: The Teacher  9

The Science of Teaching
Th e science of teaching will be the focus of your teacher education program. 
Th ough your professors will foster your personal style, the formal emphasis will 
be on the science, and there is a lot of science to know.

Feature 
1.1

T E A C H E R  T E S T I M O N I A L

A Student Teacher’s Experience

As I began my student teaching experience, I recall 
feeling a combination of emotions. I was eager and 

apprehensive. I had positive expectations both for myself 
and for “my” students. I had studied the stage theories of 
development, cognitive learning theories and styles, de-
vising and using objectives, and assessment strategies. I 
had received training in all of the elementary content ar-
eas: mathematics, reading, science, and social studies. I 
felt well prepared, yet I was still troubled. The learning 
needs of these children were real, and their success (or 
failure) would depend on my competence as a teacher!

With limited responsibilities and a supervising teacher 
in the classroom, the fi rst few weeks went mostly as ex-
pected. In fact, I had become weary of simply observing 
and occasionally teaching a lesson monitored by the co-
operating teacher. I was impatient to begin making my 
own impact on instruction and the success of these 
students.

It was during the second phase of the student teach-
ing experience, when I started taking on responsibility for 
more and more of the entire day, that the problems arose. 
The classroom behavior of these students had never been 
good, but now it was getting steadily worse. I found that 
my fourth graders were largely uninterested in the subject 
matter and were much more interested in their social 
concerns than in their academic success. Incidents of 
misbehavior in class began occupying much of my time. 
From the perspective of my personal history and environ-
ment, I believed that students should be able to develop 
self-control on their own accord. I tended to ignore mis-
behavior as much as possible, hoping that it would go 
away. I anticipated that, as the students learned that I 
truly believed in them and was competent in the elemen-
tary curriculum, their conduct would improve and we 
would begin to make progress. Yes, this was naive.

I began to question my competence as a teacher, and 
it began to show. My supervising professor noticed my 

frustration, continually expressed his confi dence in me, 
and encouraged me to take a proactive stance. Together, 
we devised a plan. Previously, I had been primarily con-
fi ned to the front of the room as if onstage. My fi rst step 
was to begin “working the crowd.” I became more mobile 
within the room and would use proximity to a student as 
a technique for preventing the student’s impulse to be 
disruptive. Next, we worked on building a classroom 
structure. In addition to general rules that spelled out 
overall expectations for good work and good behavior, we 
established specifi c routines and procedures such as 
handing in papers, getting into small groups, and lining up 
quietly. Finally, I worked on staying calm and staying 
strong.

I learned that classroom management must come 
before instruction for learning to be effective. I became 
more consistent in addressing off-task behavior. I found 
that the “look,” together with a fi rm chin and a wrinkled 
brow, was more effective at correcting disruptive behavior 
than verbally nagging students.

At the end of the semester I realized that I had 
“turned the corner” and would indeed be successful. In 
fact, I was excited to learn that the district would be hiring 
me immediately. I was to replace my cooperating teacher 
for the spring semester, as she was transferring to another 
position within the district. I would have the same class 
for another semester! Actually, what I was to have was an 
opportunity to fi nish the work that I had started with this 
challenging class. I can honestly say that I was anxious for 
the opportunity. As it turned out, the students’ perfor-
mance on the district’s standardized tests in the spring 
was satisfactory, but what was rewarding for me was that 
I had succeeded in stimulating their desire to learn.

Joe Waddilove still teaches at that same elementary 
school, L. W. Conder. In 2003, he became certifi ed by the 
National Board for Professional Teaching Standards.  •
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10  UNIT I: The Profession

Education undergoes continuing research, analysis, reform, interven-
tion, and evaluation. Aside from decisions about the content to be taught, 
there is extensive literature about topics such as the sociology of teaching, 
psychology (of the learner, of the group, of being evaluated, of being re-
tained, and so on), and the philosophy underlying why we have public 
schools, as well as the economics and cost effi  ciency of educational institu-
tions. You are not entering a profession that lacks formal, empirical re-
search. Th ough you may not have come to grips with all of these areas of 
concern (at least not yet), you should know and understand many of the 
currently accepted professional philosophies about educating other peo-
ple’s children. As you continue your studies, you will fi nd that few of your 
friends in other majors will have the breadth of understanding that you 
will develop along the way to becoming a teacher.

When it comes to education, the stakes are higher because a certifi ed 
teacher is given the responsibility for teaching other people’s children. 
Simply knowing the information, the science of teaching, is not enough. 
Th e National Board for Professional Teaching Standards (2008) proposes 
fi ve standards for accomplished teachers:

 1. Teachers are committed to students and learning.
 2. Teachers know the subjects they teach and how to teach those sub-

jects to students.
 3. Teachers are responsible for managing and monitoring student 

learning.
 4. Teachers think systematically about their practice and learn from 

experience.
 5. Teachers are members of learning communities.

Notice that items 2, 3, and 4 address the particular knowledge and skills that 
teachers should possess. However, the standards also speak to commitment, re-
fl ection, learning from experience, and membership in learning communities. 
Th at’s where the understanding part comes in.

Pedagogical Competencies
To help you consider and develop your own pedagogical style, this section exam-
ines pedagogical competencies in terms of four components: purpose, content, 
communication, and professional development (Table 1.1). Th is does not repre-
sent the only way of approaching your personal pedagogical style, but at this stage 
in your progress toward becoming a teacher, we believe it will be useful.

Since there are many levels of teaching and many subjects that can be taught, 
each of these four categories can be applied in diff erent ways to diff erent people 
with diff erent educational responsibilities. Purpose, for example, is concerned 
with three topics: an individual’s personal philosophy of education, the attitude 
that is brought to the task, and the particular style of interaction with students. 
Content, particularly for the elementary school teacher, involves a broad range 
of knowledge. For secondary teachers, content is more narrowly defi ned but 
requires considerably greater depth. Communication skills addresses the four 
main constituencies (students, parents, colleagues, and community members) 
with whom a teacher is involved. And fi nally, there is an area that you may not 
have thought about much: professional development. In this regard, you will 

If you look closely at this photograph, 
you will see examples of both the art 
and the science of teaching that help 
to provide students with quality 
educational experiences.

constituencies Those 
groups of people to 
whom educators are 
responsible. They in-
clude students, par-
ents, the community 
in general, the school 
administration, and 
their colleagues.
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Chapter 1: The Teacher  11

fi nd that teachers are themselves learners, mentors to other teachers, and front-
line researchers in their discipline.

Purpose
Th e fi rst of the four pedagogical competencies that we consider here is purpose. Th e 
question is not why people become teachers, but rather what you expect to accom-
plish by teaching. Th ough this question has philosophical undertones, it also in-
cludes a personal consideration of your attitude toward working in the classroom 
and the particular style that you will use in your interaction with students.

Philosophy
Chapter 9 discusses various philosophies of education, and you may fi nd one 
there that fi ts with your own thinking. Or perhaps you already have your own 
philosophy of what education is all about, and you can integrate that into your 
personal expression of the art of teaching. However, Chapter 9 focuses on what 
society wishes to accomplish through a formal system of education. Our concern 
here is with your personal perspective.

Begin by asking yourself what you want to accomplish as an educator. For 
instance, love of children is not a philosophy of education. As indicated earlier, 
you could pursue many diff erent occupations simply because you love being 
around children. What is it that you hope to accomplish as a teacher?

Some people have a philosophy that children possess an innate sense of curi-
osity and wonder and thus feel that a teacher should encourage children to pursue 
those inquiries. Such people see themselves as channeling human energy for per-
sonally and socially productive purposes. Others might focus on society and its 
future, believing that societies need citizens who share a common set of values 

Table 1.1 The Four Pedagogical Competencies

Purpose Purpose refers to the philosophy, attitude, and style that 
a person brings to the task of teaching.

Content Static content is the curriculum that teachers are respon-
sible for teaching. It is static because it does not change 
from day to day with the mood of the students or 
events in the school environment.

Dynamic content is the knowledge and skills about 
teaching that a teacher uses to do the teaching. This can 
change at any time based on what is happening in the 
immediate environment. A teacher must know how to 
monitor and adjust throughout the day, as well as know 
the procedure for presenting a lesson.

Communication 
skills

Teachers must be prepared to communicate effectively 
with four very different audiences: students, colleagues, 
parents, and the community at large.

Professional 
development

Teachers are lifelong learners. They do additional course-
work in their discipline, take classes in other areas of in-
terest, mentor new teachers, and take part in research 
activities.
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12  UNIT I: The Profession

Activity 1.2 Philosophy of Teaching

At this early point in your teacher education program, what is your philosophy 
of teaching?

 1. Write a statement of your philosophy of education addressing the following 
questions: Why should there be formal systems of education? What should 
they accomplish? What is your place within that system?

 2. Now talk to several of your classmates. In addition to the fi rst two questions 
in item 1, ask them what they think a teacher’s responsibility is within formal 
education. (Note: When conducting interviews such as this, do not be judg-
mental about a person’s response. You’ve asked for an opinion, so don’t chal-
lenge it once it’s given.)

 3. Interview one or two teachers as you did with your classmates in item 2. 
Speak with teachers in grades PreK–12, if possible. If you don’t have access to 
classroom teachers, ask one or two of your professors these same questions.

 4. Compare your original philosophy statement with what you have found from 
your friends and teachers. How do their perspectives relate to your own? If 
you want to rewrite your philosophy statement at this time, do so. If not, 
explain how the additional information you’ve obtained has supported 
your original statement.

F I E L D  O B S E R V A T I O N

and who see the world in a coherent, and even evolving, way. People must speak 
the same language to interact in ways that promote the health and well-being of 
the society at large. Th ey teach so that these goals might be realized.

You’ve likely heard the phrase “children are our most valuable resource.” 
From a personal perspective, some might see teaching as a way of protecting their 
own interests. Th at is, it is possible that the six-year-old in your fi rst-grade class 
will become president of the United States while you are enjoying your retirement 
years. Teach that child well! On a more altruistic level, some might want to be 
part of the eff orts to bring out the best in all people and help children build 
worthwhile lives.

Th ese certainly sound like loft y aims. Some sort of philosophy, a perspective 
that gives meaning to human enterprise, underlies virtually all of them. Practi-
cally speaking, an articulated philosophy is the foundation on which an individ-
ual’s life work can be built. So challenge yourself to express your own philosophy 
of education. In an interview (Sikorski, 2004), James H. Korn, a noted and re-
spected educator, asserts, “Every teacher has a philosophy, but getting it out 
where you can see it and show it to others helps you to understand why you do 
what you do as a teacher. More importantly, it allows you to become aware of 
inconsistencies in what you believe and what you do” (p. 74). What will be ac-
complished because you became an educator, and why is it important? Ask your 
professors to explain their philosophy of education. Ask the teachers with whom 
you interact in the PreK–12 setting. Be sensitive, however. Ask only for what 
people are willing to off er, and don’t presume to judge the effi  cacy of anyone’s 
philosophy. Th e objective of such an exercise is not to challenge other people, but 
to understand your own philosophy behind educating other people’s children. 
Th ough your philosophy may change with experience, at any given time it will be 
the basis for all you do in education. Activity 1.2 gives you the opportunity to 
begin considering your own philosophy of teaching.
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Attitude
Teachers, like everyone else, have attitudes. However, the attitude referred to 
here is not a matter of good mood/bad mood. It is the attitude brought to the 
task of teaching. A teacher’s attitude follows from what she hopes to accom-
plish as stated in her philosophy of education. Students, parents, and col-
leagues will defi ne teachers, in part, by the professional attitude that guides 
their work. Obviously, it would be advantageous for anyone considering a ca-
reer in education to make her personal and professional attitudes as consistent 
as possible. Stronge (2002) suggests that this “dual attitude” characterizes ef-
fective teachers. Following is a list of some teacher attitudes. Have you ever 
encountered any of these?

• Don’t smile until Christmas.
• If I can reach just one child, I’ll consider my career worthwhile.
• Learning is supposed to be fun.
• Summer camp is supposed to be fun; school is work.
• My students and I are partners in learning.
• I can learn as much from my students as they can from me.
• My job is to present information; it’s their job to learn it.
• When it is all said and done, either they learned it or they didn’t.
• I want to be their friend.
• I’m a role model.
• I’m their teacher, not their role model.

Th is is not an exhaustive list of teachers’ attitudes, of course, but it does dem-
onstrate that there are many diff erent perspectives. Few professions can accom-
modate such a range of individual approaches to such a specifi c task. Yet, if you 
take any item from this list, you will fi nd that arguments can be made for and 
against each position.

For example, you have probably heard some educators say that if they can 
reach just one child, the eff ort will have been worthwhile. Th at is a diffi  cult posi-
tion to argue against. Suppose one child is thus saved from a life of crime. Or 
perhaps one child will someday invent a tool or make a discovery that benefi ts 
civilization. Indeed, the prospect of reaching that one student could make each 
student-teacher interaction an important event.

On the other hand, if you needed a lawyer to defend you in some legal battle, 
chances are that you would not hire an attorney whose attitude is “If I can win 
just one case, my career will have been worthwhile.” (If you do, be sure to ask 
whether she has won a case yet.) Th e same would be true if you needed medical 
attention. Would you seek out a physician who would be fulfi lled if she could ease 
just one person’s suff ering? Or what of an engineer who aspired to design and 
build just one bridge that did not collapse?

Each of the items on the list can be addressed in this manner. In the fi nal 
analysis, “attitude” is a function of who you are, and it will aff ect who you are as 
a teacher.

Style
If you feel comfortable with the reasons you want to teach and with your own 
attitude toward teaching, a third aspect to consider is your style of interacting 
with students. A teaching style is the result of integrating teaching strategies 
with one’s own personality. For example, consider a teacher whose philosophy 
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14  UNIT I: The Profession

of education is that schools are indispensable because it is through schools that 
society passes its knowledge from one generation to the next. Th is same per-
son’s attitude toward teaching could be that it is her job to present that informa-
tion to students in class. A lecture-oriented style of teaching might fi t this indi-
vidual well. Of course, in the elementary grades there is not much lecture, but 
a visit to the teacher’s classroom might reveal this teacher doing a vast amount 
of the talking.

Another teacher may feel that school is the process through which children 
learn the rules and regulations of society and, hopefully, the higher value of ob-
serving those rules. Her attitude may then be that an optimum learning environ-
ment is one that is established around a strong set of class rules. Such a teacher’s 
style may be very controlling, insistent on only the most obedient behavior.

Still other teachers may see school as an organized eff ort to allow children to 
explore and understand the world around them. Th ese teachers may bring to 
their classrooms an attitude that values inquiry and discovery, arranging experi-
ences that rely less on lecture and much more on students’ engagement with the 
subject matter. Th ey may take an investigative approach to the topic rather than 
expecting to be seen as experts. Th eir particular style may also be more tolerant 
of noise in the classroom.

You can see from these few examples that certain teaching styles match better 
with some grade levels than with others. To a degree, you may be able to adjust 
your style to the grade level you wish to teach. However, you might consider your 
personal choices in each of these three areas (philosophy, attitude, and style) and 
then match your traits to the grade level that would benefi t most from such a 
combination.

Programs in teacher education rarely address the pedagogical competency of 
purpose as a specifi c instructional objective. Students oft en feel their way through 
introductory courses, as well as practicum or internship experiences, expecting 
that things will suddenly “make sense.” Th is pedagogical concern, however, pro-
vides the raw materials for making sense of it all. Spending time considering 
these characteristics does not mean that they can never be changed. Th e fact is 
that education is such a dynamic enterprise that one should expect to make 
changes as a career progresses. It may be surprising, however, to discover how 
much staying power a well-thought-out philosophy has. Th ere may be no more 
valuable advice to off er as you strive to become a professional educator than to 
heed Socrates’ classic admonition, “Know thyself!” Use Activity 1.3 to consider 
diff erences in attitudes and styles.

Content
With regard to the teaching profession, “content” competency can be viewed as 
having two dimensions. One relates to your knowledge of the subject(s) you will 
teach. Th is is an obvious indicator of your professionalism, for it is easily ob-
served and evaluated. We characterize the body of knowledge to be taught as the 
static content; you might think of it as the “what” of teaching, that is, what you 
teach. Th e second dimension, dynamic content, is the knowledge of how to 
teach. It is concerned with what teachers need to know to be able to teach: knowl-
edge of child and/or adolescent growth and development, the psychology of 
learning, personality development, appropriate instructional techniques, and 
classroom management.

static content The 
curriculum that 
teachers are respon-
sible for teaching. 
It is static because 
it does not change.

dynamic content The 
knowledge and skills 
that a teacher uses 
to do the teaching. 
This can change at 
any time based on 
what is happening 
in the immediate 
environment.
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Activity 1.3 Examining Attitudes and Styles

Activity 1.2 focused on your philosophy of teaching. Now, consider the attitude 
and style that you might bring to teaching.

 1. Watch several of your professors. They all differ in attitude and in style. It is 
not necessary to name names in this exercise, so just label them as professors 
A, B, and C.

 2. Write a general statement about the professors’ attitudes in the class. Do 
they seem to believe that responsibility for learning rests with the student, or 
do they make certain that students understand? Does education seem to be a 
means to an end, or is education treated as a part of life, as an extension of 
what it means to be human?

 3. Note the professors’ styles. This may be easier to observe than attitude. Do 
they prefer lectures or discussion? Demonstrations or student activities? 
Is humor involved, or is class very businesslike?

 4. Finally, consider your own attitude and style. How do they compare with 
what you have observed? Did one professor seem to have an attitude and 
style that you would like to develop, or did you fi nd that you liked the 
attitude of one but the style of another? How would you explain 
the attitude and style that you would like to bring to teaching?

Static Content Competency
Th e required level of subject-area knowledge is not the same for elementary 
school teachers as it is for secondary teachers. Both the range and the depth of 
content mastery are diff erent depending on the age and cognitive level of the 
students being addressed. In either case, however, children, parents, and admin-
istrators are quick to note lapses in content competency. Th e expectations for a 
teacher’s command of content knowledge are undergoing signifi cant scrutiny by 
virtue of the No Child Left  Behind Act of 2001 (NCLB), a revision of the Elemen-
tary and Secondary Education Act of 1965. NCLB sets federal standards both for 
teachers and paraprofessionals working in the public schools. Th ough the re-
quirements for new teachers are somewhat diff erent from those for teachers al-
ready in the classroom, all teachers must now meet the standards for being con-
sidered “highly qualifi ed” under the NCLB (Robelen, 2002). Th ose requirements 
may change with the reauthorization of the law.

Elementary Content As mentioned earlier, an elementary-level teacher 
may well be the most practical example of a liberal arts education. What does that 
mean? It means that, at some time, to some degree, someone is going to ask you 
questions and come to you for advice that will tap the entire range of your knowl-
edge. You might be prepared to begin a math lesson with your third graders, but 
their minds are on last night’s TV news reports about terrible things happening 
to people in a country whose name they can’t quite pronounce. Th ey will ask you 
about it because you are the teacher—and teachers know everything. Th ey won’t 
need a detailed analysis, but they will need a response that makes enough sense 
to put their minds at ease.

With regard to academics, elementary school teachers are responsible for ev-
erything from the teaching of reading to scientifi c inquiry. Programs leading to 
elementary certifi cation emphasize broad experiences in the liberal arts and rarely 
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require advanced coursework in any content area. But elementary teachers do 
need signifi cant amounts of coursework in the “methods” courses. Th ese courses 
focus not on content but on techniques for teaching a particular subject area, such 
as reading, language arts, mathematics, science, and social studies. Increasingly, 
eff orts are being made to integrate the teaching of these basic subject areas.

Indeed, teachers are practical expressions of a liberal arts education because 
they can expect to discuss matters from many subject areas—and all at a mo-
ment’s notice. You should not be intimidated by this expectation. On the con-
trary, the interaction with young minds working to make sense of the world 
around them and challenging you to take part in that process is what keeps many 
teachers vibrant and, shall we say, young.

Secondary Content Secondary school teachers will get the sort of “out-of-
fi eld” questions discussed earlier as well. You may be very good at teaching 10th-
grade biology, but there will be some student who just seems to “connect” with 
you and wants more. Th at student will want to talk with you about philosophy or 
politics or—to keep it “in fi eld”—about the bioethics of cloning animals or hu-
man beings. True, a teacher can discourage off -topic conversation, but you must 
realize that students see the teacher as more than just an instructor. Th at is to be 
expected because the implied function of school is that one person teaches some-
thing of value to another. In such instances, bonds are formed.

Secondary teachers do substantially more coursework within a specifi c con-
tent area as part of their programs, but they do not need as wide a range of teach-
ing skills as do the elementary teachers (i.e., skills in the teaching of diff erent 
subject areas). Course requirements for secondary teachers are more content fo-
cused than methods focused. Chapter 4, Becoming a Teacher, considers course 
requirements in greater detail. Activity 1.4 provides an opportunity to take a 
closer look at course requirements and the debate over content knowledge versus 
pedagogy.

Dynamic Content Competency
Dynamic content is the information and skills that a teacher uses to do the teach-
ing, and thus is concerned with how to teach. Shulman (cited in Darling-
Hammond & Bransford, 2005) states that a “pedagogical content knowledge—the 
ability to make subject matter knowledge accessible to students—is developed by 
combining an understanding of content with an understanding of learner’s needs 
and perspectives” (p. 56). We refer to it as dynamic content competency to empha-
size that, although this aspect of a teacher’s work may be part of instructional 
planning, much of it comes into play during the presentation of a lesson. Planning 
refers to the expectations of a situation; dynamic competency refers to working 
eff ectively with the reality of the experience and being able to adjust appropriately 
to those circumstances.

When students are focused on what the teacher is saying during a lesson, all 
of the monitoring and adjusting that a teacher does throughout the class may go 
unseen. Whether working with a classroom full of students or one-on-one, the 
teacher watches faces, listens for reactions, and looks for signs of understanding 
or lack of understanding. A teacher ought never to rely on the student response 
when she asks, “Are there any questions?” For many reasons, students oft en let 
these opportunities for further explanation go by. It is up to the teacher to observe 
both the obvious and the subtle reactions of students throughout the lesson and 
to decide whether to go over something again or move on.
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Dynamic content competency is drawn from a number of disciplines, disci-
plines that oft en seem to overlap. For instance, teachers must understand pat-
terns of human development. Th is might include a consideration of Piaget’s 
model of cognitive development (1926, 1985) and the taxonomies of educational 
objectives: cognitive, aff ective, and psychomotor domains (Bloom et al., 1956; 
Krathwohl et al., 1964; Simpson, 1972), as well as Freudian (1974) and Eriksonian 
(1950, 1968) views of personality development. Cultural values and experiences 
can also have a pronounced eff ect on what happens in the classroom. Th e phys-
ical condition of the students at the time (hungry, tired, uncomfortable because 
of the heat or the cold) can be a major factor in the success or failure of the les-
son. An awareness of Maslow’s hierarchy of needs (1954) will help a teacher 
understand the dynamics within the classroom. And, of course, the style of pre-
sentation itself (e.g., expository, inquiry, drill and practice) will have an eff ect on 
the lesson.

Perhaps you have seen these elements at work. Have you ever been in a class 
in which the teacher was missing all the signs from the students, or was choos-
ing to ignore them, as a lesson simply fell apart? If you have ever seen this hap-
pen (with a new teacher or an experienced one), then you have seen someone 
who is oblivious to the premise of dynamic content competency. In most cases, 
teachers in such a situation realized that the lesson was not going well. Th e 
mistake they made, however, was in not adjusting (that’s the dynamic part) to 
what was going on.

Th e work of Jean Piaget (1926, 1985) sheds some light on what is happening. 
Piaget suggests that knowledge itself is dynamic. People build knowledge as they 
integrate new information with what they already know. Th ey must do this to 
adjust to what’s going on in the environment (e.g., the classroom) to make sense 
of it and to function within it. Why do we have to adapt to the environment? 
Because the environment has no intention of adapting to us. Teachers who un-
derstand this basic premise know that monitoring during a class is not enough. 
Teachers must be able to monitor and adjust accordingly. Th ey must be able to 
apply knowledge about how people learn before, during, and aft er instruction. For 

Activity 1.4 Coursework and the Teacher

The requirement for content knowledge versus education methods is a current 
debate in teacher education. Some argue that with a suffi cient knowledge 

base, virtually anyone can teach. Others argue that with suffi cient teaching skills, 
an individual can teach anything.

 1. Compare the course requirements for elementary certifi cation and for sec-
ondary certifi cation at your institution. How are they similar? How do they 
differ? What benefi ts, or problems, do you see with the differences between 
programs?

 2. Use the Internet to locate the most current information about the debate 
over content knowledge versus pedagogy. Search terms such as “alternative 
teacher certifi cation” or “teaching credentials” will get you started. Based on 
the information you fi nd, do you support the position that anyone with ade-
quate knowledge can teach, or that anyone with enough teaching skills can 
teach anything? Perhaps your opinion is somewhere in the middle. If so, 
explain your perspective on the issue.
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18  UNIT I: The Profession

an eff ective teacher, the static content is the easy part (though by no means a 
trivial part); the real challenge is in becoming highly profi cient in terms of dy-
namic content competency.

Communication Skills
Have you ever noticed that some people are easier to talk to than others? Maybe 
your best friend understands everything you say, but other people are never as 
quick to pick up your meaning. It’s also likely that you speak to your teachers dif-
ferently than you do to your friends. You communicate diff erently with diff erent 
people. On any given day, teachers must communicate with four distinct con-
stituencies: students, parents, colleagues, and the community at large. Each of 
these groups attends to and interprets communication in diff erent ways. To a 
degree, they speak “diff erent languages,” and without a doubt, the rules for speak-
ing with various constituencies diff er. In all cases, however, it is the teacher’s re-
sponsibility to communicate eff ectively and to determine whether understanding 
has been achieved.

Communicating with Students
Most of a teacher’s work involves communicating with students. Interestingly, 
this type of communication is the most susceptible to long-term misunderstand-
ings. Several factors are at work here. For one, children oft en feel that they cannot 
challenge what a teacher says. Th e teacher represents the established authority, 
and so students integrate what has been presented into their understanding to the 
greatest degree possible. Since it is unlikely that the teacher will engage every 
student in a detailed discussion of the topic, misconceptions that develop might 
never be identifi ed. As a result, it is not uncommon for teachers to assume that 
children understand what was “taught” and for children to assume that what they 
learned is what the teacher meant.

Clearly, communication skills between students and teachers have multiple 
dimensions. An eff ective teacher communicates expectations (Stronge, 2002). It 
is also the teacher’s responsibility to present information in a manner appropriate 
to the cognitive level of the students. Th at may involve rephrasing complex ideas 
in simpler terms. Or it may involve fi nding several ways to express the same idea. 
Consistent and deliberate monitoring of students’ understanding is also the 
teacher’s responsibility. Th ere is no mistaking the fact that eff ectively communi-
cating with students is a skill that must be acquired and practiced.

Communicating with Parents
Perhaps even more so than with students, the watchword for communicating 
with parents is listen. Th e parent’s involvement with a teacher is oft en due to a 
particular event or problem. In all cases there is an intermediary between the 
parent and teacher who has interests of her own (i.e., the student). Th e result is 
that parents typically come to a meeting with the teacher armed with a child’s 
perspective of the situation. Th at’s not always bad, but it’s rarely the complete 
story. For a teacher, eff ective communication begins with listening to the parent’s 
perspective.

Teachers should develop several techniques to facilitate good communication 
with parents (Million, 2003). For instance, in an initial meeting with a parent, 
listening to the parent’s perspective of the child’s strengths, weaknesses, and 
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step into the classroom
TEACHSOURCE
Video Case 1.1

Communicating with Parents: Tips 
and Strategies for Future Teachers

Go to the premium website to view Communicating with Parents: Tips and Strat-
egies for Future Teachers. This video gives the perspectives of two elementary 
grade teachers, a principal, and a parent. Though each individual has a particu-
lar perspective, all have the same goal in mind: the success of the child. After 
watching the video, consider these questions:

 1. What are some of the strategies for communicating with parents that seem 
most useful to you?

 2. How could some of the strategies in this video be adapted (if they need to 
be adapted at all) for working with parents of middle school or high school 
students?

 3. Is there one underlying key to this concern? If so, what would that be?

needs forms the foundation for future eff ective communication with that parent. 
In problem situations, parents may ask questions such as: Are you being fair to 
my child? Is my child really the instigator of the problem? What have you done 
to provoke my child? What steps have you taken to discipline my child? It is the 
teacher’s responsibility to avoid being defensive and instead listen, keep a profes-
sional perspective, and work to resolve the situation with the best interests of the 
student in mind. Stevens and Tollafi eld (2003) stress the importance of preplan-
ning with a clear focus, documenting information, following up conferences, and 
considering parents as partners. Aft er reading “Parents Behaving Badly” (Gibbs, 
2005), you might want to consult How to Handle Diffi  cult Parents: A Teacher’s 
Survival Guide (Tingley, 2006) for numerous practical suggestions for dealing 
with many sensitive but common issues.

Teachers have students for whom English is a second language. Th e fastest-
growing demographic in the United States is Hispanic (Rubinstein-Avila, 2004; 
Slavin & Cheung, 2004). In 2005, 20% of children aged 8 or younger were His-
panic, primarily of Mexican origin (Hernandez, 2006). Many of them are English-
language learners. Th ey need to have notes translated into a number of languages 
and have an interpreter present when conducting parent conferences. Likewise, 
teachers may need to supplement any school paraprofessional resources by utiliz-
ing bilingual speakers or readers, or both, in their classrooms. And of course, as 
an emerging professional, you certainly will want to become conversant in an-
other language as well.

A teacher’s interaction with parents does not always involve discipline problems. 
Sending notes home or placing calls to parents to indicate progress and positive 
behaviors would be an excellent practice to develop. Home visits, general letters at 
the beginning of the year and periodically as appropriate, regular informational 
newsletters, and parent meetings such as open houses are other avenues for parent-
teacher communication. Th e teacher’s responsibility is to clearly explain the child’s 
progress through school. However, parents are not likely to be fl uent in educational 
terminology, and they similarly may not understand district policies and expecta-
tions. Th e test scores and work samples that a teacher brings to the conference may 
be just so many pieces of paper to the parent. So, what does a z-score or percentile 
rank mean? What do the student’s work samples indicate? How can the teacher 
demonstrate in tangible terms that these samples indicate progress or lack thereof?
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Th e keys in both the problem situation and 
the collaborative one are listening to what the 
parents have to say, communicating in their lan-
guage, and monitoring (much as is done in class) 
to establish whether all parties understand each 
other. Th is last item cannot be overemphasized. 
When a parent conference draws to an end, the 
parent is not likely to ask the teacher to summa-
rize and review what has been discussed. From 
the parents’ perspective, this would be like saying 
that they were unable to understand the child’s 
teacher. Just as classroom assessment is part of 
the teaching profession, assessing whether par-
ent and teacher understand each other is the 
teacher’s responsibility.

Clear and open communication is important 
because, as research has clearly established, par-

ent involvement is linked to student achievement. For example, Lazar and Slostad 
(1999) have found that parent involvement programs provide many benefi ts, such 
as improved student motivation, increased long-term achievement, decreased 
dropout rates, and more parent support of the school. What do teachers want 
parents to do? Initiate contacts with and be involved in the school, monitor 
homework, teach study skills, set expectations for student behavior, support the 
teacher and the school, emphasize reading, respond to school communications, 
and be sure their children get a healthy diet and enough sleep (Boers, 2002). It is 
helpful to keep in mind a broader perspective of the value of parents. Not only 
can teachers assist parents with parenting skills, but they can foster two-way com-
munication, encourage parents to become involved in (not “do”) children’s home-
work, encourage volunteerism and participation in school activities, and help 
them to become aware of community resources and opportunities (Epstein & 
Jansorn, 2004).

Communicating with Colleagues
Still another constituency with whom teachers communicate is their own col-
leagues. Th e National Staff  Development Council recommends that 25 percent of 
a teacher’s work time be spent in collaborating with and learning from one’s col-
leagues (Lewis, 1999). Collegial interaction can take many forms, including work-
ing with fellow teachers on grade level, communicating with resource teachers or 
teachers on grade levels that students will be coming from or moving to, working 
with staff  personnel, and interacting with the building-level administrators. While 
it is hoped that all of these groups see themselves as members of the same team, it 
is nonetheless true that, although all groups should be treated with respect, there 
are nuances for establishing the lines of communication with each.

Administrators Th ough all educators work toward the goal of providing the 
best possible educational experience for each child, the fact remains that admin-
istrative concerns and faculty concerns are two diff erent matters. Administrators 
are typically the point of contact for angry parents, the bearers of bad budget 
news, and the guardians of district policy for the curriculum. A teacher’s most 
frequent communication with administrators will be with principals, assistant 
principals, and grade or department chairs in her own building.

For a teacher, good communica-
tion begins with being a good 
listener.
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step into the classroom
TEACHSOURCE
Video Case 1.2

Teaching as a Profession: Collaboration 
with Colleagues

Go to the premium website to view Teaching as a Profession: Collaboration with 
Colleagues. This video shows how a group of teachers uses a collaborative model 
for planning not only instruction, but other elements of the curriculum as well. 
After watching the video, consider these questions:

 1. Several different levels of collaboration were discussed in this video. What 
were those different levels?

 2. Similarly, the outcomes of collaboration had more than just one dimension. 
How did this approach seem to benefi t individual teachers, as well as the 
entire group?

Keep in mind that this discussion is focusing on “offi  cial” communication. A 
school may have an atmosphere of collegiality that extends across faculty, staff , and 
administrative lines. But that atmosphere has at least two limitations: It is likely a 
characteristic of the particular school (rather than extending district-wide), and it 
does not erase the fact that teachers and administrators have diff erent responsi-
bilities. Th e bottom line is that the building-level administrator decides what will 
transpire in that school, and that decision-making authority is to be respected.

Conversations between teacher and administrator can be expected to be rich 
with educational terms. Discussions about academic achievement will make ex-
tensive use of assessment terms and their accompanying scores, instructional 
techniques, intervention strategies, curriculum plans, and educational policies. 
Procedural matters will focus on district policies and state and federal require-
ments. Disciplinary situations will involve evidence, documentation, explana-
tions of what was done—and why—and what contact, if any, has thus far been 
made with parents or other caregivers. All of these situations require that the 
teacher communicate in a manner that allows the administrator to make deci-
sions, contacts, and recommendations that facilitate the work of the school.

Perhaps you are beginning to understand that the range of communication 
skills that a teacher needs is nearly to the point of speaking several languages. In 
fact, the analogy to a foreign language might not be far off . Th e teacher is essen-
tially saying the same things to several diff erent groups in several diff erent, and 
appropriate, ways. One other point to remember is the importance of respecting 
the confi dentiality of student records. Files are available to parents until the stu-
dent reaches age 18, at which time the student has free access to the records 
(Zirkel, 2001, 2003).

Faculty Like conversations with administrators, a teacher’s conversations 
with fellow faculty members may involve a lot of educational terminology. Th e 
diff erence is that conversations between faculty members are characterized by a 
closely shared perception of the work situation. Teacher-to-teacher discussions 
are based on a mutual understanding of the stresses and strains of working with 
students, parents, administrators, and staff . Teachers will help each other with 
educational issues ranging from decorating the classroom to curriculum develop-
ment. It is not unusual for a closely knit cadre of teachers to have an end-of-the-
year party, away from school, where they will still talk about school and teaching. 
Th is can be a special sort of communication.
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Staff Eff ective teachers are well aware that one of the key elements that allows 
them to “shut the door and teach” is the work of staff  personnel at the school and 
district levels. Th ese people are the ones who keep everything else running. Offi  ce 
staff , resource workers, medical staff , custodians, and food service workers all 
contribute to making the school run smoothly enough that the teacher can con-
centrate on teaching. Communicating with these people also takes special skills.

Unlike communication with administrators or fellow teachers, educational 
terminology is not of particular importance in conversations with staff  personnel. 
Th e primary skills to bring to this facet of conversing are diplomacy and under-
standing. Diplomacy comes into play because an emergency in one teacher’s situ-
ation does not necessarily constitute an emergency in terms of the staff  workers’ 
responsibilities. Th is means the teacher has to enter into the discussion under-
standing that her problem is not the only issue to be addressed. Understanding is 
important because staff  workers are responsible for an entire school, and thus the 
broad demands on their time have to be taken into account. A teacher who rec-
ognizes that she is not the only teacher in the building, who identifi es needs be-
fore they become problems, who facilitates the work of the staff  by doing her own 
work correctly (for instance, fi lling out and submitting requisitions), and who 
maintains a friendly and helpful attitude will establish good and productive com-
munications in this regard.

Communicating with the Community
In addition to all the groups discussed earlier, there are still others with whom 
teachers need to communicate! Each of the groups considered thus far represents 
what might be called building-level communications. Even the matter of talking 
with parents is typically handled by phone from a teacher’s workroom or with 
conferences held at the school. But sometimes a teacher needs to speak with peo-
ple away from her home turf. Aside from being approached by parents in an infor-
mal way, there are times when teachers are seeking support for classroom activities 
and times when they act as education professionals representing their school. As 
ever, these situations require attention to a unique set of considerations.

Representing the School A variety of situations can occur in which a 
teacher may represent the school. Local news agencies writing a report about 
schools may ask a teacher for an opinion. Or they may have heard of some inter-
esting project or activity that a teacher is conducting in class and want to write a 
newspaper article or brief newscast story about it. In such instances, a teacher 
must understand that even though it is her opinion or work that has been high-
lighted, readers/viewers see her as representing the school district at large.

Teachers oft en speak to various community groups and to audiences at con-
ventions sponsored by educational organizations. Organizations such as the Na-
tional Science Teachers Association (NSTA), the National Council for Teachers of 
Mathematics (NCTM), and the International Reading Association (IRA), to 
name just a few, sponsor state, regional, and national conventions each year that 
draw tens of thousands of participants. Many of the presenters at these confer-
ences are classroom teachers.

Whether participating in a one-on-one interview or making a presentation to 
a hundred colleagues, when a teacher steps outside of the cloistered world of her 
own school, she is representing a much larger entity. To that end, a teacher’s com-
munication skills then require, for lack of a better term, a political nature. Every 
time a teacher speaks publicly or to the press, her thoughts and ideas can potentially 
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be taken out of context. Nothing that a person can do will change this fact, but it is 
prudent to avoid making comments that can be misinterpreted. Th at is to say, 
teachers—understanding that they represent the school as well as themselves—
must take care not to disparage themselves or their colleagues and not to imply that 
their views necessarily represent the opinions of their school and their colleagues.

Seeking Support At times, teachers need materials or other resources that 
do not fall into the normal realm of educational supplies. Items in this category 
can range from a box of 500 drinking straws for a “tower building” activity in 
science, to arranging a fi eld trip to a local business, to asking people from various 
walks of life to speak to the class. In these situations, the people with whom the 
teacher communicates are not interested in gain scores or grade equivalencies. 
Regardless of whether they have a child in that class, the topic of discussion is not 
one of academic standing or discipline problems. And instead of purchasing 
products or services, the teacher is asking for donations of time or materials to 
the school.

Asking people for such assistance requires explaining clearly and plainly what 
the needs are and why they are educationally valuable. Just as important is the 
ability to communicate in a pleasant and positive manner that acknowledges that 
these people are not obligated to agree to the request. People might turn down the 
request for any number of reasons, and a teacher’s parting words should leave the 
door open for a request at another time rather than vent frustration.

Professional Development
Th e fourth area of pedagogical competence that we off er is professional devel-
opment. Physicians and attorneys refer to their work as a “practice” because with 
each patient and each case they are improving their ability to work within their 
respective disciplines. For whatever reason, teaching is not usually referred to as 
a practice, but it remains true that with each experience of working with students, 
teachers refi ne their skills. Professional development is intended to improve one’s 
abilities as an educator. Th e three categories under the heading of professional 
development are concerned with continued learning, mentoring, and research. 
Taken together, these three areas of professional development represent a teach-
er’s activities directed toward being a part of, and contributor to, the discipline of 
education.

As Learners
Teachers pursue professional development as learners in a number of ways. 
Chief among them is by completing additional coursework. Teacher certifi cation 
carries with it the requirement for recertifi cation. To accomplish this, within a 
defi ned period, teachers are required to complete a minimum number of 
college-level courses that are approved for recertifi cation credit. Th ough these 
hours do not have to be off ered for graduate-level credit, many teachers meet 
some of their recertifi cation requirements while pursuing advanced degrees. 
Obviously, the approved courses (whether undergraduate or graduate) will be in 
areas that relate to teaching. Another advantage to continuing education is that 
teacher salaries are oft en keyed to hours earned toward graduate degrees. Ap-
proximately 41 percent of teachers have at least a master’s degree (Digest of Edu-
cation Statistics, 2007, 2008). And you thought you would be through studying 
and learning in four years?

professional develop-
ment Activities in 
which educators en-
gage to expand their 
knowledge, skills, and 
general competence 
or contribute to the 
profession (e.g., en-
gaging in research, 
mentoring, reading 
professionally, taking 
courses, attending 
conferences).
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Some professional development oppor-
tunities do not involve coursework and are 
not tied to recertifi cation or degree pro-
grams. For example, school districts oft en 
provide “in-service” programs and work-
shops for teachers at their schools. In-
service refers to teachers already working in 
the classroom, as opposed to students of 
education (who are typically referred to as 
“preservice” teachers).

In-service programs can be as narrowly 
or broadly focused as a district desires. Some 
districts off er a range of weekend, summer-
time, or aft er-school courses, taught by 
teachers or by others from outside of the 
district. Such programs may off er workshops 
in gardening techniques, a particular type of 

literature, or sign language. Th e intent is not to increase the teachers’ subject area 
knowledge as much as it is to keep the teachers learning, and together with learn-
ing comes the awareness of what it’s like to learn. Th at awareness, and the vitality 
found with learning something new, is taken back to their own classrooms.

Districts may also adopt a theme for in-service programs to be conducted 
throughout the school year. In the fi rst days of the school year, a program featuring 
a national speaker on behavior management or a particular program that the dis-
trict has adopted may be conducted for all faculty members. Th roughout the 
school year, several more in-service days may be devoted to further development 
of the topic. In our current environment, and likely for some years to come, pro-
grams in the use of computer technology will be certain to occupy many in-service 
agendas. Programs in drug awareness, zero-tolerance policies, and child abuse 
indicators are prevalent in the schools today. Notably, student achievement is not 
signifi cantly related to time spent in professional development but to the content
of the sessions (Garet, Porter, Desimone, Birman, & Yoon, 2001; Wenglinski, 
2000). Even more productive is the concept of program development, in which a 
comprehensive eff ort is directed toward initiating and implementing coordinated 
school-wide plans to meet the needs of all students (Culyer, 2002).

As Mentors
As if it’s not enough that teachers work with students all day long, and perhaps 
even conduct an occasional workshop or in-service program, at times teachers 
also teach other teachers. Th is special type of one-on-one educational experience 
is called mentoring. It is not the same as regular teaching, and it is not some-
thing for which one can be trained. To be successful at this particular type of 
teaching, the mentor must possess, among other things, patience, experience, and 
knowledge of teaching that goes deeper than the mere mechanics of instruction. 
Not everyone can be an eff ective mentor.

For a new teacher, the fi rst day of school fl ies through the classroom door at 
full speed. All of the tasks required and the expectations held for the classroom 
teacher begin at once. Th ere is no “easing” one’s way into it. Don’t be discouraged 
by this, for it is the way of all professions. Every airplane pilot once took to the air 
alone without the aid of an instructor for the fi rst time. Of course it is also true 
that a pilot’s fi rst solo fl ight is not made with a planeload of people, whereas you 

Teachers are learners too.
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mentoring The 
process by which an 
experienced educator 
helps a less experi-
enced educator in 
some aspect of 
teaching or profes-
sional development 
in a one-on-one 
setting.
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will face an entire class as the person in charge. It can be a little overwhelming. In 
fact, the entire fi rst year is such an indoctrination that many teacher education 
programs have designed formal mentoring programs to assist their graduates 
through that experience. Research indicates (Zepeda & Ponticell, 1996), for in-
stance, that fi rst-year teachers who learn how experienced teachers develop the 
“classroom emotional climate” become better able to manage their own class-
rooms. Moreover, when new teachers experience comprehensive induction pro-
grams with a mentor teacher who teaches the same subject, they are more likely 
to remain in the profession (Smith & Ingersoll, 2004). Likewise, teachers who 
were supported by administrators maintained their high initial enthusiasm 
(Khmelkov, 2000).

So what do mentors do in all of this? Th e purpose of mentoring is to provide 
a new teacher with guidance and advice as she works her way through the initial 
stages of being a professional. Th e mentor does not teach someone how to teach 
as much as to teach her about teaching in the full context of the task. Th is pro-
vides the new teacher with insights gained by the mentor through years of experi-
ence as a classroom teacher. But it is still more than that, for the mentor literally 
has “been there, done that, bought the T-shirt” and thus can commiserate with 
the beginning teacher. All the while, the mentor is aware that the experiences be-
ing faced both by the teacher and the mentor have never been faced before with 
these children, in this situation, on this day. So it is a learning experience for both 
individuals—a shared experience. Th ere’s just no other way to say it: Teaching is 
a dynamic profession.

How does a mentor go about accomplishing this mini-miracle? A truly ac-
complished mentor is a patient listener who provides guidance through advice 
based on experience. A mentor who understands the nature of learning realizes 
that the new teacher is free to accept or reject that advice. It is not a matter of 
doing things the same way that the more experienced teacher does them. Rather, 
mentoring provides an individual with an opportunity to fi nd her own style with 
the benefi t of another’s insights.

As Researchers
Th ere was a time when many teacher education programs at larger institutions 
used “lab schools” as part of their instructional and research functions. Th ese 
schools, operated under the auspices of the various universities, used innovative 
instructional approaches under controlled conditions. Th ose days are past, but 
with the emergence of professional development schools (PDS) (Darling-
Hammond, 1996), a teacher education model that focuses on a collaboration 
between a university and a public school, and the National Education Associa-
tion’s Teacher Education Initiative (Major & Pines, 1999), classrooms are increas-
ingly seen as valuable research territory for education improvement. Th e close 
collaboration in a PDS model has allowed teachers to act as researchers in those 
eff orts rather than just being participants in someone else’s study. Indeed, a study 
published by the National Council for Accreditation of Teacher Education 
(NCATE) concludes that student achievement is greater in PDS than in typical 
public schools (Teitel, 2001).

Th e “teacher as researcher” idea is one that has signifi cant advantages for all 
concerned. As an active partner in research eff orts, the teacher raises her own 
level of professionalism by helping to contribute to the accumulated body of 
knowledge regarding education. Without doubt, new insights are developed 
about teaching and learning. Teachers may also become involved in grant-writing 
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activities and presentations at professional conferences. Universities benefi t by 
increased cooperation and by being able to carry out their studies with less dis-
ruption to the normal atmosphere of the classroom.

Participating in classroom-based research is not for everybody. We are not 
suggesting that all teachers are, or should be, expected to engage in this sort of 
professional development. However, a “teacher as researcher” collaboration of-
fers professional development that diff ers from coursework and mentoring in 
that it specifi cally focuses on bringing new knowledge to the enterprise of educa-
tion. Of course, the development of new knowledge is not enough; it must be 
disseminated. Speaking at conferences and writing and publishing research fi nd-
ings off er teachers a new and rewarding outlet for their creative and intellectual 
expertise.

Th e pedagogical competencies of purpose, content, communication, and 
professional development manifest themselves in many diff erent ways. It can be 
seen that even apart from instructional strategies and matters of classroom be-
havior, an eff ective teacher is a complex individual. Few other occupations, pro-
fessional or otherwise, require so much of their practitioners. Yet, eff ective teach-
ers are able to fi nd their own combinations of these four competencies and can 
integrate them seamlessly. As you consider the teachers you’ve known and the 
teachers you now work with, try to identify these competencies. Some teachers 
will be stronger in communication than they are in content. Some will clearly 
have a philosophy guiding their work. Others will always seem to be leading the 
eff orts of teachers in workshops or new programs, or perhaps in completing 
higher degrees. All will have defi nite strengths and weaknesses. Refl ect on your 
own competency level in each area as well. Based on your observations and re-
fl ections, what sort of teacher do you want to be? Which of these competencies 
have you identifi ed as your strengths? Which are weaknesses? How might you 
develop your strengths and overcome your weaknesses?

Conclusion
Th is chapter considers what it means to be a teacher 
from the perspectives of motivation, teaching as an art 
and as a science, and the four dimensions of pedagogi-
cal competency. Th e picture that emerges reveals the 
teacher as a multidimensional individual who puts a 
wide range of knowledge to practical use. Th e presenta-
tion of subject matter is just one portion that contrib-
utes to the totality of an eff ective teacher.

 1. Th ere are many motivations to teach. Common 
themes are service to others and helping people re-
alize their own potential.

 2. Teaching is both an art and a science. Eff ective 
teachers know this and have carefully developed 
their expertise in each of the two domains.

 3. Th e science of teaching is based on the work of re-
searchers, practitioners, philosophers, and a host of 
other disciplines searching for the best combination 
of theory and practice to help people learn.

 4. Th e art of teaching is developed through careful 
practice and honest refl ection. It can be fascinating 
to learn from a teacher who has found an appropri-
ate balance between the two.

 5. Purpose is concerned with philosophy, attitude, and 
style, and is oft en the most diffi  cult of the four 
pedagogical competencies to express.

 6. Content is also a multidimensional concern. Static 
content is provided to the teacher by the state, dis-
trict, and school. Dynamic content is an ongoing 
application of all that preservice teachers learn 
throughout a teacher education program and im-
prove on through the practice of teaching.

 7. Communication skills are the stock in trade of teach-
ers. Teachers regularly communicate with fi ve dis-
tinct constituencies: students, parents, colleagues, 
administrators, and the community.
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 8. Professional development is the ongoing education 
of teachers. Whether in formal or informal situa-
tions, teachers are lifelong learners. Most educators 
have an insatiable desire to learn new things, and 

not just in the one or several subject areas they 
teach.

 9. Teachers can, and should, contribute to the accumu-
lated body of educational knowledge as researchers.

Key Terms
pedagogy
static content
professional development

constituencies
dynamic content
mentoring

Case Studies in Education
Case Studies in Education provides you the opportu-
nity to compile an educational record for a particular 
student and to maintain a journal of your opinions, 
concerns, and suggestions for providing that student 
with the best possible educational opportunity. Each 
chapter in this textbook will provide you with more 
information about the student in the context of the 
particular chapter. You will also be provided with ques-
tions and activities to address in your journal. Of 
course, your journal is your own, so feel free to go be-
yond the questions we provide.

Turn to Case Studies in Education in Appendix A 
to fi nd six case studies of students ranging from kin-
dergarten through high school. Read the brief descrip-
tions; then select a student to follow as you continue 
through this book. You will also fi nd instructions for 
beginning an Educational Record of the student you 
have chosen and suggestions for setting up your jour-
nal. Th en return here and enter the information pro-
vided for your student. You can then proceed to con-
sider the questions provided.

Type of Person to Whom 
the Student Responds

Student’s Academic 
Demeanor

Parents’ Perspective 
of the School

Davon
Davon responds to a teacher 
who provides structure and con-
sistency in the classroom. He 
needs to be spoken to in a quiet 
tone.

Davon is an average student. He 
has diffi culty making connec-
tions to things discussed in 
school because of his limited life 
experiences.

The mother does not communi-
cate with the teacher, respond 
to notes, or attend parent con-
ferences. She rushes phone con-
versations to get off the phone 
in the quickest way possible.

Andy
Andy responds best to authori-
tative teachers. His attention-
defi cit and hyperactivity disorder 
(ADHD) requires a fi rm hand to 
keep him on task, but he “shuts 
down” when yelled at.

He is of low-average intelli-
gence. Oral language develop-
ment is adequate, but written 
language development is well 
below average. He joins in dis-
cussions and brings wide back-
ground knowledge to the class-
room. He resists reading 
because of his diffi culty in de-
coding words.

He lives with his grandparents. 
He has lived alternately with his 
mother but says he is more 
comfortable living in his grand-
parents’ home. His grandmother 
attends conferences but has had 
him moved to different classes 
because of confl icts with teach-
ers, and has discontinued his 
ADHD medication because of 
adverse effects. She reluctantly 
resumed administering his medi-
cation when his schoolwork 
declined.
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and which do you perceive as areas of weakness that 
might need to be developed to best serve your stu-
dent? How will your expertise in each area aff ect the 
academic, social, and emotional development of the 
particular student you are considering?

28  UNIT I: The Profession

 1. How will the reasons that have brought you to the 
possibility of a teaching career serve the needs of 
your student? How will working with your student 
meet the personal needs you wish to fi ll by becom-
ing a teacher?

 2. Of the four pedagogical competencies discussed in 
this chapter, which ones do you perceive as strengths 

Type of Person to Whom 
the Student Responds

Student’s Academic 
Demeanor

Parents’ Perspective 
of the School

Judith
Authoritative teachers are best 
for her. Authoritarian teachers 
cause her to “shut down.” Be-
cause she is easily distracted, 
permissive teachers fi nd it diffi -
cult to keep her on task.

She is a below-average student 
in all subject areas. She makes 
few connections between what 
occurs in class and its relation-
ship to the world outside of 
school. However, she actively 
takes part in educational 
activities.

The parents are supportive but 
seem to be unaware of how to 
contribute to her development. 
They attend open-house events 
but engage in little conversation 
with the teachers.

Tiffany
Tiffany responds well to an au-
thoritarian teacher because she 
is always seeking direction and 
specifi c instructions. Tiffany 
wants to please adults on a 
large scale and is always seeking 
their input. However, Tiffany has 
a very diffi cult time taking her 
own initiative with projects if ex-
pectations are not clearly stated.

Tiffany is very sharp! She con-
stantly seeks academic stimula-
tion, and craves the stress and 
challenges that projects and 
higher-level work bring to her. 
She’s been labeled as gifted and 
talented since the third grade. 
She does make connections 
drawing on events from her 
family or social situations. How-
ever, primarily her connections 
are based on previous school 
years and academic experiences.

Tiffany’s parents have been very 
supportive of her academic suc-
cess and teachers. They are 
proud of the school and the 
gains she has made academi-
cally. They do have concerns 
with Tiffany’s social and emo-
tional growth. However, they 
have expressed a desire to ad-
dress this issue with the school 
in a collaborative model and 
have not blamed the teachers or 
school for this problem.

Sam
Sam responds positively to a 
teacher who is authoritative. He 
is most successful when he is in 
a structured environment where 
he can focus his energies and 
know what the expectations are 
each day.

Sam functions in the low-
average intellectual range. He is 
actively engaged in educational 
tasks and is very persistent. He 
“makes connections” between 
things taught in school though 
is slow to process information. 
Often he needs reteaching.

The mother is supportive of the 
school and the teachers. She 
does not take the initiative but 
is very cooperative when the 
school communicates with her 
about Sam. She can be instru-
mental in Sam’s academic suc-
cess.

Bao
Bao does not like confl ict and 
thus prefers teachers who have 
good classroom control, yet are 
personal and warm. Authorita-
tive teachers are her favorites; if 
such teachers also happen to be 
friendly and open, all the better. 
Bao works hard in these classes 
because she wants to make 
these teachers happy and be-
cause she feels safe.

Bao is an above-average stu-
dent. She is neither always ac-
tively engaged nor always de-
tached; it depends on the 
atmosphere of the class. Even in 
her more diffi cult subjects, she 
does well if she enjoys the style 
of teaching and the people in 
the class; her grades drop in 
even her best subjects if she 
feels threatened by the teacher 
or other students. When 
pressed, Bao makes connections 
in class, but she prefers to let 
others make the connections, 
which she then has little prob-
lem comprehending.

Bao’s parents support the 
school, and on the few times a 
teacher has called home, they 
have made it clear to Bao that 
such phone calls are unaccept-
able. (This is partly why Bao 
avoids her teachers’ attention.) 
In this, Bao’s parents are very 
traditional; they feel her teach-
ers are absolute authorities and 
would never question the 
school.
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Designing the School of the Future
Th is activity strand appears at the end of each chapter 
and aft er each unit in the Unit Workshop feature. 
Th ough the mention of “school” typically brings an im-
age of buildings and classrooms to mind, you will fi nd 
that many considerations need to be discussed before 
we ever get to the point of drawing fl oor plans. Schools 
will, however, change as time goes by. As professionals 
in education, we want you to take part in that change 
rather than simply being changed by the process. Th at 
is why we have provided this particular feature in this 
book.

Turn to Designing a School of the Future in Ap-
pendix B. Th ere you will fi nd detailed directions for 
beginning a notebook that will hold your plan for the 
school of the future. One of your fi rst decisions is 
whether you want to consider the design of a school 5, 
10, 20, or 50 years in the future. Th e choice is yours. 
Some people are more comfortable with the near term, 
and others like to look farther down the road. In either 
case, the point is not to predict the future but instead to 
take part in the evolution of school. When you have 
completed the introductory steps in Appendix B, re-
turn here and begin by addressing the following ques-
tions as Part I of your plan.

 1. Th is chapter has discussed teaching as both an art 
and a science. As education continues to develop, 
which of these two aspects should be emphasized? In 
your school of the future, will teachers be “education 
scientists” or “education artists,” or some combina-
tion of the two? Explain the combination that you 
think would provide the best education to students.

 2. What would be your expectations of a teacher for 
each of the four pedagogical competencies dis-
cussed in this chapter? For instance, it has become 
necessary for teachers to be more eff ective commu-
nicators with parents than historically was the case. 
Would you expect that in the school of the future, 
teachers need to be more adept at communicating 
with business people in the community at large? 
Address each of the competencies in this way. (Note: 
You will fi nd in Chapter 10 that the No Child Left  
Behind Act, or its successors, is already addressing 
the area of “content.”)

 3. Based on your responses to items 1 and 2, write a 
job advertisement for a teaching position in the 
school you are designing. Would many people qual-
ify at this time? If so, are you saying that teaching 
qualifi cations will remain the same in the future as 
they are today?

Many states will require that you successfully complete 
the Praxis Series of examinations to qualify for certifi -
cation. One or more of those tests will be subject-area 
tests. Another, which has a more practical orientation, 
will be the Principles of Learning and Teaching (PLT) 
examination that is appropriate for your certifi cation 
area.

Completing the Quick Check quizzes for Chapter 1 
in the Unit Workshop will give you practice with the 
multiple-choice format of the PLT. Th e Case Studies in 
Education and Designing a School of the Future activi-
ties will help prepare you for exercises that require read-
ing a scenario and providing short answers to questions 
asking what you might do in such a situation.

Praxis Practice

Chapter 1: The Teacher  29
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Your Chapter Study Guide
• Conceptualize Here are the major themes you will 

encounter in this chapter:

1. Teaching has a strategic nature.
2. Teachers facilitate learning by arranging educational 

experiences, selecting and utilizing appropriate in-
structional techniques, and monitoring student 
progress.

3. Flexibility is a key trait among effective teachers.
4. Teachers are role models for their students.

• Preview Read the chapter headings; look at any fi g-
ures, tables, and activities; and read through the items 
in the conclusion.

Activity 2.1: Go Online! PCs and Teaching Machines

Activity 2.2: Developing Inference Questions

Activity 2.3:  Applying the Various Instructional 
Techniques

Activity 2.4:  Field Observation Activity—Observing 
How Teachers Adjust

Activity 2.5: Go Online! Are Teachers Role Models?

TeachSource Video Case 2.1: Middle School Science 
Instruction: Inquiry Learning

• Read Now read through the chapter. Mark or high-
light information that you consider to be especially 
important or about which you have a question.

• Refl ect Refl ect on these questions as you read:

1. How would you “bring the world” to your students?
2. Are teachers responsible for being role models when 

away from school?
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The Strategic Nature 
of Teaching
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Challenging Your Students to Think
Number the eight categories of instructional techniques represented be-
low in the order that you think progresses from the least sophisticated 
level of thinking required of the student to the most sophisticated. When 
you have arranged them, consider which levels of thinking are the least 
often used and which are the most often used in the typical educational 
life of a student.

 Inquiry: ______ Discussion: ______

 Direct Instruction: ______ Discovery Learning: ______

 Drill and Practice: ______ Lecture: ______

 Mental Modeling: ______ Question and Answer: ______

Ice Breakers
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This chapter discusses, among other things, eight general categories 
of instructional techniques that teachers use. We present a taxonomy 
that organizes those techniques from the least sophisticated thinking 
required of the student (and the most input required from the teacher) 
to the most sophisticated thinking required of the student (and the 
least input from the teacher). All thinking is sophisticated to one degree 
or another, but as you will see, the transition from teacher-focused 
techniques to student-focused techniques requires increasingly greater 
cognitive demands of the students. Here’s the order of the taxonomy 
that we will present: ■

 Direct Instruction: 1 Drill and Practice: 2

 Lecture: 3 Question and Answer: 4

 Discussion: 5 Mental Modeling: 6

 Discovery Learning: 7 Inquiry: 8

32
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Introduction
Chapter 1 discusses the person who would be a teacher. Our discussion now 
turns to the manner in which teachers go about the task of providing educational 
experiences for their students. Th is will not be a lesson in how to teach, but it will 
introduce you to a wide range of instructional possibilities—because there are 
many ways to go about teaching a lesson. Th e instructors at your particular col-
lege or university likely have their own preferences in that regard, and so your 
studies will concentrate on those techniques. However, virtually any topic in edu-
cation has a number of major themes running throughout its multiple dimen-
sions. Th is chapter addresses three instructional aspects of the teaching process 
in particular: strategy, facilitating learning, and modeling.

Th e topics of this chapter should provide you with some provocative food for 
thought and discussion as you consider what is involved in being an eff ective 
teacher. Avail yourself of the opportunity to ask your professors, the teachers 
where you do your in-school observations, and of course, your friends for their 
opinions on the questions raised in this chapter. Th e diversity of opinions on any 
educational issue may astound you!

The Strategic Nature of Teaching
Th e next time you sit in class, watch your professor as he walks into the room. It 
is likely that he enters with some information that he wants you to know before 
you leave. However, the information itself is just one aspect of the dynamic event 
that is about to take place. In addition to information, your professor likely has a 
strategy for teaching the course. Th at strategy includes a number of components 
such as techniques for teaching, methods for monitoring the students’ under-
standing, ideas for activities to enrich understanding, and of course, a means for 
assessing whether the students have acquired the information (Deshler, Ellis, & 
Lenz, 1996; Tomlinson, 2000). Lecture or otherwise, “information” is just part of 
the strategy that a professor brings to each class session.

Strategy refers to the art of planning some course of action and coordinating 
the implementation of that plan. It represents a broader view of the overall goal. 
Th e strategic nature of teaching requires an understanding of the bigger picture 
of what is to occur during a lesson or during an entire year. For example, the syl-
labus for the course you are taking right now represents a plan for the semester. 
Th at syllabus probably stays essentially the same from class to class (if more than 
one section is being off ered at a time) and semester to semester. However, diff er-
ent combinations of students may move along at diff erent rates or respond better 
to diff erent teaching styles. In such a case, a professor may adjust his strategy for 
reaching his goal even though the basic plan (syllabus) remains the same.

Th e strategist is responsible for combining content (subject matter), tech-
nique, and resources to provide an eff ective learning experience. Th is responsibil-
ity is what will make you a professional rather than a technician or a teacher’s 
aide. In essence, an educational strategy must: (1) identify what is to be accom-
plished, (2) detail how it will get done, (3) specify how to assess the results, and 
(4) account for the means (either in terms of the teacher’s capabilities or other 
resources) for putting the plan into action (Figure 2.1).

strategy A means 
of coordinating the 
implementation of a 
set of procedures. 
A strategy combines 
subject matter, tech-
niques, and the skills 
for implementing 
instruction.

If you can read this, 
thank a teacher.

—Anonymous
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Facilitating Learning
Th e teacher’s challenge is to accumulate a set of “tools” that, when properly imple-
mented, will contribute to an overall strategy for accomplishing the learning of 
identifi ed content. We have chosen to organize those tools, the elements of a strategy, 
into these categories: (1) arranging experiences, (2) utilizing instructional tech-
niques, and (3) providing monitoring and fl exibility. You may have noticed that we 
haven’t included “subject matter” as one of the tools. Th is is because the teacher uses 
the tools, or elements of a strategy, to bring subject matter and students together in 
an experience that facilitates learning. Th erefore, subject matter is not a tool per se, 
but is more like the material from which the experience is fashioned, much like a 
carpenter uses tools to work with the wood that eventually becomes a house.

Simply being in possession of the knowledge that we want students to acquire 
is not suffi  cient for eff ective teaching. You might think of it in terms of painting 
a house: Having a can of paint does not get the house painted. Something else—a 
big something else—has to happen to get the paint from the can onto the house. 
In education, that big something else is what the teacher does to facilitate learn-
ing. If we take the perspective that learning is something that occurs within a 
student, then the role of a teacher can only be to facilitate that process. Th e 
teacher arranges experiences and materials in a manner that will enable a student 
to learn a particular lesson.

Arranging Experiences
Th e essence of teaching is arranging experiences from which students can learn. 
A lecture may seem a rather dry and passive approach, but it is nonetheless an 
experience that someone determined would be the most appropriate means of 
presenting information in that particular situation. Another teacher may choose 
to use videotapes, DVDs, SMART Boards, or other media to present information. 
Yet another teacher favors an approach that more actively engages the students. 
Each approach has merits, but all are a matter of the teacher trying to engage 
students in learning situations.

Th e sections that follow discuss four broad categories of experiences: class-
room lessons, multimedia, guest speakers, and fi eld trips. Th ough there may well 
be an infi nite number of ways to combine variations of these approaches, you 
should watch for several specifi c trends. One is the degree to which the teacher is 
directly involved in providing instruction. Another is the movement from the 
specialized atmosphere of the typical classroom, which metaphorically brings 
the world to the students, all the way to experiences provided in a real-world 
context, in essence taking the students to the world.

Strategy

What is to be accomplished

How it will be accomplished

How to assess the results

Resources to implement the plan

Specific objective or a general goal

Methods, procedures, lesson plans

Observations, formal tests

Teacher capabilities, time, materials

Figure 2.1
The components of an 
educational strategy.
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Classroom Lessons
By classroom lessons we mean those experiences most typically associated with 
teaching school. In this situation, a teacher works with one or more students in a 
classroom environment. As states and school districts struggle to bring class sizes 
to an eff ective level, a typical classroom has 20–30 students. Depending on the 
district’s policy on ability grouping, all students in your classroom might be clas-
sifi ed on the same grade level (which is not the same thing as being on the same 
grade level academically). Some districts use regrouping plans that bring students 
from other grade levels to a teacher’s class for instruction in particular subjects 
such as reading or math. In any case, classroom lessons represent a format in 
which a teacher brings knowledge, culture, and the world at large to the students. 
Th e contributions of scientists, mathematicians, authors, composers, artists, and 
all the rest are represented as passages in books, class discussions, activities, 
and discrete assignments to be completed.

It is no wonder that students, elementary students in particular, think of their 
teachers as “knowing everything.” Th ough by middle school and high school 
much of this reverence is lost, nonetheless a certain mystique is associated with 
being the individual who brings new knowledge to the classroom day in and day 
out. Th at, of course, is the romantic aspect of being a teacher. Th e responsibilities 
that come along with this are formidable.

Th e teacher must account for everything that will be necessary for the pre-
sentation of that lesson. If special skills are required for any aspect of the presen-
tation (for example, working with hazardous materials in a science demonstra-
tion), they are skills the teacher needs to possess. Th e autonomy of working with 
your own classroom can be empowering, and the sense of accomplishment for 
completing a well-presented lesson leads to pride in a job well done. However, 
even the best teacher can become tired of hauling the world (let alone the uni-
verse!) into class every day; and so teachers augment some of these classroom 
lessons in other ways.

Multimedia Presentations
Many years ago, we referred to multimedia as AV (audiovisual) equipment. 
Among the marvelous machinery of the times were record players (what?), 
16mm movie projectors, fi lmstrip projectors (the high-tech ones had a built-in 
tape recorder and advanced the fi lm automatically), and the overhead projector. 
Interestingly enough, the only one to make the transition into the 21st century—
and even enjoy a renaissance—has been that plain old overhead projector. Per-
haps as an example of Ockham’s razor—the principle that, all things being held 
equal, the simplest answer is probably correct—the simplest machine was the one 
with enough fl exibility to adapt to a new age (Cambourne, 2001). Th ere’s a lesson 
in there somewhere for all of us.

Technology is a ubiquitous term. By no means has technology supplanted the 
teacher, but instructional materials that make use of a wide range of electronic 
media are increasingly available. Books and encyclopedias on CD-ROM or on the 
Internet allow full-text searching of documents and fi les. Television (broadcast, 
satellite, and closed-circuit), VCRs, DVD players, and webcasts not only bring 
high-quality presentations into the classroom but also allow students to engage in 
interactive projects to collect information from all around the world. Th e over-
head projector has transitioned to an electronic version: the document camera. 
Even so, the teacher remains as the ringmaster.
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Activity 2.1 PCs and Teaching Machines

Computers and educational software have had a tremendous impact on educa-
tion. Some programs are effective in providing drill and practice routines. 

Others make historic events and prominent individuals more “real” by presenting 
digitized images and sound from important events. Computers, however, are sim-
ply realizing the potential that was fi rst seen with “teaching machines.”

1. Use the Internet to fi nd out more about the original teaching machines. Use 
search terms such as “teaching machines” and “B. F. Skinner” to get started.

2. Based on what you have found, why do you think the teaching machines 
didn’t catch on?

3. What capabilities does the computer offer that makes the idea of teaching 
machines more practical today?

4. What do you envision as the next generation of computer technology as an 
instructional tool?
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Guest speakers help to bring the world to the students.

A key diff erence between high tech of today and high tech of days gone by is 
the heavy reliance on computer-based systems. Teachers must be well versed in 
the use of technology in the classroom; fortunately, most education students to-
day are already computer literate, or what Marc Prensky (2001) has designated as 
“digital natives.” Rather than starting from scratch, as the previous generation of 
teachers had to do, you may simply need to “transition” from the basic skills 
of word processing and game playing to computer-based record-keeping, spread-
sheets, interactive investigations, and so forth.

Used eff ectively, multimedia allows the teacher to bring a more accurate rep-
resentation of the real world to the classroom setting. It also allows students to 
interact with the sights and sounds of historic events, scientifi c inquiry, and self-
expression in matters academic or artistic. Activity 2.1 provides you an opportu-
nity to examine how “high tech” has evolved over the years.

Guest Speakers
Next on the continuum moving from rep-
resentations of the real world to the real 
world itself is bringing guest speakers to 
the classroom. Having a guest in the class-
room is bringing life outside of the school 
inside. A teacher wants to seek out organi-
zations and individuals who can off er sig-
nifi cant insights about a topic under con-
sideration in the class. Even though guest 
speakers don’t come with all the bells and 
whistles of a slick multimedia presenta-
tion, it is nonetheless invaluable in our in-
creasingly electronic and interactive age 
for children to have the opportunity to 
speak with actual people.

Many guest speakers are well versed in 
the requirements of being “teacher for a 
day,” and come prepared to inform and 
dazzle. Others are fl attered by your request 
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and are full of good intentions, but do not know how to seize and hold the attention 
of a classroom full of students. Th ey may need your assistance to carry off  the expe-
rience successfully. (Note: It is always a good idea to have something else planned in 
case the speaker fi nishes early or cancels at the last minute. Being prepared for that 
contingency is part of the strategy.)

Field Trips
Th ere comes a time when no amount of pushing and shoving will fi t the outside 
world into a classroom. At this point, the only alternative, if the experience is to 
occur, is to take the students to the world. Field trips to a museum, an assembly 
plant, nature study areas, or other specialized environments can provide students 
with rich experiences that simply could not be duplicated in the classroom.

Field trips have fallen into disfavor in recent years. Th is is not because of the 
effi  cacy of the experience but rather because of the logistics, expense, and liability 
involved in moving large numbers of students away from the relatively safe con-
fi nes of the school. Without question, these very concerns have led to the explo-
sion of multimedia presentations, or “virtual fi eld trips,” available to educators. 
Th ose multimedia products can also serve a role by providing background and 
context to students before the trip. You may want to read “School Trips without a 
Hitch” for specifi c recommendations about how to prepare for, conduct, and fol-
low up on fi eld trips (Patterson & Fiscus, 2000).

Don’t forget, the outside world is not far away. Sometimes the “fi eld” you 
need is just beyond the door. Th at is, try to overcome the feeling that all things 
educational must happen within the walls of your classroom. Science, art, math-
ematics, and even history can be found just outside of the school building and, 
still on school grounds, in the “real world.”

As a teacher conceptualizes a lesson, it tends to emerge as one form or an-
other of the four situations just described (classroom lesson, multimedia presen-
tation, guest speaker, fi eld trip). Th e interesting pattern to note is the inverse re-
lationship between the frequency of each type of experience and exposure to the 
world beyond the classroom. Th inking back over your own past (and present) 
classroom situations, you may fi nd that the vast majority of your educational 
experiences were presented in terms of classroom lessons. To a lesser degree, your 
teachers incorporated various multimedia presentations and activities to enhance 
the experience. To an even lesser degree, people from the community and special-
ized services were brought in to speak with you. And you can probably count the 
number of fi eld trips that you ever took. Since school is all about preparing stu-
dents for the world in which they will live, it is an intriguing paradox that the 
most basic practice within organized education (classroom lessons) is the fur-
thest removed from that world. Many factors play into this, not the least of which 
are matters of effi  ciency and economy. Th at is what makes this a specialized chal-
lenge of the classroom teacher: arranging educational experiences within the 
classroom that students can fi nd relevant outside of the classroom. Table 2.1 sum-
marizes the general categories of instructional experiences.

Utilizing Instructional Techniques
Having decided the basic format for an educational experience, a teacher must 
next choose the appropriate instructional technique. Generally speaking, there 
are eight categories of techniques from which a teacher might choose. As has 
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previously been the case, the teacher may well determine that a combination of 
techniques would be most appropriate.

Th e following discussion orders these eight techniques in terms of increas-
ing sophistication of the thinking required of students. Th is is not to say that 
any one of the techniques is inappropriate for particular ages. Aft er all, you can 
probably remember being “lectured to” by your parents at one time or another 
in your life, and you likely discovered some things on your own even as a young 
child. However, when planning educational experiences, teachers need to iden-
tify the level of cognitive processing they want to engage and select the tech-
nique that best encourages that level of thinking (Lasley, Matczynski, & Rowley, 
2002). Th ey should also consider the relationship of instructional strategy to 
student retention of information. Issues such as the developmental level of the 
students, the instructional venue (indoors, outdoors, individual desks, tables 
and chairs for group work, among others), and the subject matter to be pre-
sented must also be considered.

Of course, teachers should also recognize that tests addressing the content 
that is presented must be instructionally sensitive and instructionally informa-
tive (Popham, 2006). An instructionally sensitive test will measure “a modest 
number” of signifi cant skills or a reasonable amount of content information, 
whereas an instructionally informative test will provide clear information to 
both the student and the teacher about the area(s) needing further teacher 
instruction and student study. Th ese points should be considered when pre-
paring clearly focused lessons.

Our list of techniques parallels Bloom’s taxonomy, described in Taxonomy 
of Educational Objectives, Handbook I: Cognitive Domain (Bloom et al., 1956). 
Th e taxonomy begins with the least sophisticated level of processing, that be-
ing the recall of knowledge and facts, and progresses to the highest level, 
thinking that involves evaluative processes. In 2001, an important revision 
was done to Bloom’s taxonomy. Many in education had long argued that syn-
thesis should be the highest level of the taxonomy rather than evaluation. 
Figure 2.2 shows that this idea has been accommodated together with some 
changes in terms. Aft er reading through the descriptions of these eight ap-
proaches, compare them with Bloom’s taxonomy to determine how a teacher 
might select one technique or another based on the level of thinking he wishes 
to encourage.

Table 2.1 General Categories of Instructional Experiences

Instructional Experience Value for Students

Classroom lessons Bring experiences and knowledge to the 
students

Multimedia presentations Bring depictions of people and events 
to the classroom; can also provide 
instructional experiences

Guest speakers Bring expertise, knowledge, and insight 
from people who represent particular 
skills, abilities, and responsibilities 
(for example, local political fi gures)

Field trips Take students to the real-world experience 
in its natural environment (that is, away 
from the classroom)
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direct instruction A 
means of delivering 
instruction by spe-
cifically explaining or 
demonstrating a skill 
and having the stu-
dents attempt to 
replicate it.

Direct Instruction
In direct instruction, the teacher specifi cally explains or demonstrates a skill, 
and the student attempts to replicate it. We list it as the lowest level of our taxon-
omy of instructional techniques because little abstraction is involved, though that 
does not mean the task is a simple one. As children struggle to reproduce the let-
ters of the alphabet, they need all the concentration and control they can muster. 

Similarly, the middle school student per-
forming the steps of an experiment can be 
fully focused and intent. Nonetheless, the 
demands for deep understanding and re-
combining of information are minimal in 
direct instruction. Th e emphasis is clearly 
on the acquiring of information or proce-
dural skills. A review of 34 comparative 
studies found results signifi cantly favoring 
direct instruction for the acquisition of in-
formation or skills 64 percent of the time 
and non direct instruction 1 percent of the 
time. Th e remaining studies showed non-
signifi cant results (Directing Direct In-
struction, 1997). It is important to note, as 
does Rosenshine (1983), that direct in-
struction is most applicable for young 
learners, slow learners, and older learners 
when the material is new, diffi  cult, or hier-
archically arranged.

Teachers choose from a repertoire of instructional techniques when 
working with students. Of those discussed in the text, which might 
be in use in this situation?
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Drill and Practice
One level up from direct instruction is drill and practice. Th ough it might seem 
that this technique is even more rote than direct instruction, the implication is 
that something has already been learned, or at least been presented, and now the 
emphasis is on repetition to hone the skill or provide a strong link to the informa-
tion to improve remembering it.

Th is particular technique does not emphasize abstraction or the synthesis of 
new understanding. Your own experience with “times tables” is an example of 
drill and practice. You were not learning much mathematical theory as you 
memorized those products; the emphasis was on providing you with basic infor-
mation that you would later use in a variety of mathematical situations.

Lecture
Th e mainstay of a traditional college education, lecture shows up third in our 
instructional technique hierarchy. What does that tell you about the thinking that 
lectures require of a student? We are by no means denigrating the lecture ap-
proach, but the simple fact is that lectures in their pure form serve only to impart 
information in a one-way verbal transaction.

Many times teachers will follow up a lecture with some sort of discussion 
session. But a lecture can be presented without any opportunity for an intellec-
tual exchange between student and teacher (see the anecdote in Figure 2.3). Its 
strength is that a large amount of information can be provided to a large group 
of people in a short amount of time with a concomitant “personal” touch. Its 
weakness, pedagogically speaking, is that the instructor, not the student, does 
the work.

Question and Answer
At this point, we begin considering techniques that actually require refl ection on 
the part of the student, and thus involve evaluating and creating new information, 
the two highest levels of Bloom’s taxonomy. Refl ection requires that a student 
receive information and then consider it with regard to his own experiences and 
interpretations. Th e question and answer technique supposes that, to some 
degree, the teacher and the student share a common body of knowledge. Th is 
does not mean that the student has the same depth of knowledge or understand-
ing, but there are suffi  cient common elements to allow the student and teacher to 
consider the topic in a two-way exchange. Each party must be prepared to con-
sider the topic from the other’s perspective.

In one approach to using question and answer, the students may question 
the teacher. Th e teacher needs to be suffi  ciently knowledgeable of the subject 
matter to provide appropriate responses without knowing the questions in ad-
vance or having the opportunity to research the answers. You’re probably think-
ing that this is no trick at all because the teacher knows a lot more than the 
“kids” in the class. However, sometimes those “kids” are middle school or high 
school students who may well possess information about a topic that the 
teacher does not. For instance, a student with an interest in World War I avia-
tion may know quite a bit about the emergence of aerial warfare in the early 
part of the 20th century. A teacher cannot have all of the answers, but being 
prepared to deal with the unexpected is part of being a teacher, not something 
that happens once in a while.

drill and practice An 
instructional tech-
nique that emphasizes 
the repetition of pre-
viously learned infor-
mation or skills to 
hone the skill or pro-
vide a strong cogni-
tive link to the infor-
mation to improve 
remembering it.

lecture An instruc-
tional technique in 
which the teacher 
takes the active role 
of providing informa-
tion, while students 
take a more passive 
role by listening. 
Characterized by 
limited dialogue be-
tween teacher and 
student.

reflection The process 
of thinking critically 
about experiences 
or observations and 
making connections 
with other ideas and/
or drawing inferences 
for further consider-
ation.

question and 
answer Instruc-
tional technique in 
which the teacher 
poses questions 
soliciting content-
specific responses 
from the student.
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Don’t get the idea that those elementary school children are any less likely to 
stump the teacher. Children come to school thinking about the same questions that 
they have heard their parents discuss at home. Th ey may not always understand 
those questions, but the idea of asking the teacher for an answer is typically consid-
ered a good one. In November 2000, the United States experienced a most unusual 
presidential election. Questions of the Electoral College, popular vote, vote counting 
and not counting, legal issues, and even the United States Supreme Court swirled 
around the determination of the country’s president. What would you say to a third 
grader who asked why some people did not want to count all of the votes?

Th e other side of question and answer is the situation in which the teacher 
asks questions of the students. You are certainly familiar with this approach! How-
ever, our concern now is with the reason for those questions. One purpose is to 
give the students practice with the recall (and perhaps application) of particular 
information. Another is to assess the students’ acquisition of particular informa-
tion. In either of these cases, techniques such as providing think time (Gambrell, 
1983) and challenging initial responses will improve the use of question-and-
answer sessions. Indeed, in her classic study of the eff ects of wait time, Mary Budd 
Rowe (1978) found that providing students additional time to think increased the 
number and quality of responses and decreased discipline situations.

Yet a third purpose for the use of this instructional technique is to stimulate 
thought and encourage divergent thinking (as opposed to the convergent 
thinking of the previous two examples). When using question and answer, the 
teacher is challenging students to apply prior knowledge and then use that as a basis 
for synthesizing new knowledge. As you review the revised Bloom’s taxonomy 
(Anderson & Krathwohl, 2001), you will fi nd that synthesis (creating) is the highest 
level of thinking in the taxonomy. Th e challenge presented to the teacher is that, 
when such questions are asked, a wide range of answers is likely. Th e teacher must 
be prepared for whatever might come along, and this includes fi nding ways to iden-
tify merit in virtually any response. If a teacher is willing to open up the classroom 
to divergent thinking and the opinions of the students, then he must be ready to help 
students formulate and reformulate their ideas without diminishing the value of the 
original idea. Asking students for their opinions and then telling them they are 
wrong is one of the surest ways to bring original thinking in the classroom to a halt. 
Conversely, the amount of innovative and creative thinking that a teacher can initi-
ate, in virtually any subject area, is empowering both for students and teachers.

Discussion
A step higher on our taxonomy of instructional techniques is discussion. Th is 
diff ers from the previous level in that neither the teacher nor the student “holds 
the upper hand.” Th is situation concerns a very diff erent treatment of knowledge 

There is an anecdote told of a prestigious professor who lectured at a prestigious university. 
However, due to his busy schedule, he would tape record his lectures. A graduate assistant 
would then bring the tape to the lecture hall, and the students would listen to the tape 
and take notes.

One day the professor decided to provide the students with a treat and deliver the lec-
ture in person. “I don’t think that would be a good idea, sir,” advised the graduate assis-
tant. “Your schedule is much too busy. Perhaps next week?”

“Nonsense,” replied the professor, and the two left for the lecture hall. Upon their ar-
rival the professor found no students. Instead, on each chair in the auditorium was a tape 
recorder waiting to tape the day’s lecture!

Figure 2.3
The Lecture.

divergent thinking The 
process of taking in-
formation and creat-
ing new ideas or 
adapting it in original 
(to the thinker) ways.

convergent thinking 
The process of taking 
one or more sources 
of information and 
drawing conclusions 
about their charac-
teristics (perhaps 
similarities or differ-
ences) or implications.

discussion Involves 
the interchange of 
ideas. With this ap-
proach, a teacher 
hopes to develop 
greater depth of 
ideas and to foster 
the manipulation of 
information for solv-
ing problems rather 
than just the acqui-
sition of knowledge.
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from the ones described thus far. Discus-
sions involve the interchange of ideas. With 
this approach, a teacher hopes to develop 
greater depth of ideas and perhaps to foster 
the manipulation of information for solv-
ing problems rather than just the acquisi-
tion of knowledge.

Some might argue that “discussion” is 
not the most appropriate term for what 
teachers wish to accomplish. In fact, dis-
cussion does refer more to the debating 
of points of view, whereas dialogue refers 
to an exchange of ideas. In either case, the 
instructional intent is to take students 
beyond “just the facts” and to engage 
them in a more poignant treatment of the 
subject matter.

Admittedly, engaging student thinking in this manner is sometimes diffi  cult 
to do, but that’s why the other techniques exist. However, we want to encourage 
you to fi nd ways within any subject to draw your students further up the taxon-
omy. If you are teaching algebra and can provide a discussion opportunity with 
an enrichment activity about “the beauty of mathematics,” then by all means 
make the eff ort to give your students that experience.

Mental Modeling
Mental modeling (Culyer, 1987) and a variation of it, the “I wonder…” model 
(Bentley, Ebert, & Ebert, 2000, 2007) are techniques specifi cally intended to en-
hance students’ ability to direct their own learning by modeling the use of cogni-
tive processes in the solving of some problem. Th is might sound “elementary” at 
fi rst, and it is quite eff ective when working with young children, but it is a process 
that you may well have been exposed to in your secondary—and now tertiary—
educational experiences.

For example, during an elementary school lesson about using maps, a teacher 
might say, “I’d like to fi nd my way to Sarah’s house. I know the address, but I don’t 
know how to get there from the school. I think I’ll use the map of our city to fi nd 
the way there. First, I’ll check the street index to fi nd out where to look on the 
map. Th en I’ll use the numbers from the index to fi nd the street.” In this way, a 
teacher demonstrates how to sequence steps and put information to work in solv-
ing a problem. Students are then able to practice the same procedure.

Th e “I wonder…” model uses the same approach, though in the context of 
science education. Bentley, Ebert, and Ebert (2000) consider this to be one of the 
best ways of initiating the information-seeking process. As thinking is an other-
wise unobservable process, this technique attempts to verbalize the thinking that 
goes on. Following is an example from Th e Natural Investigator that a teacher 
might use with elementary-level children:

Th is morning I looked outside and noticed that it wasn’t very sunny. I 
observed lots of gray clouds. I wondered if it was going to rain today. I could 
have just carried an umbrella in case it did rain and not thought about it 
anymore. However, I was planning to wear my new shoes, and I really didn’t 
want to get them wet and dirty the fi rst time I wore them. So I checked the 
newspaper and the weather channel. Th e paper predicted . . .  (p. 127).

Discussions, no matter what 
the grade level, encourage the 
exchange of ideas. All partici-
pants benefi t.
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mental modeling A 
technique used to 
foster students’ abil-
ity to direct their 
own learning. It in-
volves careful model-
ing of the cognitive 
processes required 
to solve problems.
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In this scenario, the children are exposed to the steps of listing observa-
tions, formulating a question, and identifying possible sources of information. 
Th ese steps are not confi ned to elementary instruction, and you can probably 
think of experiences on the college level in which the professor has provided 
an analogous example. For instance, in college-level science courses, you are 
encouraged to go through the same three steps. Your chemistry professor 
probably will talk you through conducting an experiment as instruction for 
preparing for what might occur.

Mental modeling is a powerful technique that is on a high cognitive level. 
Precisely for that reason, it is something that you should try to use with your 
students at every opportunity. But practice fi rst! Th e keys to using this technique 

Activity 2.2 Developing Inference Questions

Read the following passage and answer the questions that follow. Explain how 
you fi gured out the answer. The fi rst question is done for you.
My teacher this year expected us to correct all of the mistakes we made in our 

schoolwork. When we missed examples on our homework, we had to rework 
them. We had to learn to spell any words we wrote wrong. If we missed math 
problems, we had to do them over too. If we labeled our maps wrong, she gave 
us another sheet and told us to start over.

Some people lost their papers before they corrected their errors. My teacher 
made them do the whole thing over. You can bet we learned a lesson from that 
experience.

On my report card for the fi rst nine weeks I made a lot of low grades. That 
was the term I lost a lot of my papers. For the last three terms I made all A’s and 
B’s. I always returned my corrected papers the day after I got them. I also had a 
loose-leaf notebook with sections for each of my subjects in school.

My parents are going to talk to the principal later this week. I know it’s not 
about me. It’s about my brother, who is a year younger than I am. He doesn’t want 
them to go, of course. You know why.

 1.  In paragraph 2, what lesson did the student learn? (The mental model: I can 
tell the student learned a lot of things, but I have to think just about para-
graph 2. The last sentence in that paragraph tells about learning a lesson 
from that experience. The experience was losing papers and having to do 
them over. I’ve never learned a lesson from losing papers, but I think I 
would learn something if I had to do them over. The thing I would learn is 
not to lose them or to do the work over right away. That’s the answer that 
makes the most sense to me and is likely to be true. How do I know that I’m 
right? Because most students would not want to have to do their work a 
second time.)

Now answer questions 2 through 8, remembering to tell, by mental modeling, 
how you determined your response.

 2.  What does the teacher think of schooling?

 3.  What grade or grade range was the student most likely in?

 4.  When did the student correct mistakes on the papers?

 5.  Why did the writer have a notebook with a section for each subject?

 6.  What are the parents going to say to the principal?

 7.  Why doesn’t the brother want them to go?

 8.  What kind of student is the brother?
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Feature 
2.1

T E A C H E R  T E S T I M O N I A L

Insights for Beginning Teachers

What would I say to someone just starting out in 
teaching? It’s funny, though I’ve been teaching for 

a few years now, that’s something that I have to stop and 
think about for a while.

You need to know that during the fi rst three years 
you have to kill yourself: to work hard and apply every-
thing you’ve learned and know. If it doesn’t work, refl ect 
on it to see if you can change it to make it work. If not, 
dump it. But know that the extra amount of time you put 
into teaching in the fi rst three years will benefi t your stu-
dents and make it easier for you later on. It gets easier.

OK, it’s never easy, but it gets easier, and no two days 
are ever the same. After decades of teaching, I am busier 
now than I have ever been. Keep in mind, however, that 
things are very different today. When I started teaching, 
“computer” was not a term we even discussed. And 
changes happen almost daily during your career. Yet, this 
is also what keeps you young at heart.
With Children I often hear new teachers say, “If I could 
touch just one life, it will all be worth it.” Well, maybe, but 
I’d like you to approach each child as being the one you 
are going to touch, whose life is going to be better for 
having had you as a teacher. I think that way you’ll come 
out with a better record than one out of several hundred 
or several thousand.

You have to look at each child as an individual. Try to 
make your own connection with him and don’t rely on 
what past teachers have said about the child. You also 
need to understand the physical and emotional limits of 
your students so that you can get them to perform at 
their very best in an appropriate manner.

I believe that you have to teach what you love and 
what you are enthusiastic about so your enthusiasm can 
become contagious. Figure out a way to bring the things 
you love into the curriculum so that you will have joy in 
teaching and your children will have joy in learning. And 
by the way, always carry a dictionary, and don’t ever be 
afraid to say that you were wrong and to correct yourself 
in front of the students. And no matter what you hear in 
college or in some professional development workshop, 
always take advantage of teachable moments! When you 
are holding the students’ curiosity and wonder in your 
hands, it’s time to deviate from the plan, because 
you have the opportunity to make learning relevant in 
the real world of a child. You’ve heard the phrase 
carpe diem—seize the day—well, I’m telling you that as a 
teacher, you need to be quicker than that; you need to 
seize the moment!

discovery learning An 
approach to instruc-
tion that focuses on 
students’ personal 
experiences as the 
foundation for con-
ceptual development. 
Students are ex-
pected and assisted 
to use their prior 
knowledge as a ba-
sis for making infer-
ences and drawing 
conclusions.

are modeling thinking that your students can understand and then providing 
them with immediate opportunities to apply what they have learned. Having 
your students explain their own mental models or “I wonder…” models aloud 
will help clarify the process for them and allow you to assess their understand-
ing. Transfer of learning is then enhanced when the strategies are applied in 
similar contexts (Pardo, 2004). Activity 2.2 (from Culyer, 1989) will give you 
some practice in developing this skill. Note that, for making inferences, stu-
dents are fi rst asked to read the text twice (because that increases their com-
prehension), to review what they already know about the topic and the ques-
tions (oft en called accessing prior knowledge), to pay attention to clue words or 
phrases, and to eliminate possible inferences that are either contradicted by 
the text or are less likely to be true. Using these hints for processing informa-
tion facilitates the development of logical inferences.

Discovery
Discovery learning is an approach to instruction that focuses on students’ per-
sonal experiences as the foundation for conceptual development. It is unlikely 
that children will walk into your classroom with all of the necessary experiences 

09388_02_Ch02_030-055.indd   4409388_02_Ch02_030-055.indd   44 11/18/09   3:17:23 PM11/18/09   3:17:23 PM



Chapter 2: The Strategic Nature of Teaching  45

About Parents Parents really want the same thing for 
their children that you do. Learn how to make them your 
partners in educating their/”your” children. Keep them in-
formed of the good things their children are doing. Ask 
for their help in the classroom, if possible. And let parents 
know what a good job they’re doing with their children! 
Let the children know too! Always give positive feedback 
to both parents and children.
And What about “Me”? I suppose that I’ve been go-
ing on and on about what a teacher should know and 
what a teacher should do. But you probably want to know
why a teacher should do all of this. There are, after all, 
easier ways to make a living. It won’t take you years of 
teaching to understand these feelings, but I can promise 
you that they are worth the effort it takes to experience 
them. Here are some of the things that don’t show up in 
a paycheck but can absolutely make my day no matter 
how hectic it’s been:

• Seeing a child accomplish something
• A compliment from a peer or administrator/staff
• A compliment from a parent
• Watching your students perform well for an as-

sembly or physical activity
• A visit by a former student that brings positive 

feedback
• Teaching multiple children in a family (or the 

children of the children you’ve taught)

• Seeing a child take pride in something he’s done 
or created in your classroom

• Seeing a child improve his grade or progress from 
a lower reading or math group to a higher one

• Seeing a child shine in one area even though he 
is having problems in other areas

• Becoming friends with the wonderful people in 
the profession; you make lifelong friends because 
you have so much in common

• Seeing your kids grown up, remembering you and 
thanking you

• Realizing that you are learning something new 
every day, as are your students

What other profession gives you all of this? You are 
just starting out on the journey toward becoming a 
teacher, but as these experiences ultimately become 
yours as well, you will understand that they are, well, 
priceless. Teachers who stay in teaching do so because 
they love teaching. It’s not for the money, it’s because 
they want to be the best teacher in the whole wide 
world!

Lynette Turman was an elementary school teacher with 
the Los Angeles Unifi ed School District for 40 years. For 28 
years she has also been instructing prospective teachers 
at California State University–Dominguez Hills.  •

that relate to the concepts you want to teach. So your challenge is to provide your 
students with the experiences they need in the context of discovery, allowing 
them to fi nd the information for themselves by virtue of some activity you have 
provided. Th e students in your class will then share a common experience that 
you can develop as it relates to the concept under consideration. In essence, we 
are cheating just a bit because, from an instructional perspective, the children will 
discover what we want them to discover. It’s new to them, of course, but it is all 
part of the strategy for the teacher.

Th roughout life, whether in school or out, children seek to make sense of the 
world around them. To greater or lesser degrees, they are successful. Th e conclu-
sions that a child draws may not be scientifi cally accurate, expressed in a gram-
matically correct manner, or mathematically defensible, but for the child they 
make sense. Th e meaningful answers were those that the child discovered and 
conceptualized on his own.

Discovery learning channels the natural inquisitiveness of children (and the 
natural inquisitiveness that remains in adults) by providing structure to the expe-
rience without restricting the thinking. Th at is, unlike the science experiments 
that you did in high school that were “wrong” if they didn’t come out the way the 
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book said they should, discovery learning encourages children to engage in the 
activity and document what does happen.

Even with structured activities in the classroom, 20 students will experience 
the activity in 20 diff erent ways. Because of that, for discovery learning to be 
pedagogically sound, it must be structured beyond the discovery phase of the 
exercise. Such a structure, or framework, is intended to clarify the experience in 
terms of the concept being taught. Th e four-phase learning cycle in Figure 2.4 
(from Atkins & Karplus, 1962) off ers one such framework.

Inquiry
We have placed inquiry at the highest level of our taxonomy because it not only 
involves the use of prior knowledge and the discovery of new knowledge, it also 
involves generating the question to be answered. It is no coincidence that the ten-
dency to ask questions is characteristic of children, as well as of adults at the top 
of their professions. Scientists, professors, writers, politicians, and others are 
people who frame questions and then go about fi nding solutions. Children, with 
that natural curiosity, also are compelled to ask questions, and they take delight 
in fi nding answers. Th e task for professional educators is to channel that inquisi-
tiveness to be benefi cial to the individual and perhaps even to the world at large. 
Suddenly our discussion has come a long way from rudimentary direct instruc-
tion. Teaching changes lives, and it changes the world!

Th e teacher who uses an inquiry approach has a considerable amount of 
preparation to do and also must be prepared to teach the students how to use 
inquiry. A student using inquiry must be guided to frame a question in a manner 
that can be investigated. For example, what would your response be if a child 
were to ask, “Why do birds fl y?” Would you say that birds fl y because it’s faster 
than walking? Because they enjoy being in the air? Just because? Why birds fl y is 
a legitimate question but one likely to be addressed by theologians or philoso-
phers. Perhaps your student will take on that consideration one day. For now, a 
more appropriate question might be “How do birds fl y?” Th is is a question that 
can be investigated in the context of school. Students could even investigate what 
factors allow one type of bird to fl y faster or higher than another or, in the case 
of ostriches and chickens, not at all. Helping to frame an appropriate question, 
without diminishing the validity of the initial question, is a primary challenge 
the teacher faces.

Introduction Exploration
Concept

Development
Application

Teacher poses 

question, 

challenge, or 

interesting event 

that captures the 

student’s curiosity.

Students manipu-

late materials, 

explore, and gather 

information.

With a common 

experience to relate 

to, terminology is 

introduced and 

discussion ensues.

This could take 

the form of an 

enrichment 

activity, an 

opportunity to 

apply what has 

been learned, or 

a test to assess 

learning.

Figure 2.4
Four-phase learning cycle.

inquiry A sophisti-
cated technique that 
attempts to engage 
students in generat-
ing relevant and 
meaningful questions 
about the topic un-
der consideration.
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One strength of the inquiry approach is that it can integrate the curriculum 
by incorporating many disciplines. Children can read, write, calculate, engage 
in scientifi c investigations, address social concerns, and utilize the arts, all in 
the context of answering their own questions. Th e intellectual challenge for a 
teacher preparing and conducting such activities is considerable, and consider-
ably rewarding.

A teacher may use combinations of the techniques we have discussed in the 
course of a single lesson. A lesson plan may begin with a question-and-answer 
session that stimulates student interest and thinking, proceed to a discovery 
learning experience, and conclude with a discussion of what was learned. It is 
important for you to understand that teaching is a task that requires considerable 
instructional fl exibility, and we still have not even considered the topic of know-
ing the subject matter!

Before a teacher selects from these various techniques, he must fi rst be in 
command of each. Th e not-so-obvious fact is that as simple as some of these 
techniques may sound, implementing them as part of an overall strategy is some-
thing that has to be practiced. Th ese techniques do, in fact, represent a repertoire 
of skills for teaching. See Activity 2.3 for an opportunity to take a single topic and 
fashion a presentation using a variety of these approaches. Which of them seem 
to best suit your own style?

Before we leave the topic of instructional techniques, consider one other as-
pect of the taxonomy we have provided. You may have already noticed that the 
fi rst three levels represent approaches in which the teacher does the most talking 
or directing of student activity. Th e middle two levels transition to a dialogic ap-
proach in which the teacher and student share more of a partnership. Th e teacher 
continues to direct the activity, if only by having planned the whole experience, 
but the exchange of ideas is of central concern with these levels.

But what happens as we move to mental modeling and the levels beyond? Do 
you see how the emphasis changes now to the thinking that students will do? At 
these levels, students are not only investigating academic topics but ultimately are 
asking their own questions and fi nding ways to seek answers and solve problems. 

Activity 2.3  Applying the Various Instructional 
Techniques

This activity is best conducted during classroom observation. However, if you are 
not currently in an observation, practicum, or fi eld service, complete this activ-

ity with regard to your college classes.

 1. Observe several different teachers (or professors) and identify their instruc-
tional techniques. If you see a combination of techniques in one lesson, be 
sure to note each. The techniques discussed in the chapter are as follows:

 Direct instruction Drill and practice Lecture Question and answer

 Discussion Mental modeling Inquiry Discovery learning

 2.  Of the different instructional techniques you observed, is there one that you 
prefer? If so, what about it do you like?

 3.  Choose one of the classes you observed and explain how the lesson would be 
conducted using a different instructional technique. What might the new 
technique accomplish in terms of student involvement in the lesson? What 
advantages and disadvantages do you see to changing from the ob-
served technique to the new technique?
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step into the classroom
TEACHSOURCE
Video Case 2.1

Middle School Science Instruction: 
Inquiry Learning

Go to the premium website to view Middle School Science Instruction: Inquiry 
Learning. This video features a teacher using an inquiry approach to a geology 
lesson. Watch for both the engagement of the students and of the teacher in 
this learning situation. After watching the video, consider these questions:

 1.  Consider the sorts of questions that the teacher asked of the student. How 
often did he ask for responses that required memorized facts, and how of-
ten did he ask questions that required students to come to a conclusion?

 2.  An inquiry approach requires more time than simply “telling” things to stu-
dents, but what benefi ts did you see to this approach as the students con-
tinued with the lesson?

 3.  Here’s a key point: To what degree (if at all) did the thinking of the stu-
dents have an effect on what the teacher had planned for them to do?

Teacher poses questions soliciting content- 

specific responses.

An exchange of opinions and perspectives.

Assists students in managing their own learning 

by modeling a problem-solving technique.

Uses students’ personal experiences as the 

foundation for building concepts.

Allows students to generate the questions that 

they will then investigate.

Question and Answer

Discussion

Mental Modeling

Discovery Learning

Inquiry
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Direct Instruction Teacher explains or demonstrates.

Repetition to hone a skill or memorize 

information.

Teacher provides information to students in a 

one-way verbal presentation.

Drill and Practice

Lecture

Figure 2.5
The taxonomy of instructional 
techniques.

You probably have heard that education is a process that seeks to develop lifelong 
learners. Th e teacher who uses all levels of the taxonomy with an eye toward leading 
students to these highest levels and allowing them to develop their critical and cre-
ative thinking abilities will be the teacher whose students develop that love of learn-
ing that we all wish to impart. Figure 2.5 summarizes the taxonomy of instructional 
techniques.
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Providing Monitoring 
and Flexibility
Facilitating learning requires extensive preparation 
of educational plans. Deciding on a format for ar-
ranging the educational experience and selecting 
the most appropriate technique(s) constitute the 
foundation work that any teacher must do to pre-
sent a lesson. In the course of your own educational 
experiences you have been in classes with teachers 
who have prepared this foundation to greater or 
lesser degrees, and no doubt you have been able to 
tell the diff erence. Key to becoming an eff ective 
teacher will be your ability to make the concerns we 
have discussed here a part of your typical routine for 
planning educational experiences.

Th e good news is that a foundation based on 
what has been presented thus far will assist the de-
velopment of eff ective educational opportunities for 

your students. Th e bad news (and it’s not really bad 
news, just some additional news) is that there are two more considerations to 
keep in mind. One of those is monitoring.

It would be foolish for us to suggest that you can put together a plan that 
simply could not fail. Teaching is an interpersonal concern, and you simply can-
not know for certain the attitudes, moods, and recent experiences that your stu-
dents will bring to the classroom on any given day. Th erefore, as you implement 

Effective monitoring not only 
tells a teacher what the students 
are doing but also helps the 
teacher decide how best to 
proceed with a lesson.
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Activity 2.4 Observing How Teachers Adjust

If you have access to a school classroom, this activity will be easy to accomplish. 
If you don’t, we recommend that you sit in on a class on campus that is not one 

of your regular classes so that you can pay attention to the teaching rather than 
what is being taught.

 1.  Strange as it may seem, teachers often become a little anxious when people 
who are not their students sit in class and take a lot of notes. So, before the 
class begins, explain to the teacher what you will be doing. In this activity, the 
object is to observe things that happen in class and to watch as the teacher 
adjusts to circumstances. Even if it seems as though “nothing happened” that 
day, teachers monitor and adjust to their students on a continuous basis.

 2.  After observing the teacher or professor, arrange to discuss your notes with 
him. What examples of adjusting did you see? How major did it seem to you? 
Did the teacher consider the adjustments to be out of the ordinary or just 
part of teaching?

 3.  Specifi cally ask the teacher where he learned to monitor and adjust to stu-
dents and events at school. Also, ask how important fl exibility is during a 
school day and where he learned that.

 4.  How could you practice these skills during your teacher education pro-
gram? (Note: Don’t be afraid to think outside of the program; many 
aspects of your life involve monitoring and fl exibility.)

F I E L D  O B S E R V A T I O N

monitoring Observing 
student academic and 
social behavior, both 
individually and col-
lectively, during a 
variety of activities.
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the plan that you’ve developed, it will also be necessary to monitor the progress 
of that lesson. Is it going smoothly? Are the students receptive? Do they appear to 
be learning? Is this experience appropriate? Is this technique working? Are there 
student needs that you did not account for adequately for certain student needs? 
And all of this, of course, is something you do while also teaching the lesson.

Whether or not the monitoring you do is eff ective will be represented in 
terms of the adjustments you make. Flexibility is a virtue that all eff ective teach-
ers have cultivated to a high degree. For example, if you get into a car and turn 
the key, only to be met by that dreaded silence of a dead battery, no amount of 
turning the key will overcome the basic facts. You’ll have to do something else to 
start the car, or fi nd alternative transportation, or cancel your plans. Th is is also 
true for teaching. If the information you receive from monitoring indicates that 
changes need to be made, it is imperative (1) that you are willing to make them, 
and (2) that you are capable of making them. A lesson that isn’t working is lost 
time. It’s that simple.

Flexibility is what saves the day. You may even fi nd yourself in a situation in 
which discontinuing the lesson and moving on to something else will be an ap-
propriate course of action. Put that instructional time to effi  cient use and devise 
another strategy for teaching the lesson that just couldn’t take off . Monitoring and 
fl exibility are the tools a teacher uses to maintain the momentum of learning. It 
takes a keen eye to observe how teachers monitor and adjust during a lesson. Fol-
low the format provided in Activity 2.4 to see this subtle skill in action.

Modeling
Modeling? How does that fi gure into a strategy for teaching? Well, that’s a good 
question. Th ink back for a moment to one or two of your best teachers. Did you 
ever notice that he never seemed to have a bad day? His dog never died. Stress 
was not a problem. He never had sour milk in his breakfast cereal. And though 
you may have come to class a time or two with tales of woe explaining why your 
homework wasn’t done, you got the feeling that those calamities never seemed to 
befall him. Well, it just wasn’t true. Teachers are people, and they have the same 
problems that other people have. However, as with folks in show business, when 
it’s time for class to begin, personal problems, concerns, sadnesses (and some-
times gladnesses) are left  outside. Th e class must go on!

Are Teachers Role Models?
What is really happening here involves an undeniable aspect of teaching: Teach-
ers are role models. At the very least, they model an attitude toward learning that 
includes the joy of discovery, as well as an understanding of how diffi  cult discov-
ery can be. Th ey model the idea that learning is worthwhile. Your best teachers 
made dull subjects (were there any dull subjects?) come alive by virtue of their 
enthusiasm for what they were doing. It is likely that few, if any, of your really 
good teachers modeled despair, discontent, and disinterest. And that left  an im-
pression on you, didn’t it? We include role modeling as an education strategy 
because as a teacher you will teach lessons to students simply as a function of who 
you are. Students, to varying degrees, will want to be like you. Th ose desires will 

f lexibility The ability 
to make adaptations 
or major changes in 
diagnostic, instruc-
tional, or evaluative 
procedures or class-
room management 
based on an aware-
ness of student be-
havior. It depends on 
careful monitoring.

role models Those 
who engage in per-
sonal and profes-
sional behavior that 
provides an opportu-
nity for students to 
observe desirable 
characteristics in 
practice.
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Activity 2.5 Are Teachers Role Models?

There are at least two aspects to the question of teachers as role models.. One 
is whether they are responsible for modeling particular behaviors, attitudes, 

and beliefs at school. Another is whether they are responsible for being role mod-
els for the students away from school.

 1.  What attitudes, behaviors, and beliefs do you think schools should expect 
their teachers to model?

 2.  Should teachers be expected to model these behaviors on their own time and 
away from school? What is your opinion?

 3.  Take a poll in your class with regard to items 1 and 2. Is there a consensus 
among your classmates? If there is, summarize the opinion of the class as a 
“policy statement.” Don’t be surprised, however, if opinions differ and con-
sensus is diffi cult to achieve.

 4.  Use the Internet to fi nd current commentary on this issue. Search terms such 
as “teachers as role models” will get you started. How does the information 
you have found affect your initial opinion? How does it compare with the 
thinking in your class?

A Teacher’s Contract in the Good Old Days

Truly, the lifestyle of a school teacher has changed radically. For example, a 1915 teacher’s magazine listed the 
following rules of conduct for teachers of that day.

• You will not marry during the term of the contract.
• You are not to keep company with men.
•  You must be home between the hours of 8 P.M. and 6 A.M. unless attending a school function.
• You may not loiter downtown in any of the ice cream stores.
•  You may not travel beyond the city limits unless you have the permission of the chairman of the board.
•  You may not ride in a carriage or automobile with any man unless he is your father or brother.
• You may not smoke cigarettes.
• You may under no circumstances dye your hair.
• You must wear at least two petticoats.
• Your dresses must not be shorter than two inches above your ankle.
•  To keep the school room neat and clean, you must scrub the fl oor at least once a week with hot, soapy 

water, clean the blackboards at least once a day, start the fi re at 7 A.M. so the room will be warm at 8 A.M.

Figure 2.6
Teacher contract.

be based on the model that you provide every time you interact with them in 
school or away from the classroom.

We qualifi ed our comments by stating that “at the very least” these are things 
modeled by teachers. We did that because the debate over teachers as role models 
is by no means insignifi cant. Activity 2.5 asks you to take a position and then 
investigate the opposing point of view, because from either perspective you would 
not be alone. Th e question of whether teachers are role models, and if so, what 
they should model is one that has evolved with the progress of our open and 
multiethnic culture.

Take a look at the teacher’s contract presented in Figure 2.6. Th is is not a piece 
of fi ction but rather the expectations for a young teacher entering the profession 
around 1915. Th e contract was reprinted in Th e Cracker Barrel Journal (Fall 1995).
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Th e items about starting the fi re and scrubbing the fl oor regularly may not 
be germane to our discussion, but the items about how the teacher was to con-
duct herself, in and out of school, certainly are. From American education’s 
Puritan beginnings as Bible-study lessons taught by the preacher’s wife, appro-
priate behavior and moral principles have been integral to the message of for-
mal education.

Your actions as a teacher, your beliefs, sense of humor, self-discipline, bearing, 
and demeanor are all lessons that are presented to students throughout the educa-
tional experience. Albert Bandura’s landmark work with social learning theory 
(1986) places great emphasis on the impact of observing and imitating a model in 
the development of behaviors. We can expect that children will imitate and inter-
nalize those behaviors that they observe as being valued and rewarded. For ex-
ample, if it seems that a teacher who acts in a particular manner is well-liked by 
students and colleagues, the student will likely imitate those observed behaviors. 
Th is is refl ected in the expectations that schools have for their teachers.

As a teacher in a public or private school, you can anticipate that the school 
will expect you to model behaviors such as self-control, good grooming, a good 
work ethic (valuing work, punctuality, preparedness, following the rules), and 
placing a value on learning. Furthermore, you may also be expected to model 
ideologies such as being pro-democracy, accepting of cultural diversity, and 
maintaining a high moral standard. Whether or not explicitly stated within the 
curriculum, these are lessons that schools bring to the students. Th e teacher who 
encourages his students not to recite the Pledge of Allegiance, albeit on defensible 
grounds, will likely fi nd himself at odds with the district and the community. Th e 
teacher who habitually arrives late for work probably will not have his contract 
renewed. Teachers are not expected to be surrogate parents, but they are—
without question—role models of one sort or another to their students.

Are Teachers Role Models Away 
from School?
Th ere is another compelling side to the role-model issue, and it is one that we 
cannot resolve in a few pages of this text. However, it is an issue that you must 
include in your consideration of a teaching profession. Th e simple version of the 
question is: Are teachers role models away from school? Based on what has been 
presented thus far, the obvious answer is “yes.” Students—and this applies to stu-
dents anywhere along the educational continuum—delight in seeing their teach-
ers away from school. Th eir expectations, however, remain the same. Seeing the 
teacher who is always neatly dressed at school now loading bags of mulch into his 
car at the local gardening shop will be a cognitive stretch for the child. Because 
gardening is not something on the list of improper behaviors in a child’s mind, 
the experience will likely just require a cognitive assimilation. Th is could actually 
be a good expansion of the child’s view of the world.

However, seeing a teacher purchase alcoholic beverages at the local grocery 
store or appearing tipsy at a community function will leave a diff erent impression. 
Th e question, therefore, is whether teachers are responsible for modeling particu-
lar behaviors even when away from school? Is this a fair expectation?

Regardless of whether it is fair, you will fi nd that the expectation is widely 
held. Many a teacher has lost his job because of behavior completely removed 
from school, but which the community did not endorse as appropriate for an 
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Our look at the practice of teaching has emphasized 
the following major points:

 1. Eff ective teaching includes a strategic nature that 
involves techniques for facilitating learning, moni-
toring and fl exibility, and modeling.

 2.  Th e four approaches to arranging instructional ex-
periences to bring the world to the classroom are 
classroom lessons, multimedia presentations, guest 
speakers, and fi eld trips.

 3.  When designing appropriate lessons, teachers 
choose from eight instructional techniques: direct 

instruction, drill and practice, lecture, question and 
answer, discussion, mental modeling, discovery, 
and inquiry.

 4.  Part of any teacher’s strategic repertoire is the ability 
to monitor the progress of the class and the fl exibil-
ity to make adjustments based on those observa-
tions.

 5.  Teachers are, to one degree or another, role models. 
Th e question of how much responsibility a teacher 
bears for being a role model away from school re-
lates to one’s concept of professional ethics.

educator. Th is is a delicate issue that involves one’s personal rights, as well as the 
concerns of a community (society) that has entrusted its children to the infl uence 
of the teachers it has hired. Keep in mind as you consider this issue that children 
typically do not get involved in the philosophical and political aspects of these 
deliberations. Th e teacher is “the teacher.”

Perhaps a personal experience (which will also explain the opening quotation 
in Chapter 1) will demonstrate this point. While teaching in China one semester, 
one of your authors found that both in class and away from campus, graduate 
students typically displayed utmost courtesy toward their professors. Th ey would 
hold doors open, wait for the professor to be served in a restaurant before being 
served themselves, and so on. Th ere came a time, however, when the semester 
had ended and the students had graduated from the program. While walking into 
a restaurant one day to celebrate graduation, one of the students hastened to open 
the door for the professor, and the others waited for him to enter the building. 
Th e professor said, “You are graduates now, and we’re colleagues. You need not 
wait for me.” Without hesitation, the student at the door quietly said, “You will 
always be my teacher.” Th ere is something very special about being a teacher.

Conclusion

Key Terms
strategy
question and answer
discovery learning
direct instruction
divergent thinking
inquiry
drill and practice
convergent thinking

monitoring
lecture
discussion
fl exibility
refl ection
mental modeling
role models
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Case Studies in Education
Enter the information from the following table into the 
Educational Record for the student you are studying.

Instructional Techniques to Which the Child 
Responds Response to Role Models

Davon
He responds to hands-on activities and is a super listener 
both in whole-group and small group settings. He listens 
well during instruction and is quick to answer and share 
what he knows. You can hear how proud he is of himself in 
his tone as he eagerly shouts out answers.

Davon is not easily infl uenced by his peers. He shows a 
natural desire to want to be successful and have his peers 
notice. He shares with his peers and looks for acceptance 
from them. He appears to try to win his peers over by 
lending a helping hand without being asked. 

Andy
Andy states that he learns best while listening, but this is 
not the case. He has diffi culty focusing on discussion and 
directions. He works well in small groups but has to be 
monitored to stay on task. Peer tutor provides extra support 
and modeling Andy needs to complete assignments.

He is easily infl uenced by his peers. He feeds off of the dis-
ruptive behaviors of several students in his classroom. Re-
gardless of that, he desires to please his teachers and is 
contrite when in trouble.

Judith
She defi nitely responds best to hands-on situations. She 
prefers to work with others, though the feeling is not nec-
essarily mutual. Extensive repetition helps her to memorize, 
though it does not necessarily equate with understanding.

Peers: She will imitate behaviors that might lead to 
acceptance.
Teachers: She respects her teachers and quickly senses 
which teachers will respond to her with warmth.

Tiffany
Tiffany prefers working alone the majority of the time. 
When a partner or team activity does occur, Tiffany experi-
ences high anxiety. When in groups, she is viewed as bossy 
and uncooperative with other students. She gets very upset 
and emotional when she feels her statements are not being 
acknowledged.

Tiffany’s role models are primarily teachers she has had in 
class. She believes whatever teachers say is the absolute 
truth and never disagrees with them. She holds most 
teachers in the highest regard and will defend them to 
other students. She will repeat phrases and dialogue that 
she has heard from teachers and argue with anyone who 
may disagree with her point of view. 

Sam
He has developed compensatory skills to adapt to various 
instructional techniques. The most effective teaching strat-
egy for him is a multisensory approach. He is most produc-
tive and concentrates best when working alone with mini-
mal distractions.

Responds well to positive role models and is not easily 
misled or infl uenced by others. He has a strong sense of 
right and wrong, and no history of behavior problems in 
school. If he anticipates a potential problem with a class-
mate, he will consult with a teacher or other adult about 
his concern.

Bao
Bao is very social, so she always prefers to work with 
friends. In groups, she tends to talk about irrelevant topics 
while doing all the work, and then allows her group mem-
bers to copy her work. She also does well with independent 
work but dislikes most hands-on learning because she dis-
likes having to construct meaning. She enjoys lectures be-
cause she likes to take notes and has strong recall of infor-
mation that is given to her.

She does imitate those she admires but always chooses 
role models who are “safe” and unquestionable. There-
fore, she emulates teachers, peers, adults, and pop icons 
who are popular but innocuous, and steers clear of ones 
who drink, do drugs, are sexually permissive, or challenge 
the status quo.

 1.  Based on the information provided, to which of the 
instructional techniques does your student best re-
spond? Which of the instructional techniques dis-
cussed in the chapter do you feel most suit your 
own style and personality? Do your preferences 
match well with the learning preferences of your 
student? If they do, do you think you should expand 
your student’s learning styles, or should you stick to 
his or her preferences as they are? If your own pref-
erences and those of your student do not match, 
how might you strengthen your abilities in the tech-
niques your student prefers?

 2.  Unlike learning instructional techniques, role mod-
eling is something that is very much a part of who 
you are as a person. Not all students will see you as 
a model of the person they want to become, but 
many will to one degree or another. From what you 
have learned about your student and what you 
know of yourself at this early point in your teaching 
career, what will this student learn from you beyond 
academics? If you saw this student at the grocery 
store or in a shopping mall, would you maintain 
your “teacher” demeanor? What responsibility, if 
any, do you feel to be a role model for this student?

54  UNIT I: The Profession
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Designing the School of the Future
Th e types of experiences that a school will provide to 
its students, the instructional techniques that charac-
terize the school and its teachers, and the attitudes, 
behaviors, and beliefs that the teachers model all co-
alesce to form the “culture” of a school. You can sense 
elements of that culture immediately on entering a 
school. Some schools are bright and inviting, while 
others can be dark and diffi  cult to navigate. As you 
consider the school of the future, decide how the topics 
discussed in this chapter will characterize your school. 
“Th e whole is greater than the sum of its parts” is an 
excellent description of schools.

 1.  How will your school “bring the world” to its stu-
dents? To what degree will your school rely on 
(a) classroom instruction, (b) multimedia presenta-
tions, (c) guest speakers, and (d) fi eld trips? What 
other experiences should be included but do not fall 
within these four categories? Which, if any, of the 
categories for arranging educational experiences 
could you completely do without? Write a vision 
statement (that is, a statement of what your school 
aspires to become) that addresses the manner in 
which your school will address these four categories.

 2.  Will your school be characterized by particular in-
structional techniques, or will that be left  to the in-

dividual teacher? For instance, some schools are in-
quiry based, and so all teachers utilize an inquiry 
approach for all subjects. Other schools may empha-
size direct instruction together with drill and prac-
tice. Colleges and universities, of course, tradition-
ally emphasize lecture. What will be the situation in 
your school of the future? Explain the reasoning 
behind whatever approach you decide to take. What 
will be the educational benefi ts to the students of 
using the technique(s) you have identifi ed? As an 
administrator, would you hire teachers based on 
their ability to use those particular techniques?

 3.  As the fi nal component in establishing the basic 
theme or culture of your school, what will be your 
expectations of teachers with regard to role model-
ing? Remember, the attitudes, behaviors, and beliefs 
that teachers model are typically not part of the les-
sons students must learn for graduation. So, role 
modeling becomes a matter of regional or local val-
ues. Would you hire (and perhaps fi re) teachers 
based on the role model they present? Would you 
deny a job to a qualifi ed teacher because he does not 
look the way you want teachers to look? What will 
people in the community say when they speak of 
the teachers at your school?

Many states will require that you successfully com-
plete the Praxis Series of examinations to qualify for 
certifi cation. One or more of those tests will be 
subject-area tests. Another, which has a more practi-
cal orientation, will be the Principles of Learning and 
Teaching (PLT) examination that is appropriate for 
your certifi cation area.

Completing the Quick Check quizzes for Chapter 2 
in the Unit Workshop will give you practice with the 
multiple-choice format of the PLT. Th e Case Studies in 
Education and Designing a School of the Future activi-
ties will help prepare you for exercises that require read-
ing a scenario and providing short answers to questions 
asking what you might do in such a situation.

Praxis Practice

Chapter 2: The Strategic Nature of Teaching  55
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3

Your Chapter Study Guide
• Conceptualize Here are the major themes you will 

encounter in this chapter:

1.  Students differ in many ways along many 
dimensions.

2.  Cultural and ethnic factors can affect the learning 
environment.

3.  Differences can also be categorized in terms of 
intelligence, cognitive impairments, and physical 
impairments.

• Preview Read the chapter headings; look at any fi g-
ures, tables, and activities; and read through the items 
in the conclusion.

Activity 3.1:  Field Observation Activity—Observing 
Student Demeanor

Activity 3.2: Identifying Student Differences

Activity 3.3:  Go Online! Finding Requirements 
for Admission to Gifted/Talented 
Programs

Activity 3.4: Sitting in Their Place

TeachSource Video Case 3.1 Diversity: Teaching 
in a Multiethnic Classroom

TeachSource Video Case 3.2 Gender Equity 
in the Classroom: Girls and Science

TeachSource Video Case 3.3 Bilingual Education: 
An Elementary Two-Way Immersion Program

TeachSource Video Case 3.4 Multiple Intelligences: 
Elementary School Instruction

• Read Now read through the chapter. Mark or high-
light information that you consider to be especially 
important or about which you have a question.

• Refl ect Refl ect  on these questions as you read:

1. What implications does the spectrum of student 
differences hold for classroom teachers?

2. What will be your strengths in working with the 
diverse needs of your students?
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Student Diversity

What’s Your Style?
To get some insight about your learning style, read the following state-
ments and circle the number for each one that seems to describe you. You 
can circle as many as you like.

 1. You stare into space while trying to think of an answer.
 2. You like to record information and replay it until you learn it.
 3. As a child you traced or copied letters to learn them.
 4. You learn a lot by listening as other people provide information.
 5. You remember things by singing (for example, the alphabet song or 

new songs).
 6. On a test you can “see” where the information is in a book.
 7. You jot down ideas to remember them (and even after misplacing 

the paper, you still remember some of them).
 8. You hear a song and remember interesting or repeated parts of 

the words or music.
 9. You remember information by saying it aloud (for example, poetry, 

the Gettysburg Address).
 10. You close your eyes to “see” something in your mind.
 11. You like to draw or paint.
 12. You practice talking aloud when preparing a speech or comments to 

someone.
 13. You notice many features in a picture, graph, diagram, or other 

illustration.
 14. You like to sketch out written math problems.
 15. You pay attention to and follow oral directions well.
 16. You talk to yourself as you do something (for example, verbalizing the 

steps to be accomplished).
 17. Instead of reading a story, you prefer to hear it discussed by the 

group.
 18. You proofread your work by reading it aloud.
 19. In math, you follow the written examples for solving a problem.
 20. You write a word you can’t spell to see what your hand “says.”
 21. You like to learn by reading.
 22. You remember things better if you write them down.
 23. You remember a new term or idea when a teacher explains it.
24. You read diffi cult material aloud to help you to understand it.

Ice Breakers
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Introduction
Have you ever found anyone who was exactly like you? Of course not. Even 
though some people may be a little like you or even a lot like you, the fact remains 
that you are unique. Even siblings diff er, sometimes dramatically. A set of special 
qualities and characteristics is what makes each of us special and makes the world 
a richer place.

As a teacher you will encounter diversity in the classroom, just as you did 
(and do) as a student. Th e diff erence is that you will be on the other side of the 
desk, and the challenges and opportunities will be diff erent in some ways. One 
of your most important challenges will be in coming face-to-face with the many 
ways in which students diff er. Recognizing and appreciating those diff erences is 
important if you are to provide learning opportunities that are compatible with 
students’ needs. A joint position statement of the International Reading Asso-
ciation and the National Association for the Education of Young Children 
(1998) makes the same point: “Experienced teachers throughout the United 
States report that the children they teach today are more diverse in their back-
grounds, experiences, and abilities than were those they taught in the past.” 
(pp. 196–197). And a Harvard Civil Rights Project report (cited in Hardy, 2006) 
establishes a clearer context:

Viewed in historical perspective, the nation’s schools are going (through) 
an astonishing transformation since the 1960s, changing from a country 
where more than four of every fi ve students were white, to one with just 
58 percent white enrollment nationwide and changing each year… 
Within a decade it is likely that there will be fewer than 50 percent white 
students in our public schools. (p. 14)

Use the following guide to identify your strongest learning preferences. Circle the item numbers that 
you marked from the list of statements. Then count up the number of circled items you have in each 
category. Your strongest preference will be for the style that has the most circled items. You may fi nd 
that you have strong preferences in two or more categories.

 Preference Visual Auditory Kinesthetic Vocalic

Items: 1 6 10 13 19 21 2 4 8 15 17 23 3 7 11 14 20 22 5 9 12 16 18 24

Number of 
circled items:

This chapter discusses learning preferences and many other factors that account for the diversity 
among students. ■

Treat students as individuals 
whose identities are complex 

and unique.

—R. Freeland (1998)

diversity The ways in 
which individuals and 
groups differ from 
each other.
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General Ways in Which Students Differ
Let’s consider just a few of the many ways in which your students will diff er. 
Hopefully you will consider these diff erences as you study subject-area and meth-
ods courses, for you should understand that one size doesn’t fi t all (Fisher & Ivey, 
2007; Ratcliff e & Willard, 2006).

Culture, Ethnicity, and Race
Oft en the fi rst things that come to mind when discussing student diversity are 
diff erences in culture, ethnicity, and race. As you will discover in this chapter, 
these are just a few of many factors that will make each of your students unique. 
However, appreciating and accommodating diff erences in this category are par-
ticularly important within our diverse American culture.

Culture represents the values, attitudes, and beliefs that infl uence the behav-
ior and the traditions of a people. Notice that these are social, not biological, di-
mensions. Even though people oft en label others according to physical features, 
culture is actually a matter of commonly held ideas. A chief purpose of schooling 
has been passing on the traditions of the society. Education has been the means 
by which people came to understand their heritage and the attitudes, behaviors, 
and beliefs the society valued.

In the United States, however, many cultures are represented within our 
American culture. As a result, diversity is also considered in terms of race,
though that word is a misnomer. If you check with the biology professor on 
your campus, you will learn that among human beings, there is only one 
race—Homo sapiens. Th e diff erences you were thinking of as race are actually 
diff erences of ethnicity. James Banks (1994) defi nes ethnicity as a sense of 
common identity based on common ancestral background and the sharing 
of common values and beliefs. Th at sounds a lot like culture, though ancestral 
background implies another dimension. In discussing ethnic minorities, Banks 
(1997) qualifi es the defi nition to say that ethnicity involves “unique physical 
and/or cultural characteristics that enable individuals who belong to other 
ethnic groups to identify its members easily, oft en for discriminatory pur-
poses” (p. 66). Th at same biology professor whom we mentioned earlier will 
probably go on to say that there is actually more biological diversity within an 
ethnicity than there is across ethnicities. Th e bottom line is that we are far 
more alike than we are diff erent.

Seen in a broader perspective, these defi nitions show that, although a culture 
might be characterized by a particular ethnicity, one culture (such as the Ameri-
can culture) could actually include people from many ethnicities. Th e result is a 
culture that has been evolving since the United States was founded. Several meta-
phors try to explain our unique culture. Two of the most prevalent are the melting 
pot and the salad bowl.

Th e period from 1820 to 1920 was one in which the United States wrestled 
mightily with the overwhelming desire of people to emigrate from their home 
countries in favor of a life in the United States. Laws were written and rewritten to 
control the infl ux, which at one point reached as many as a million people per year. 
Th rough the early part of the 20th century up to the years aft er World War I, 

culture The values, 
attitudes, and beliefs 
that inf luence the 
behavior and the 
traditions of a peo-
ple. They are social, 
not biological, 
dimensions.

ethnicity Sense of 
common identity 
based on common 
ancestral background 
and the sharing of 
common values and 
beliefs.
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people came to America to become Americans. Th e metaphor was that the United 
States was a cultural melting pot. In this view, many cultures combined to form a 
new culture. Th at new culture, though oft en changing—evolving—was distinctly 
diff erent from the cultures that went into the mix. More importantly, becoming 
an American meant relinquishing much of one’s prior culture (though not one’s 
heritage) to become a part of this new culture.

In the latter half of the 20th century and with great acceleration since the 
early 1980s, the metaphor has changed as the U.S. Constitution has stood the test 
of time and been interpreted in light of many unique and unanticipated circum-
stances. Th e emerging cultural conscience shift ed from the desire to be American 
in favor of being of another culture in America. Th e “salad bowl” metaphor came 
into vogue, and the social psychology of multiculturalism was born. Th e salad 
bowl has an identity as a particular sort of salad, but the various ingredients do 
not lose their individual identity as a result of being mixed with the other ingre-
dients. Th e salad bowl metaphor more recently came to refl ect the notion of 
cultural pluralism, the acceptance of and interaction among multiple cultures 
in one society.

Th e history of education in the United States has been greatly infl uenced by 
a predominantly Caucasian Western European perspective on culture. As a result, 
the mission of schools in the 19th and early 20th centuries tended toward “Amer-
icanizing” students by overcoming cultural characteristics refl ective of minority 
ethnic populations. Th ough contemporary schools seek to promote, value, and 
integrate the various cultures into all phases of the curriculum (curriculum is 
considered in detail in Chapters 5 and 6), Table 3.1 shows that as late as the year 
2005, an overwhelming disparity existed in ethnic representation between teach-
ers and students. Unfortunately, minorities are not entering the profession in 
suffi  ciently large numbers to change the demographics shown in Table 3.1 
(Duarte, 2000).

Moreover, 20 percent of the students enrolled in school were Hispanic 
(Orfi eld & Lee, 2007), which was the fastest growing school population (Rolon, 
2005). English language learners (ELLs), regardless of ethnicity, are the fastest-
growing category of students in the United States (English Language Learners, 
2008; Smith-Davis, 2004). Meier (2003) notes that by the year 2020 it can be ex-
pected that students of color will represent the majority of students in 18 states 
including California, Texas, Florida, and New Mexico.

All of this has implications for your work as a teacher, because in the 21st 
century it is necessary for you to do more than just “appreciate” the diverse cul-
tures that will be represented in your classroom. Th e multiethnic nature of the 

Table 3.1 Ethnic Representation in Public Schools 2004–2005

Ethnicity
Percentage 
of Teachers

Percentage 
of Students 

White, non-Hispanic  84.7  57.1

Black, non-Hispanic  7.1  17.2

Hispanic  5.4  19.8

Asian /Pacifi c Islander  1.5  4.6

American Indian or Alaska Native  0.6  1.2

From Digest of Education Statistics, 2007 (pp. 70, 99). (2008). Washington, DC: United States 
Department of Education, National Center for Education Statistics.

multiculturalism The 
social psychology 
perspective of how 
various cultural 
groups interface with 
each other.

cultural pluralism Ac-
ceptance of and in-
teraction among mul-
tiple cultures in one 
society.
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school population will require that you understand how culture aff ects the way 
children learn. No, this is not a discussion of the biological functioning of the 
brain, but instead a matter of how diff erent cultures engage in social interactions.

For example, Native American children tend to speak soft ly and avoid look-
ing authority fi gures in the eye (Manning & Baruth, 1996). Th e classroom teacher 
who is not attuned to this and demands that her students “speak up” and “look at 
me when I’m talking to you” is not necessarily encountering a recalcitrant child. 
It could simply be that the child has been taught to demonstrate respect for the 
teacher in another way. Many behaviors could be misinterpreted by a teacher who 
is insensitive to cultural diff erences among students; this applies to teachers of 
any ethnic background. Let’s consider some aspects of the broad range of ethnic 
diversity among students. We must caution you, however, not to take this over-
view of cultural diversity as a descriptor for every child who enters your class-
room. For instance, the African American population accounts for approximately 
13 percent of the national population, yet within that 13 percent there exists wide 
cultural and ancestral diversity. Similarly, a reference to a “Western European” 
perspective refers to people of many diff erent nationalities and cultural origins. 
No matter what ethnicity one speaks of, each child is a unique individual.

African American Students
Th e cultural background that African American students bring to the classroom 
is a complex blend of ancestral heritage, hundreds of years of enslavement in this 
country, and more than a century of struggle to realize equal opportunity and 
membership in the society we live in today. Without question, this must be ex-
pected to have an eff ect on both identity development and achievement of young 
people within a system founded on a Western European curriculum.

Franklin (1992) notes that years of enslavement and oppression (before and 
aft er the American Civil War) have left  the African American culture with a set 
of core values: resistance, freedom, self-determination, and education. Each of 
these values plays a part in school achievement and in the approach to school 
taken by many African Americans.

Th ough not confi ned only to the African American population, by about 
third grade, African American students, particularly boys, begin to show signs of 
underachievement, especially in math and science. Steele (1992) suggests that 
“blacks begin school with test scores that are fairly close to the test scores of 
whites their age. Th e longer they stay in school, however, the more they fall 
behind… Th is pattern holds true for the middle class nearly as much as in the 
lower class.… [S]omething depresses black achievement at every level of prepara-
tion, even the highest” (pp. 68–69).

Whether this “something” happens in school or as the result of school is dif-
fi cult to say. Jacqueline Jordan Irvine (1991) suggests that black students encoun-
ter a lack of cultural synchronization, an incompatibility between their own cul-
tural norms and those they encounter within the school. Both the curriculum of 
the public schools and the culture within the school provide an experience more 
in keeping with that of the white majority than with that of any ethnic minority. 
Th e result is that African American students may feel disenfranchised and de-
tached from the “message” and values of school. Whatever the reason, the results 
are discouraging. According to the National Assessment of Educational Progress, 
in 2005, only 13 percent of African Americans in grade 4, 12 percent in grade 8, 
and 16 percent in grade 12 (the only grades tested) scored at the profi cient or 
advanced level. In math, the fi gures were even more dismal: 13 percent, 9 percent, 
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and 6 percent, respectively (Status and Trends in the Education of Racial and Eth-
nic Minorities, 2007). Moreover, the 2008 data indicate that “the white-black gap 
has narrowed only when compared to 1973” in reading and there has been no 
signifi cant change in the white-black gap in reading or math between 2004 and 
2008 for 9-, 13-, and 17-year olds (the three ages tested) (National Assessment of 
Educational Progress, 2009).

Add to this context the fi nding that, in the past decade, the percentage of 
African American students enrolled in predominantly white schools has mark-
edly decreased. For instance, the percentage of African Americans attending 
schools with white majorities decreased from 31 percent in 2000 to 27 percent 
in 2005. California, New York, Illinois, Maryland, and Texas were the most 
segregated states for African Americans, whereas Iowa and Kentucky were the 
most integrated. Hispanic enrollment in predominantly minority schools in-
creased from 42 percent attending minority schools in 1968 to 80 percent in 
2000. For Hispanics, California, New Mexico, Texas, and New York are the most 
segregated, and Wyoming and Ohio are the most integrated. Th is trend is re-
ferred to as resegregation by Orfi eld & Lee (2007) who also discuss double seg-
regation (the separation of African American students from white and middle-
class students) and triple segregation (the separation of Hispanic students by 
race, class, and language.

Nevertheless, in 21st-century curriculum materials, you will fi nd a far greater 
emphasis on the role that individuals from various ethnicities play and have 
played in the progress of our nation than would have been the case as recently as 
the late 1990s. Still, culture—even school culture—is slow to change, and a school 
culture that truly infuses the diversity of ethnicities into the curriculum can 
evolve only slowly.

Combined with the approach of acknowledging diversity rather than embrac-
ing it, some cultural traits can be met with disapproval by teachers. Patricia Mar-
shall (2002) refers to:

language patterns and personal presentation style as refl ected in attire, 
body movements, and/or behavior patterns. Also, aspects of the cogni-
tive/learning style predominant among black students oft en are incom-
patible with the preferred instructional styles of most teachers. For ex-
ample, the information processing mode most common for blacks 
emphasizes active and cooperative learning patterns whereas teachers 
traditionally focus on more individually oriented instruction. (p. 93)

To counteract the lack of cultural synchronization, Marshall (2002) suggests 
fi ve measures teachers can take when working with African American students:

 1.  Believe that all students can succeed. Th is would seem an obvious expectation 
for teachers, but statistics indicate that African American students tend to be 
overrepresented in special education classes and underrepresented in pro-
grams for the academically gift ed. Teachers may assume below-average intel-
ligence for African American students who perform below grade level on 
standardized achievement tests or who do not acquire appropriate academic 
skills. (Note: Th e problem here is a perception of poor general intelligence 
based on academic performance, which is an assumption of intellectual ca-
pacity that is not based on appropriate diagnostic testing.) Maintaining the 
belief that all children can succeed will encourage teachers to fi nd the most 
appropriate instructional methods for each child rather than making unwar-
ranted assumptions about ability.
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 2.  Promote multidimensional student development. Th e essence of this sugges-
tion is that teachers make the content of instruction relevant to the lives of 
the students in the classroom. Th is is likely something you have heard be-
fore, but the key point here is that much of the curriculum, the culture, of 
school can be seen as more relevant to one ethnic group than to another. Th e 
teacher is the catalyst through which the message must be made relevant to 
all students or, perhaps more precisely, to each student.

 3.  Use cooperative learning activities. As opposed to the more typical 
competition-based activities, cooperative activities encourage students to 
work toward common goals while demonstrating individual knowledge and 
abilities. One example of a cooperative activity is giving choral responses to 
questions posed by the teacher. Th is technique actively involves students and 
does so in a cooperative atmosphere.

 4.  Recognize that no knowledge is sacrosanct. Particularly in a curriculum that 
could off er confl icting cultural messages, students should be encouraged to 
critically consider knowledge, explanations, and the representation of events.

 5.  Respect teaching as a profession and as an art. Such teachers use a wide range 
of instructional techniques that actively engage students in the process of 
learning.

Certainly, you have noticed that these recommendations are sound for work-
ing with all students. What you may not have considered is that a teacher may 
well draw on these skills and perspectives within a single classroom and during a 
single lesson to address the needs of each student appropriately and eff ectively.

Native American Students
As we consider the Native American culture, keep in mind that these are a people 
who neither were brought into a culture diff erent from their own nor emigrated 
from another culture to become American. Rather, the Native American culture 
has been suppressed by a foreign people who were on foreign soil. Representa-
tions of “Indians” in the American culture have glorifi ed the white conquest of an 
indigent nation and romanticized the Native Americans’ place in our national 
history. Th us, they are a people who have no reason to give up their own culture 
to become something else.

It is diffi  cult to shine a positive light on what was done to Native Americans 
over the past 400 years just as it is diffi  cult to fi nd a positive light on the treat-
ment of other minority ethnic populations in our American history. Arthur 
Schlesinger (1998) writes: “We must face the shameful fact: historically America 
has been a racist nation. White Americans began as a people so arrogant in con-
victions of racial superiority that they felt licensed to kill red people, to enslave 
black people, and to import yellow and brown people for peon labor” (p. 18). 
Th ough the past cannot be undone, the eventual history of the 21st century can 
be very much aff ected by the lessons you learn from the past and by your subse-
quent work in the classroom.

Th ere are over 500 Native American tribes, and they comprise one-half of all 
languages spoken in the United States. Moreover, the groups are not homoge-
neous; that is, they do not share the same customs and history (Michaelis, 1997). 
Native American and Alaskan Natives comprise 1.2 percent of the public school 
population (Public School Student, Staff , and Graduate Counts by State, School 
Year 2000-01, 2002), with the Navajo nation being the largest tribe (Michaelis, 
1997). Many Native American students consider the tribe or nation to which 
they belong as the primary referent for their identities and values. Deyhle (1995) 
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suggests that, in the Navajo culture, success is gauged in terms of the extent of 
intact family relationships, the degree to which one’s work enhances the family 
and community, and group—as opposed to individual—accomplishment. Th ese 
values are contrary to those of the Anglo population, which emphasizes indi-
vidualism in terms of credentials, work, and prosperity. Deyhle writes, “Navajos 
have a more humble view of ‘individual choice’ which acknowledges both the 
dependence of the individual on the group and the importance of the extended 
family” (p. 425).

Given this situation, it is to be expected that Native American students could 
face the same lack of cultural synchronization that other groups do. Such children 
may not wish to be singled out within the classroom. Th ey see themselves as 
equals with other students rather than being driven to achieve to a higher level. 
Th ey may frequently use nonverbal means to express themselves (Chavers, 2000), 
thus being put off  by the extensive verbal orientation characteristic of schools. 
(Note: Verbal ability, particularly written ability, is a challenge for many students. 
In this context, however, we specifi cally refer to a cultural preference for nonver-
bal communication that fi nds itself at odds with the typical school emphasis.)

By the third or fourth grade, Native 
American students begin to decline aca-
demically compared with white students. 
Butterfi eld (1983) notes that the children 
“become quiet, withdrawn, and do not 
participate verbally in classroom activi-
ties” (p. 51). Not surprisingly, the drop-
out rate among Native Americans is high. 
Diff erences in teaching strategies, com-
bined with the disparity between “school 
culture” and Native American culture, 
are primary factors that contribute to the 
dropout rate.

Successful teachers of Native Ameri-
can children will be attuned to teaching 
practices that complement the students’ 
cultural background and will also be 

aware of the stereotypical way that “Indians” are oft en characterized in the cur-
riculum. According to Marshall (2002), “Th e overall goal of successful school 
programs and teachers is to prepare Native American students for interactions 
within the larger society while at the same time encouraging them to maintain 
alliances with their own communities” (p. 208). To do this, teachers should dem-
onstrate their respect for the Native American culture and use interaction pat-
terns in their teaching that exemplify Native American cultural values. For ex-
ample, teachers might direct questions to the group rather than to specifi c 
individuals and, similarly, temper praise that would single out students from the 
greater classroom community.

Asian Americans and Pacifi c Islander Students
As long ago as 1980, the U.S. Census Bureau used the name Asian Pacifi c Islander 
to identify the ethnic group oft en referred to as Asian Americans. Th e fastest 
growing segment of the U.S. population, Asian Pacifi c Americans represent a 
wide range of regions and national origins. Trueba, Cheng, and Ima (1993) iden-
tify the following groups and their constituents:

The Native American culture em-
phasizes family and community 
rather than the individual.
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East Asians: Chinese, Japanese, Korean, Filipino
Pacifi c Islanders: Fijian, Guamanian, Hawaiian, Marshall Islander, Melane-

sian, Paluauan, Samoan, Tahitian, Tongan, Trukese, Yapese
Southeast Asians: Hmong, Indonesian, Khmer, Lao, Malayan, Mien, Singa-

porean, Th ai, Vietnamese
South Asians: Bangladeshi, Bhutanese, Burmese, Indian, Nepali, Pakistani, 

Sri Lankan, Sikkimese

As demonstrated here, just saying “Asian American” is to characterize this 
ethnicity in very general terms.

Asian Pacifi c Americans compose about 4.1 percent of the student popula-
tion in U.S. schools (Public School Student, Staff , and Graduate Counts by State, 
School Year 2000-01, 2002). In Hawaii, these students represent the majority of 
the school enrollment, and in California, they constitute the third largest group 
aft er Hispanics and whites (KidsData, 2008). As you might expect, these students 
bring cultural values to the American scene that diff er in some regard from the 
“traditional” Western European values that are so prevalent in U.S. schools. How-
ever, these values refl ect the fact that Asian Pacifi c Islanders include 50 ethnic 
groups and 100 language groups. Many groups (for example, Cambodian, 
Hmong, and Laotian populations) have poverty rates far greater than the national 
average and achievement levels lower than many other Asian Pacifi c Islanders. 
Th us, the stereotype as a “model minority” is incorrect (Closing Achievement 
Gaps, 2004-2005).

Asian Pacifi c American students oft en come from homes that promote rever-
ence and respect for parents and other persons in authority, conformity, obedi-
ence, promotion of group goals over individual interests, humility, and “face 
saving” (endeavoring to avoid dishonor). Th ese students might also be expected 
to have a group orientation, connectedness with others, and interdependence 
rather than an inclination toward independence (Asakawa & Csikszentmihalyi, 
2000; Uba, cited in Lecca, Quervalú, Nunes, & Gonzales, 1998). Th e infl uence of 
the family is also felt by students as the expectations for achievement in school 
can be very high. Feature 3.1 provides evidence of this as Cheryl Larson describes 
her experiences teaching in an international school. Education can be very much 
a family matter.

In the classroom, cultural behaviors of these students can be misinterpreted 
by teachers who are not attuned to such diversity (Cheng, 1987; Mathews, 2000). 
For example, students who do not readily ask for more information from teachers 
or who do not ask questions may be perceived as shy and passive. Th is may be the 
case for some students, but for others, it may simply refl ect respect for the author-
ity of teachers. While teaching for a semester in China, one of the authors found 
that students expected to have very little dialogue with the professor during a 
class. Instead, the professor was to speak and the students were to listen. Th is was 
in stark contrast with the American professor’s inclination to encourage discus-
sion and debate. Th e students’ disconcerting reluctance to speak in class was out 
of respect for the teacher rather than being meant as disrespect. It was interesting, 
however, that outside of class, the students were eager to spend time with the 
professor discussing all sorts of matters.

Teachers’ misreading of cultural behaviors can also include the perception 
that Asian Pacifi c American students lack initiative and are unsociable (Cheng, 
1987). Th is, however, may be a matter of a student’s limited English verbal ability. 
Th e diffi  culty with acquisition of a second language (bilingual educators suggest 
it can take four to seven years to develop academic English [Preparing English 
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Feature 
3.1

T E A C H E R  T E S T I M O N I A L

Student Diversity

I didn’t mean to lie. When asked if I was experienced in 
teaching diverse students, I said yes. I realized what 

diversity really meant, however, when I faced my fi fth-
grade class in Burkina Faso, West Africa. Our school of 
100 students had more than 40 nationalities repre-
sented. My class of 16 had students from Korea, Ghana, 
Germany, The Netherlands, France, the United States, 
Belgium, England, Israel, Nigeria, and Ethiopia. They 
held many different religious beliefs, had traveled all 
over the world, and had attended schools in many 
countries. Excited about teaching overseas, I didn’t real-
ize that the challenges to come would affect my entire 
teaching career.

Among the fi rst things that struck me was the inap-
propriateness of the content of the textbook materials. 
The reading stories reminded me of Leave It to Beaver 
episodes that were not at all like the lives my students 
led, and the story problems in math seemed to be about 
life on a different planet. Africa was very different from 
Iowa. Compared with the wondrously diverse and cultur-
ally stimulating world my students experienced on a 
daily basis, the textbooks seemed boring and irrelevant. 
So, we turned to the library for books that suited their 
interests. Students brought in materials from their home 
countries and translated them for the class. We created 
our own readings, and made up our own story problems 
and daily oral language sentences. We explored what 
was going on in Africa, Europe, and Asia during the 
American Revolution, the Roaring Twenties, the Great 
Depression, and the Vietnam War. Keeping to the school 
curriculum, we tailored the content to the interests and 
experiences of the students.

Finding ways to make the content more relevant to 
the students was exciting. What wasn’t so easy was deal-
ing with the cultural differences. Having never been out of 
the United States before, I had much to learn. I learned 
what hand to use when greeting my students and their 
parents. After I became frustrated at a student who re-
fused to look me in the eyes, he taught me that he was 
looking down as a sign of respect. I learned to deal with 
the bold way some of my students were taught to deal 
with authority and the quiet, reserved way of others. 
I soon learned to see each one as an individual with dif-
ferent beliefs, customs, and learned behaviors.

As the parents of my students found respectful ways 
to share their expectations, it was Kim’s mother who 
taught me the most. She came in one day after school and 
bowed low to me. I had learned to bow back respectfully 
and greet her appropriately. When she apologized for 
Kim’s poor performance on a test (97 percent), I explained 
that this was a very good grade and that I would gladly 
work with him to master this subject completely. That did 
not seem to satisfy her. I felt that I had misunderstood 
something, that I had caused her to feel like she was an 
unsuccessful parent. When I talked with another col-
league, I learned that, in Korea, the mothers were held 
responsible for a student’s success. They were required to 
teach their child the subject so when the child came to 
school, he or she could get all the answers correct. My 
offer of help implied that she could not do her job well. 
Fortunately, I was able to address this misunderstanding 
and work with her to balance the Korean and American 
philosophies of responsibility.

There was much more to what I had learned in Iowa 
about learning styles and diversity than I had ever 
thought possible. Now, having moved back to the United 
States and teaching at the college and elementary lev-
els, I can honestly say that every day I apply and extend 
what I learned in Burkina so many years ago. When I 
look at the students in my class, I know to look past the 
surface. I may not have seven different countries repre-
sented, but still, no two children are alike. I need to 
constantly relate the content to their interests, experi-
ences, learning styles, and needs. I learned to listen to 
each of them and fi nd out their beliefs and customs. 
I learned to talk with their parents—not simply send 
home newsletters and discipline cards—but to sit with 
them and have conversations about what they wanted 
for their children. There are so many lessons of student 
diversity from that fi rst year, and each contributes to 
the quality of my teaching every day.

Cheryl Larson, Ph.D., has taught in the International 
School of Ouagadougou, Burkina Faso, West Africa, and 
the Singapore-American School, Singapore.  •
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Language Learners for Academic Success, 2007]), especially if the home environ-
ment continues to use the native language, can drive students toward subjects 
that are not verbally dependent, such as science and mathematics.

Of course, there is no crime in becoming fl uent in science or math, but it 
should not be at the expense of developing interpersonal communication skills. 
Rather than drawing us together, the failure to develop communication skills 
can factionalize ethnic groups. Chao (1992) explains that when teachers fail to 
learn the correct pronunciation of students’ names or when students anglicize 
their names to make it easier for teachers, a divide begins to develop that disaf-
fi rms the student’s native culture relative to the culture of the school. In the 
earlier story about teaching in China, the professor went to great lengths to learn 
the proper pronunciation of each student’s name as quickly as possible. Th e 
pleasant surprise for the professor was that many students commented that they 
appreciated his eff ort.

In the classroom, it is important for teachers of Asian Pacifi c American stu-
dents to recognize that student behavior and student achievement can have cul-
tural implications. Oft en, these students are faced with two cultures: that of the 
school and that at home. Helping to bridge that gap can be very much a part of 
the work of a teacher. As we have found with other ethnic groups, the avoidance 
of stereotypical cultural representations and a respect for the personal dignity and 
integrity of each child are essential fi rst steps to establishing a culture-friendly 
learning environment.

Hispanic/Latino(a) American Students
“Hispanic” typically refers to a culture or group whose ancestors at one time were 
heavily infl uenced by the rule of colonial Spain. “Latino” specifi cally applies to the 
geographical region of Latin America. For comprehensiveness, this chapter uses 
the term Hispanic/Latino(a).

It is predicted that by the year 2050, the percentage of Hispanic/Latino(a) 
students will account for nearly 25 percent of the overall K–12 population 
(President’s Advisory Commission, 2000). Th e Pew Hispanic Center projects 
that by 2050, Hispanic students will outnumber non-Hispanic white students 

step into the classroom
TEACHSOURCE
Video Case 3.1 Diversity: Teaching in a Multiethnic Classroom

Go to the premium website to view Diversity: Teaching in a Multiethnic Class-
room. As a nation, the United States enjoys a broad range of ethnic diversity. In 
this video, you will see how a teacher and a language specialist use a project to 
explore and celebrate some of the ethnicities in our country. After watching the 
video, consider these questions:

 1.  How does the Kamishibai book project bring students together in terms of 
their ethnic differences and their similarities?

 2.  A key aspect of this project was the degree of engagement of the students 
(rather than being told a history of Japanese culture). Choose another eth-
nicity and consider a project that might work well for understanding that 
culture.
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(Fry & Gonzales, 2008). In fact, projections called for Hispanic enrollment to 
become the largest minority group in the United States, exceeding the number 
of African American students by 2005 (Yaden et al., 2000). Th at projection be-
came reality in 2004.

English language acquisition is a primary issue for Hispanic/Latino(a) stu-
dents. For many students, Spanish is the primary language spoken in the home. 
Marshall (2002) suggests, “Moreover, because they tend to reside and develop 
their most meaningful interpersonal relationships in largely poor and ethnically 
segregated communities, most Mexicans, Chicano/as, Puerto Ricans, and so on 
tend to value the retention of their Spanish-speaking skills” (p. 172). In such 
cases, language is a matter of personal and cultural identity. Indeed, some cities 
in the Southeast and Southwest conduct all of their business in Spanish. Such lo-
cal governments still must communicate with the state and federal government 
in English, but day-to-day functioning is carried out in Spanish. Many students 
do acquire conversational language skills in two years or less, but as we have seen 
before, academic language profi ciency can take considerably longer to develop 
(Anderson, 1995; Carrasquillo, 1991; Garcia, 1993; Krashen, 1996). And as you 
might expect, this can cause a problem for schools. So, which way should they go? 
Should the public schools in such areas be conducted in Spanish, or should 
English be the required language for public education in the United States?

Th e debate continues with regard to how best to educate ELLs. English as a 
Second Language (ESL) programs as we know them in the schools were fi rst 
developed by the military during World War II. Th ere are many versions of ESL 
programs. Marshall (2002) cites the following orientations as common to the 
public schools:

 1. Sheltered English, in which all lessons are also English language lessons
 2.  Immersion English, in which students are taught in English but may converse 

with their teachers in their native language
 3.  Submersion English, in which students are taught entirely in English
 4. Structured immersion, in which students may speak a second language 

though English is the primary language for instruction

Language may not be the only culprit placing students at risk for failure in 
schools. Other “indexes of vulnerability” found among Hispanic/Latino(a) stu-
dents who are having academic diffi  culty include low family income, poverty, 
high percentage of female-headed households, and high rates of functional illit-
eracy (Garcia, 1995). Do not take this as an indictment of the entire ethnic group. 
Nor does this suggest that only this group is vulnerable to these infl uences. In-
stead, understand that these points of vulnerability have been found among His-
panic/Latino(a) students who do have academic diffi  culty.

White American Students
Th e diversity of the white American population is evidenced across dimensions 
such as economic status, religious affi  liation, education, and political infl uence. 
But whites represent diverse ethnic ancestries as well. Indeed, the Bureau of the 
Census defi nes the white population as persons of European, Middle Eastern, and 
North African origins. Taken together, they represent the majority ethnic popula-
tion in the United States.

Historically, the collective values of the white American population have had 
the greatest infl uence on the nation’s schools and the work of teachers. Com-
monly referred to as the mainstream worldview, these values, expectations, and 

English as a Second 
Language (ESL)  
Any program de-
signed to teach Eng-
lish to nonspeakers 
of English while pro-
viding instruction in 
the various areas of 
the curriculum.
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assumptions have infl uenced public schooling from curricula to teacher-student 
interactions. Chief among these values are: (1) an emphasis on individual rights 
over group interests, (2) one’s ability to control and plan for the future, (3) com-
petition as a motivator, and (4) equal opportunity without the stipulation of 
equal end results (Alba, 1990; Carter & Parks, 1992; Gans, 1988; Kluckhohn & 
Strodtbeck, 1961). Th is is not to say that other ethnic groups do not embrace 
these values as well, but this underlying worldview is identifi ed most closely with 
the collective white population.

Th e importance of ethnicity as an ancestral identity, however, seems to have 
faded for the average white American (Alba, 1990). With the possible exception 
of special occasions (for example, parades, festivals), most whites are likely to 
consider themselves simply as being American. White American students cur-
rently constitute more than 57 percent of the overall U.S. student population 
(Digest of Education Statistics, 2007, 2008). Th ey are no longer the majority in 
Hawaii, California, New Mexico, and Mississippi schools, and will soon be a mi-
nority in Texas and Florida schools, but they have maintained majority status in 
the rest of the nation (Orfi eld & Lee, 2007). Yet, as majority or minority, to this 
point, white adolescents typically do not perceive ethnicity or race as an impor-
tant factor in their lives. Because the set of cultural norms that aff ects their lives 
is drawn from the mainstream worldview, most white adolescents never experi-
ence the cultural encounters that might cause their nonwhite peers to explore 
their own ethnic and racial identities.

In an increasingly multicultural society, it becomes increasingly important 
that students be able to appreciate diversity as refl ecting components of a whole, 
rather than as demonstrating diff erences from a vague conceptualization of what 
constitutes the cultural norm. Multicultural content infused into the curriculum 
can be utilized to create vicarious contact between white adolescents and non-
whites, and teachers should generate opportunities for students from culturally 
diverse backgrounds to work with each other. Th is provides students with mean-
ingful interpersonal experiences, challenging them to rethink preconceived no-
tions they might hold about those who diff er from themselves. Simply adding in 
“cultural awareness” classroom activities and lessons, in contrast, serves to fac-
tionalize both whites and nonwhites by presenting the nonwhite culture as that 
which diff ers from the normal (white) culture.

It is likely that in the decades to come, success with the teaching of students 
of all ethnicities will require not only measures of academic achievement (Note: 
Because standardized tests are statistically oriented around an average, that aver-
age is most representative of the majority—in this case, the white American 
population.) but also some indicator of the student’s ability to succeed as a mem-
ber of a society that truly strives for equity and justice for all its citizens.

We hope that you have noticed certain themes throughout our discussion of 
ethnic diversity:

 1. All children need to know that the cultural underpinnings of their identity 
are valued and not subservient to any other culture.

 2.  All children need to feel valued for themselves within the classroom.
 3.  Children are served best by teachers who are committed to the child’s success.
 4.  Classrooms and teaching materials should not be culturally sterile but in-

stead be infused with an appreciation of the strength that ethnic diversity 
brings to our “American” culture.

Clearly, given just the fi ve general ethnic subdivisions of Native American, 
African American, White American, Hispanic/Latino(a), and Asian American, a 
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classroom teacher has a considerable challenge to address when designing ap-
propriate educational experiences. Table 3.2 shows that the percentage of minor-
ity enrollment between 1995 and 2005 has increased signifi cantly (with the per-
centage of Hispanic students showing the greatest increase), while the percentage 
of white enrollment has decreased (Digest of Education Statistics, 2007, 2008).

Religion
Religion is not merely a part of culture; it is a powerful part. As recently as 2003, 
an Alabama Supreme Court Chief Justice, Judge Roy Moore, was removed from 
the bench because he refused to have a stone sculpture depicting the Ten Com-
mandments removed from the courthouse lobby. Even with a strong and sincere 
eff ort to make school a more culturally friendly place, religion (in the sense of 
practicing a religion, not in the sense of discussing one) typically is not a part 
of the curriculum.

Yet, a classroom teacher must consider the impact of religious beliefs on the 
classroom. For example, some parents do not allow their children to take part in 
any celebrations at school. Th is includes not only events with a religious overtone 
(for instance, a Christmas party), but also birthday celebrations. So, if you are 
planning to bring in treats each time one of your students has a birthday, some 
students may have to be somewhere else during that time. Th ese students, how-
ever, will still be your responsibility. You may also have students who dress in 
accordance with their religious beliefs, students who miss class in observance of 
religious holidays (and you will have to provide some way of making up work 
missed), and students whose religious beliefs may be in opposition to particular 
subject-area content.

Teachers cannot be aware of every nuance of religious belief that might be 
represented in the classroom. However, as a teacher you must not devalue anoth-
er’s religious beliefs or observations because they diff er from your own or from 
the mainstream in your community. Your role as a teacher will never be to pass 
judgment on a religious perspective or to indicate that your own convictions are 
superior, but instead to demonstrate that in your community of learners, toler-
ance and consideration of other perspectives are of value.

Gender
Of all the categories of student diversity, gender is likely the most enigmatic. In 
sorting this out, this section considers the diff erence between gender and sex, 
sexual stereotyping, and cognitive diff erences between the sexes.

Table 3.2 Percentage Enrollment in Public Elementary 
and Secondary Schools by Race/Ethnicity

Year White Black Hispanic
Asian /Pacifi c 
Islander

Native 
American

2005 57.1% 17.2%  19.8%  4.6%  1.2%

1995 64.8% 16.8%  13.5%  3.8%  1.1%

From Digest of Education Statistics, 2007 (p. 70). (2008). Washington, DC: United States Depart-
ment of Education, National Center for Education Statistics.
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Distinctions of Gender and Sex
Gender refers to the social aspect of sexu-
ality, that is, behaviors that are considered 
masculine or feminine. Th e social forces 
that teach gender-specifi c behaviors and 
expectations are prevalent from birth. 
Names given to boys and girls have a social 
context that implies gender. Th e way chil-
dren are dressed implies gender. Activities 
in which boys engage versus those in which 
girls engage, even the way that they are 
taught to interact with other people, are all 
gender bound. Th e term gender bound is 
used because none of these examples has 
any biological basis.

However, when people speak of the dif-
ferent physical and cognitive abilities of boys and girls in school, gender is not the 
issue. Th e issue is sex, the biological distinctions of male or female. For example, 
do male and female individuals learn diff erently as a function of being male or 
female? For our discussion, the focus is on how these distinctions and expecta-
tions are treated in the classroom.

Few people would argue against providing educational opportunities to boys 
and girls in an atmosphere that is free of gender bias or sexism. Th at is, neither 
group should be given preferential treatment or be discriminated against based 
on gender or sex. For example, it would be biased to allow aggressive behavior (or 
extremely active behavior) in boys while simultaneously expecting the girls to be 
quiet and demure.

Sexual Stereotyping
Similarly, boys and girls should not be directed to particular career paths based 
on sexual stereotyping (the expectation that males fi ll particular roles and fe-
males fi ll others) when, in fact, sexuality has no bearing on the job. A typical 
example of this has been directing female students to become nurses while direct-
ing male students to become doctors.

Cognitive Differences between Boys and Girls
What if distinctions are to be made between the society’s expectations for mascu-
line and feminine behavior (remember, the school represents and teaches society’s 
values) and between the native abilities of each sex? For instance, Carol Gilligan’s 
(1982) pioneering work suggests that women prefer learning through fi rst-hand 
observation and that they are more likely to personalize knowledge than men are. 
With regard to moral reasoning, she found that while males value following rules 
and law, females value relationships and caring. So, are there legitimate diff er-
ences between the sexes that should be addressed? Or are these diff erences social 
in nature, the result of the forces that people are exposed to throughout their 
lives? If that is the case, it might be appropriate to avoid sending diff erent mes-
sages to boys and girls.

Beginning in the 1970s and 1980s, considerable funding has gone into edu-
cational research and instructional programs to encourage female students to 
pursue careers in science and mathematics. Perhaps those eff orts have had an 

gender The social 
aspect of sexuality: 
behaviors that are 
considered masculine 
or feminine.

sex Biological distinc-
tion between male 
and female.

gender bias/sexism  
Preferential treat-
ment toward or dis-
crimination against 
individuals or groups 
based on their gen-
der or sex.

sexual stereotyping  
The expectation that 
male individuals 
should fill particular 
roles, while female 
individuals fill other 
roles.

What examples of the social 
aspect of gender can you 
identify in this picture?
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eff ect. Willingham and Cole (1997) have examined the standardized tests and 
college placement examinations of 15 million students in the 4th, 8th, and 12th 
grades. Th ey found that the performance diff erences between the sexes were 
minimal. No picture emerged of one sex excelling over the other. Th e average 
performance diff erence across all subjects, they found, “is essentially zero.” More 
recently, Hyde, Lindberg, Linn, Ellis, and Williams (2008) conducted a study of 
7 million students in grades 3 through 11. Th ey found the diff erences between the 
sexes on math performance was “trivial,” and that boys and girls are essentially 
tied in math achievement. Ripley (2005) notes that female students have been 
attaining more science degrees since 2000. Does this mean that Gilligan’s and 
Hyde and colleagues’ fi ndings do represent social eff ects on learning rather than 
biological distinctions? What is your opinion?

Gender and sexuality have been an issue throughout U.S. history. It is not 
resolved at this point, and the increased visibility of alternative lifestyles and 
sexual orientations ensures that it will continue as an issue. In the meantime, 
it would be appropriate for classroom teachers to incorporate the following 
practices:

• Avoid imposing sexual stereotyping.
• Promote collaboration between boys and girls.
• Make all subjects equally accessible to both sexes.

Language
Language Use
You will notice signifi cant diff erences in language usage even among your stu-
dents for whom English is their native language. At one end of the spectrum 
are youngsters who have neither traveled beyond their local communities nor 
developed an awareness of the structures and interrelationships of their im-
mediate surroundings. Th ese students possess impoverished or “diff erent” 
vocabularies (street language, for instance), poor “formal learning” skills, and 
inadequate and inaccurate academic concepts. Poverty rather than culture or 
ethnicity is the predominant connection with low levels of achievement 
(Benson, 2006; Jencks & Phillips, 1998; Payne, 1998). In 2006, according to the 

step into the classroom
TEACHSOURCE
Video Case 3.2

Gender Equity in the Classroom: Girls 
and Science

Go to the premium website to view Gender Equity in the Classroom: Girls and 
Science. In this video, you will not only hear from a classroom science teacher but 
also from the leader of a science club for girls. After watching the video, con-
sider these questions:

 1.  The video mentions that girls typically lose interest in science around middle 
school and high school age. What factors might infl uence this?

 2.  The video mentions that the comfort zone for girls is greater in a girls-only 
science club. What are your thoughts about establishing single-gender pro-
grams for girls or boys in academic subjects?
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Children’s Defense Fund, 17.4 percent of America’s children lived in poverty, 
which was up from 12.8 percent in 1968 (cited in Boyd-Zaharias & Pate-Bain, 
2008). Acknowledging that “poverty is the 600 pound gorilla in the classroom,” 
Berliner (2006) comments, “I think we need to face that gorilla” (p. 38). Com-
pared with their more affl  uent classmates, children raised in lower economic 
environments have poorer vision; poorer oral hygiene; poorer nutrition; 
greater incidence rates of asthma, lead poisoning, and exposure to second-
hand smoke; and less pediatric care (Rothstein, 2004a). Th ese examples only 
scratch the surface of the challenges they face.

At the other end of the spectrum, some students may possess a rather sophis-
ticated grammar and vocabulary. Th ese students typically speak in complete 
standard-language sentences, and verbally communicate with their peers and any 
number of adults on a variety of topics. It is likely that their parents read and talk 
to them, and introduce them to a variety of cultural experiences, both vicarious 
and direct.

Why is this important for the teacher? It is important because these language 
diff erences are based on environmental concerns that then lead to diversity 
among students. Th at is, rather than ESL, we are discussing the diff erences in 
language-use ability that arise from the background experiences of individual 
students.

English as a Second Language and Limited English Profi ciency
ESL, English as a second language, refers to English being taught to native speak-
ers of other languages. Another term oft en used is ESOL, which stands for English 
for speakers of other languages. You may also hear or see TESOL, teaching English 
to speakers of other languages. In each case, the referent is a person (in our case, a 
student) whose fi rst language at home is something other than English. Th e range 
is broad, everything from a bilingual household in which two languages are spo-
ken by one or both parents to a household where no adult (and perhaps no one) 
speaks English.

Another term with which you will 
soon become familiar is LEP, or limited 
English profi ciency. A student identifi ed 
as LEP can be someone who speaks no 
English at all or a student who knows a 
few words of “playground language” but 
not the complex English that characterizes 
texts and other formal print materials.

When you are studying achievement 
test data (and you will spend consider-
able time doing so), you will encounter 
the term ELLs. Th is represents English 
language learners and is specifi cally used 
when federal laws are considered (see 
later in this section for a more detailed 
discussion).

In terms of the instruction that is 
provided for students for whom English is a second language, there are several 
concepts you should know. With language immersion, all instruction is in English. 
Th e assumption is that students need to be immersed in English all day long, 
much as they would if they visited (another) foreign country. Another approach 
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Providing instruction to students 
for whom English is a second 
language is a challenge that 
the schools address.

limited English profi-
ciency (LEP) Re-
fers to one who has 
a native language 
other than English 
and limited ability to 
speak, read, or un-
derstand English.

English language 
learners (ELLs)  
Refers to students 
who are in the pro-
cess of acquiring 
English language 
skills and knowledge.
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is to provide a pullout program during which ELLs receive separate instruction, 
oft en on basic skills. Another approach is to provide initial instruction in the 
students’ native language, thus delaying the introduction of English instruction.

An alternative concept is bilingual education, in which instruction is pro-
vided daily in both English and the student’s native tongue. Th e topic of immer-
sion or delayed English or bilingual education has been, and probably will 
continue to be, controversial (Gilroy, 2001; Shannon & Milian, 2002). Never-
theless, a more recent view of 17 research studies found that 12 favored bilin-
gual education, while 5 found no diff erence between bilingual education and 
English immersion (Slavin & Cheung, 2005). Perhaps the research is beginning 
to approach consensus.

Some Demographic Data for English Language Learners
Now, why should you care about the controversy or, for that matter, about teach-
ing students whose fi rst language is not English? Th e fi rst reason is that, as a 
teacher, you are professionally responsible for providing the highest possible 
quality of instruction to all of your students. National origin, ethnicity, culture, 
gender, level of cognitive functioning, and other diff erences are not acceptable 
excuses for dereliction of duty. Th e second reason you should be actively inter-
ested in the topic is that you will almost certainly have in your classroom a num-
ber of children with LEP. How many will you have? Th at depends. How diverse 
will your classroom be? Th at also depends. If you teach in a state or area with a 
high concentration of speakers of other languages, you may have a majority of 
your class who speak a primary language other than English.

According to the Census Bureau’s 2006 American Community Survey, 
more than 20 percent of students ages 5 to 17 speak a language other than 
English at home (Kominski, Shin, & Marotz, 2008). Th at translates (no pun 
intended) into an average of 5 students in a class of 25. Four of those fi ve chil-
dren, on average, are Hispanic (Preparing English Language Learners for Aca-
demic Success, 2007). Th at percentage is increasing every year (Smith-Davis, 
2004), and you, as a fi rst-year teacher, are likely to have more of these students 
than are the veteran teachers. Aft er all, you will have just graduated, knowing 
the latest strategies for helping these students, and you will surely speak a sec-
ond language much better than a teacher who graduated 20 or 30 years ago 
when taking a foreign language was not nearly so “hot” an issue. Th e bad news 
is that, although 41 percent of teachers have students with LEP in their class-
rooms, only 12.5 percent of those teachers have had as much as 8 hours of 
specialized training (Karabenick & Noda, 2004; National Clearinghouse for 
English Language Acquisition, 2002). By the way, 57 percent of students with 
LEP were born in the United States (Batalova, Fix, & Murray, 2005). In the year 
2000, the U.S. census found that 3.4 million of these children spoke English 
poorly or not at all (Black, 2005; Preparing English Language Learners for Aca-
demic Success, 2007). Some of them are headed for your class. At the current 
rate, by the year 2044, when you will be a veteran teacher, the majority of the 
students will be minority-language speakers (Crawford, 2002).

Are you wondering, “Who are these children?” Good question. Nearly 85 
percent of them come from non-European countries, with the preponderance 
arriving from Asia and Latin America. Of the immigrant group, 20 percent come 
from Mexico, and 5 to 7 percent come from China, India, and the Philippines 
(Federation for American Immigration Reform, 2006). Census data indicate large 
numbers of students who speak Vietnamese, Russian, Arabic, and French Creole. 
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Imagine a class with just four students with LEP, and then consider what you 
might need to do if they represented four diff erent languages. One can easily 
encounter such situations in California, New York, and Chicago, but don’t think 
it’s diff erent if you teach in a rural area. Many of these students live in those areas 
as well (Black, 2005). Looking at the demographics another way, consider the fol-
lowing: Speakers of eight languages—Spanish, Vietnamese, Hmong, Cantonese, 
Cambodian, Korean, Laotian, and Navajo—comprise 85 percent of the language 
diversity, but more than 350 diff erent languages are spoken throughout the 
United States (Smith-Davis, 2004)!

Despite the fi gures, no one is really sure how many children with LEP are in 
the United States. For instance, in 1990, Florida schools reported approximately 
84,000, but the census records showed 113,000. On the other side of the record, 
Michigan educators reported 37,000 such students, while the census listed only 
28,000 (Crawford, 2002).

 “English Language Learners,” a policy report issued by the National Council 
of Teachers of English (2008), notes that 14 million immigrants arrived in the 
United States during the 1990s, and another 14 million will have arrived in the 
period between 2000 and 2010. Based on census data, ELLs are the fastest grow-
ing segment of students, and they are found in all states.

 What do we know about the achievement of these students? First, His-
panic students from low socioeconomic backgrounds average 2 years lower in 
achievement on the National Assessment of Education Progress (NAEP) by the 
fourth grade and fall farther behind the white achievement level as they go 
through middle and high school (White-Clark, 2005). By age 13, these students 
are, on average, 2 years behind in reading, mathematics, and science. Abedi and 
Dietel (2004) point out that ELL students oft en perform 20 to 30 percentage 
points lower than other students and that their progress shows “little improve-
ment over many years” (p. 782). In addition, Hispanic/Latino(a) American stu-
dents are reported to have the highest dropout rates of all students in schools 
(President’s Advisory Commission, 1996; School Practices, 2000). However, ELL 
students are not a homogeneous group. Chinese students in one study performed 
far higher on science and reading subtests than did Hispanic students. A number 
of writers (Closing Achievement Gaps, 2004-2005; “English Language Learners,” 

step into the classroom
TEACHSOURCE
Video Case 3.3

Bilingual Education: An Elementary 
Two-Way Immersion Program

Go to the premium website to view Bilingual Education: An Elementary Two-
Way Immersion Program. This interesting approach to language acquisition in-
volves two teachers sharing a lesson. The difference is that, during the fi rst part 
of the lesson, only English is spoken; in the second part, only Spanish is spoken. 
After watching the video, consider these questions:

 1.  Notice that students and teacher speak the language of the particular class. 
How might this immersion within a language help a student to learn an-
other language?

 2.  Note that the two lessons are not a repeat of each other but instead one 
extends the other. How might this facilitate the learning of not only an-
other language but the underlying concept (in this example, estimation, 
prediction, and graphing)?
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2008; Mathews, 2000; Michaelis, 1997; Smith-Davis, 2004) also caution us not to 
view students from diff erent areas as culturally homogeneous. A broad label can 
lead to misinterpretations of student actions and achievement.

Teacher and School Expectations
Now that you have a general idea of the population we are considering in this 
section, let’s look at some of the legal aspects and see how they relate to you as an 
individual and your school as a collective entity. Like almost every other child in 
your school, a student whose fi rst language is something other than English is 
aff ected by a number of laws and regulations, everything from those promulgated 
by the principal, superintendent, or district school board to those established by 
state and federal agencies and Congress itself. Chapter 10 includes a number of 
specifi cs. Th is section is concerned with just a few prime examples of the param-
eters under which you will operate.

By far the compelling force in this new century is the federal government’s No 
Child Left  Behind Act. Besides its requirement that teachers be “highly qualifi ed” 
and that schools be “graded” according to the accomplishments of the student 
body, the law requires annual testing in reading and math in grades 3 through 8 
and at least once in high school. Th e expectation is that all students will perform 
at grade level by 2014. Now past the halfway mark (the bill was signed into law in 
2002), the easy part of the progress has already been made. Th at is, students who 
were close to the expectation have generally been able to meet the standard. How-
ever, if 75 percent of your class achieves at grade level, that is not acceptable to 
the government. Th e mandated fi gure is 100 percent, and each state was required 
to establish a graduated scale for each year or cluster of years to end with a target 
of 100 percent achievement in the fi nal year. Th us, Adequate Yearly Progress re-
ports are issued to each school each summer, and schools must meet the expecta-
tions. Th e expectations are the same for all subgroups of students (e.g., ELLs, 
minority students, students living in poverty, students with learning exception-
alities). In a given year, for instance, a state might require that 59 percent of every 
subgroup meet the grade-level standard in reading and 64 percent of every sub-
group meet the standard in math. Although that is doable for some subgroups, it 
is oft en impossible for ELLs and for students with exceptionalities. Both groups 
diverge from the “standard” population, the fi rst because of a language diff erence 
and the second because of a cognitive issue. However, both groups are treated just 
the same as any other subgroup.

Imagine, for instance, your students who enter school with LEP. Some re-
searchers contend they need 5 to 8 years to learn the academic English needed to 
perform well in school (Black, 2005). Hakuta’s study (cited in Gilroy, 2001) found 
that children need 3 to 5 years to acquire oral profi ciency and 4 to 7 years to ac-
quire academic English profi ciency. Collier and Th omas (1999) note that one 
reason ELLs take 5 to 7 years to “catch up” is that the other students are not stand-
ing still. Th ey are continuing to make progress.

Th e law does provide for a 3-year “grace period” while students acquire pro-
fi ciency in written language. (On a case-by-case basis, the time can be extended 
up to 2 more years.) In the meantime, the students must be assessed in English 
language acquisition (No Child Left  Behind Act: Guide to “Frequently Asked Ques-
tions,” February 17, 2005). However, for many in education, the period of time is 
considered far too brief.

In any event, the 5-year authorization period for No Child Left  Behind 
expired in 2007. Because of the controversies (Allington, 2002; Lewis, 2006; 
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Ratcliff e & Willard, 2006) about the direction and eff ectiveness of federal policy, 
as this textbook goes to press, the law’s reauthorization has been delayed. We will 
then see how the next revision changes the rules. Stay informed, because the law 
will have a defi nite impact on your profession—and you!

Teaching English Language Learners
How will you teach these students? Like a number of other aspects of the cur-
riculum, this is one over which you have no control. Your state or district school 
board (not the federal government) will make that determination. In many states, 
a pullout program removes students from their classrooms for part of a day to be 
instructed by an ESL teacher. Th is has met with objections by Mohr (2004), who 
advocates strong bilingual programs that also include an academically challeng-
ing and language-oriented curriculum. Th e one thing you are responsible for is 
student achievement, whether your school has a pullout program or whether you 
have in your classroom for part of the day a paraprofessional (who hopefully 
speaks the predominant non-English language).

You generally will be expected to use grade-level texts and “adapt” the mate-
rial to the needs of the students (but that will apply to native English speakers as 
well). You will probably be discouraged or prohibited from retaining these stu-
dents if a language diff erence is the major issue. You may even be required to put 
an 8-year-old immigrant who has never been in school (because in her country 
one had to own a pair of shoes to attend class) into third grade with the various 
expectations at that grade level. So now is a great time for you to begin thinking 
about how you plan to address the special needs of these students.

Motivation
Students vary greatly in their degree of motivation. Some children arrive at 
school without purpose, without concern for the intellectual, social, behavioral, 
ethical, and physical objectives of the school. For them, school may be just 
something to be endured until the time arrives when state statutes allow a long-
awaited reprieve.

Yet classes also contain students who are highly motivated to achieve, and 
who do so on their own power. For them, a teacher serves not as a goad or poten-

tial source of punishment, not as an adult 
to be pleased by diligently applying them-
selves, but as a resource person who helps 
provide direction and guidance and then 
fades into the shadows. Hopefully you fall 
into the latter category, especially because 
you will expect that of your students. It 
may well be that the range of individual 
diff erences in motivation is much wider 
and far more signifi cant than any of the 
other categories discussed so far, if only 
because it is aff ected by so many factors. 
One recent survey (Duckworth & 
Seligman, 2005) studied 304 eighth-grade 
students to determine their intelligence 
quotient (IQ), study habits, and personal 

Lessons that engage students’ 
minds tap their motivation 
to explore.
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fortitude. IQ was not nearly as important as self-discipline and persistence. Also, 
a study on motivation (Marinak & Gambrell, 2008) found that providing third 
graders with books as rewards resulted in more subsequent reading than provid-
ing token rewards.

As you study more about educational psychology, you will fi nd that motiva-
tion is an intrinsic desire to accomplish some task. What that means is that motiva-
tion comes from within. As a teacher, you can provide students with a reason to 
do something (a grade, aversive consequences, as a personal favor), but whether 
the student is motivated by your reason is determined by that student. Th e art of 
teaching comes into play as you try to fi nd the reasons that ignite an intrinsic 
desire toward achievement. It is an art because what motivates one child is not 
necessarily a motivator for another child.

Academic Self-Concept
One of the most signifi cant and overlooked diff erences in people is that of aca-
demic (as opposed to other types of) self-concept. Much of what children learn 
or fail to learn may be infl uenced by their academic self-concepts. Pupils who 
have become accustomed to succeeding and who feel academically competent are 
generally successful in a variety of scholastic activities. Th ose who become ac-
customed to failure and who feel academically inferior tend to fail in scholastic 
endeavors. Interestingly, these children usually perform as they have done in the 
past, and, what may be more signifi cant, they tend to accept their performances 
as inevitable.

People typically refl ect the academic concepts others have of them. Re-
search (Rosenthal, 2002; Rosenthal & Jacobson, 1968; Weinstein, 2002) indi-
cates that when teachers and classmates consider a child in a positive manner, 
she tends to develop self-confi dence and react as the group seems to expect. 
Conversely, when teachers and fellow classmates consider a pupil in a negative 
manner, the student begins to mirror their prejudices and react in the way they 
expect. Th us, we have the spiral that is oft en referred to as a self-fulfi lling 
prophecy. Good and Brophy (1994) express it this way: “Sometimes our expec-
tations about people cause us to treat them in ways that make them respond 
just as we expected they would” (p. 87). Interestingly, there is evidence that 
students have higher academic self-concepts when the group in which they 
participate is less rather than more accomplished. In other words, being a big 
fi sh in a little pond is more conducive to an individual’s academic self-concept 
than is being a little fi sh in a big pond (Redd, Brooks, & McGarvey, 2001). In 
any case, children profi t from high but reasonable expectations; that is, such 
expectations are appropriate for each student.

Temperament
She’s got a great personality. He’s so friendly. What do you mean when you make 
those statements about the wide range of temperaments that children can exhibit? 
Like economic, intellectual, and social characteristics, aspects related to the de-
velopment of personality are clearly interrelated. Emotional diff erences are inex-
tricably intertwined with other aspects of student development. You will study 
these topics in considerable detail in your human growth and development 
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course(s). For our purposes, let us briefl y consider selected aspects of emotional 
development that will aff ect classroom management and student participation in 
the life of your classroom. Some of these facets are anger, happiness, sadness, level 
of confi dence, introversion or extroversion, novelty, and competition or coopera-
tion. In his best-seller, Emotional Intelligence, Daniel Goleman (1995) discusses, 
among other topics, impulse control, which relates to social competence, enthu-
siasm, persistence, motivation, and morality. Do you see some of the connections 
between the two lists?

Anger
You have seen angry students, possibly many of them. You have been angry your-
self. Although transitory or low-grade anger can be managed by someone with a 
healthy emotional outlook and experience, sometimes anger becomes a control-
ling factor, even the focal point, in a student’s life. Sometimes peers and teachers 
minimize the circumstances or try to ignore them. Yet self-contained anger is 
destructive to everyone in the learning community. It can simmer for a long time, 
or it can explode over what appears to be an unrelated event. A second grader 
misses a simple question and overturns his desk, runs around the room shouting 
obscenities, and throws books off  the shelves. A middle school student puts his 
head on his desk and covers himself with his jacket. A high school student gets 
into a fi ght in the hall when someone accidentally bumps him. You may not be 
able to solve all of the problems in the lives of these children, but you can become 
part of the solution rather than part of the problem simply by the manner in 
which you respond to a child’s temperament.

Happiness
You will also have students who seem to be naturally happy. For whatever reason, 
they are able to take whatever comes along and remain upbeat and positive. Th ey 
smile and enjoy laughter, willingly engage in conversation, and are eager to share 
their experiences with you. Th ese are the children of whom you’ll be saying, “If I 
could just have a classroom full of students like her!” Perhaps it would be nice to 
have an entire class of such students. Th e surprise, however, is that you would 
then become sensitive to other diff erences between the students. A pleasant de-
meanor can be a pleasure to work with, but what will make you a professional 
educator is your ability to eff ectively bring your compassion and pedagogic ex-
pertise to the needs of each child.

Sadness
Unfortunately, some of your students may have a generally sad demeanor. Th e 
burdens they carry, whether arising from the circumstances of their lives or their 
own willing assumption of them, nevertheless give them an abundance of emo-
tional baggage that colors everything that happens. Some of them will be tempo-
rarily stressed, others chronically depressed. Some of them will be quiet and 
perhaps escape your notice. Studies (Weinberg, Harper, Emslie, & Brumback, 
1995) show that between 60 and 80 percent of students who are identifi ed as 
learning disabled and who are failing in school also meet the criteria for depres-
sion. As Vail (2005) points out, class clowns, children who fi ght, and students 
who quit an athletic team and stop doing homework because of being tired may 
actually be depressed.
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Confi dence
How much confi dence do you have? You probably will respond by saying “It de-
pends.” And that’s the correct, if vague, answer. Th ink about some of the classes 
you have taken recently or are taking right now. Do some people raise questions, 
voluntarily participate in discussion, stand up for their points of view even when 
others disagree? We oft en say those people have the courage of their convictions. 
Yet you know of others who are so lacking in confi dence that they are unwilling 
to attempt homework, study for tests, or complete projects. Th e excuse you will 
oft en hear is “I can’t… It’s too hard.” Yet these same students may demonstrate 
considerable confi dence on the ball court, in a recital, or amid friends. If you lack 
self-confi dence, perhaps around adults but not children, you can understand that 
your students may lack confi dence and fear embarrassment in some settings but 
not in others. You will see one side of them in class. Th ey may, however, have 
another side of which you need to become aware. If you are self-confi dent, you 
should not forget that others have a diff erent emotional frame of mind that will 
require your understanding.

Introverts and Extroverts
In a related vein, consider the tendency of some students to be introverts, whereas 
others are extroverts. A painfully shy student may be very embarrassed when you 
issue a simple compliment. She may talk to the desk rather than to you. She may 
do well on tests but poorly on oral discussions. You must be careful not to ignore 
or prejudge the introvert, and you must be extremely vigilant so as not to allow 
the extrovert to monopolize the discussion. He (more boys than girls) may de-
mand to participate by blurting out responses, waving a hand wildly, or getting 
partly out of his seat. Some primary children raise their hands to answer ques-
tions the teacher has not yet fi nished asking!

Appreciation of Novelty
You will fi nd that some students respond positively to novelty. Th at is, they like to 
encounter new situations, new ways of doing things, and new types of activities. 
Many educators will advise you to make your class come alive by sometimes do-
ing things in diff erent ways. At the same time, you should be aware that some 
students respond negatively to novel situations. Th ey like the security of doing 
things the same way. As you will learn in our discussion of classroom manage-
ment (see Chapter 7), and will likely study further in your program, some stu-
dents need the structure of desks in rows and columns, clear-cut assignments and 
due dates, and a concise idea of your expectations. Other students will relish the 
opportunity to pursue your assignments in the context of their own personal in-
terests and may function well in small-group arrangements of desks.

Novelty is the appreciation of change, and change is a fact of life. So rather 
than thinking of this temperament (acceptance of or fear of novel situations) as 
an either/or situation, think of what will be an acceptable level of novelty in your 
classroom.

Competitiveness
Some students are highly competitive, both with themselves and with others. If 
you tell certain students that they cannot achieve a particular task, they will agree 
and abandon the attempt. Other students will rise to the challenge and prove you 
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Activity 3.1 Observing Student Demeanor

Now that you’ve read about some of the differences in temperament that you 
might see in class, take a moment to watch for it. If you are taking part in a 

clinical internship or school observation, use the students in that class for your 
observations. If you aren’t observing in the schools, you could use one of your 
own classes on campus. In either case, keep in mind that you are looking for dif-
ferences in personality or temperament, not trying to identify particular students. 
Therefore, your records for this activity need not include names of people.

1.  Make a seating chart for the class you are observing and then number each 
student rather than using names.

2.  Prepare a data table. Across the top, list the categories: angry, happy, sad, 
confi dent, introvert, extrovert, competitive, and cooperative. These are the 
characteristics discussed in the text. We did not include novelty because it 
might be diffi cult for you to observe a student’s reaction to novelty in one 
class session. You can add or delete characteristics as you wish.

3.  Number down the side of your table for as many students as there are 
in class.

4.  During a typical class period (it’s important that the students in the class not 
know what you are trying to observe), observe the students’ demeanor and 
put a check mark in the applicable boxes. A student could have several check 
marks.

5.  Now analyze the data and draw conclusions. How many different tempera-
ments did you identify? Is there a trend in the data? That is, are most 
(or many) of the students of one disposition or another? What do the 
data tell you about working with these students if it were your class?

F I E L D  O B S E R V A T I O N

learning styles The 
means by which indi-
viduals learn best 
(for example, audi-
tory, visual, tactile/
kinesthetic, vocalic).

wrong. You need to know which students respond to such challenges and which 
ones respond far better to encouragement: “You can do this; I know you can. And 
I’m going to help you get it done.”

Of course, you also know students who are much more in the cooperative 
mode. Th ey work well together on common goals and rejoice when their friends 
do well. You will have to establish a classroom community in which there is a 
healthy blend of cooperation and competition. Activity 3.1 provides an opportu-
nity to watch for diff erences in temperament among students. Whether you use 
this as a Field Observation activity or in one of your own courses, it should prove 
to be an interesting exercise.

Learning Styles
A popular perspective on student diversity and learning is that of learning 
styles. Th ough there is some debate about this topic, you can read positive re-
views of learning styles (for example, visual, auditory, tactile/kinesthetic, fi eld 
dependent, fi eld independent, impulsive, and refl ective) by consulting publica-
tions by Dunn (1995, 2001), Dunn and colleagues (1995), Carbo (1996), and 
Barbe and Swassing (1988).
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You may already be familiar with the basic categories of learning preferences:

Visual—Th ese students prefer to see things (maps, charts, a problem 
written out).

Auditory—For these students, processing is facilitated by hearing things 
and through discussion.

Tactile/Kinesthetic—For these students, movement is very important (writ-
ing, actually going through the movements of an activity, manipulating 
materials).

Vocalic—Th is refers to learning by saying something aloud (Culyer, 1983). 
It may be talking oneself through a process such as counting, repeating 
a phone number aloud, or verbalizing some steps to follow.

Most people indicate a preference for some combination of these styles rather 
than just one. As you continue through your teacher education program, you will 
learn to design lessons that address multiple learning styles. For example, in the 
courses you are taking now, it is likely that your professor lectures to the class or 
engages the class in dialogue (auditory and vocalic), while also writing key points 
on the board or projecting them on a screen (visual) during which time you take 
notes (tactile/kinesthetic). In this way, you are using multiple learning styles in 
combination. You may want to review your results from the Ice Breaker section 
at the beginning of this chapter.

Reading Ability
Regardless of the grade you teach, your students will have a wide range of indi-
vidual diff erences in reading ability (Allington, 1975; Burmeister, 1978). Riley 
(1996) notes that, in kindergarten, it is common to fi nd a 5-year range in chil-
dren’s literacy-related capabilities. (Note: Literacy is a more inclusive term than 
reading in that it includes reading comprehension rather than simply recogniz-
ing words.) Although some children enter school able to sing or recite the al-
phabet and read a few words or simple books or, on occasion, more complex 
texts (Jackson, 1991), others arrive without possessing the basic skills, concepts, 
attitudes, and strategies essential for successfully encountering a multitude of 
learning tasks. Eff orts to teach children with such defi ciencies to read will sim-
ply prove frustrating to both the teacher and the students. As Lewis (2005a) 
notes, “Th e fact that a substantial gap in readiness for learning exists in kinder-
garten and that it stems primarily from income and race is a stark challenge for 
the best-intentioned teachers and school leaders” (p. 179). When we consider 
that 8 percent of kindergarten children speak no English (August & Hakuta, 
1997), the challenge increases. Th at percentage of students from homes in 
which English is not spoken by the adults remains consistent all the way 
through high school. In 11 states, 15 percent or more of the students speak a 
non-English language at home (Report of the United States Bureau of the Cen-
sus, 1998). It is obvious that the diversity among students with regard to read-
ing ability, even within a classroom, can have a considerable eff ect on the way a 
teacher plans and presents a lesson.

Although the range of individual diff erences in reading ability is quite broad 
at kindergarten, it becomes even more so as one ascends the educational ladder 
(Harris & Sipay, 1980). At the fi ft h-grade level, for example, a typical class may 
contain pupils with almost no reading ability, as well as some operating well into 
the high school level. According to the National Center for Education Statistics, 
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two-thirds of the adolescents in 2003 were “struggling to read profi ciently” 
(Biancarosa, 2005, p. 16). In grade 12, even though some of the poorest readers have 
dropped out, the range typically goes from grade 2 or 3 to advanced college. Fur-
thermore, a study of 26,000 adults found that 4 percent of college graduates were 
functionally illiterate and 15 percent could not function in a sophisticated work 
environment (McGuiness, 1997). Interestingly, in life aft er high school, a national 
survey of adults aged 18 to 25 found that two-thirds or more of every group—His-
panic, African American, white, and Asian—admitted that they “could have paid a 
lot more attention and worked harder” in high school (Schroeder, 2005, p. 73).

Ironically, in 1913, the U.S. Bureau of Education reported that illiteracy was 
“doomed. A few years more and there will not be a vestige of it left ” (cited in 
Johnston, 1978, p. 562). Changing social conditions, as well as the increasing 
standards for what constitutes being literate, have left  millions of adults illiterate 
or semiliterate. One challenge to the schools as an organization and to you as a 
professional is to help students become more literate each year.

When we consider the ever-increasing level used to defi ne a literate adult, it 
is interesting to note that, in 1900, the ability to write one’s name identifi ed the 
person as literate. By the mid-1930s, a literate person was one who had attended 
at least 3 years of school. In 1947, the Census Bureau set the bar at fi ft h grade, and 
in 1970, the U.S. Offi  ce of Education adjusted the bar to ninth grade. Currently, 
the bar is high school completion (Gordon & Gordon, 2003).

Table 3.3 provides a listing of the general ways in which students diff er that 
have been discussed in this section. Activity 3.2 provides you with an oppor-
tunity to identify and appreciate the diversity that exists within a classroom of 
students.

Activity 3.2  Identifying Student Differences

It might be best to use one of your own classes for this exercise rather than one 
of students in a local school. As a student teacher you will need to identify the 

differences among your students. At this point, however, some may see such an 
activity as an invasion of privacy.

1.  Choose one of your classes for this exercise. You need not list students by 
name because this activity is addressing diversity as it appears within the 
class, not as a matter of identifying individual students.

2.  What cultures are represented in your class? Do some students consider them-
selves “American,” while others prefer a complex descriptor such as Hispanic 
American, Irish American, or African American? What are the implications 
within your class for the range of cultures that are represented?

3.  Do you notice a difference in behavior in class between male and female stu-
dents? Is one group more or less vocal than the other? Does your professor 
have to call on one group more than the other to get a more balanced par-
ticipation in class?

4.  As you consider your classmates, do some appear more confi dent of them-
selves than others? Is either of these groups consistently correct or incorrect 
when responding to questions in class? What about your self-concept as it is 
demonstrated in class? Do you speak up, or do you prefer to speak only if 
called on? How does a student’s self-concept affect the way the professor in-
teracts with that student?

5.  Ask your professor about her perception of the diversity in your class 
and how it affects the way she conducts the class.
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Learning, Sensory, and Physical Diversity
Discussions of learning, sensory, and physical diversity once referred to students 
who many students in the “normal” population never saw. Today, our perspective 
toward students with exceptionalities is to bring them fully into the educational 
experience, for “exceptional education” embraces a broad range of capabilities 
and literally millions of children. Th e old philosophy of separation has been re-
placed with a philosophy of inclusion that seeks to bring such children into the 
general education program at every opportunity. Even more important is the at-
titude of providing positive support—an emphasis on a child’s abilities rather 
than on a child’s disabilities—which affi  rms the child’s rightful place as a member 
of the general education population.

Our introductory look at exceptionalities addresses three areas:

• Intelligence: with regard to exceptionalities, can include children with 
cognitive diffi  culties and children with heightened cognitive abilities

• Sensory and physical disabilities: as with learning disorders, do not 
imply cognitive impairment

• Learning disorders: can range from diffi  culty with learning to diffi  -
culty with focusing attention so as to learn

It is extremely important for you to understand that an exceptionality in any 
one of these three areas does not imply an exceptionality in another area. Individual 
children may have overlapping circumstances or they may not. We group these 
topics together only because all have an underlying neurological or neurophysi-
ological component.

Perspectives on Intelligence
Th roughout the life span, people diff er with regard to intelligence. Th ere is no age 
at which all people are on the same intellectual level either as a starting point or 
as a level of attainment. Th us, you can expect that the students in your classroom 
will represent a range of intellectual ability. For the most part, that range will be 
fairly narrow. Students with IQ scores (which will be only one of many diagnostic 
scores considered) less than 70 or greater than approximately 130 will be those 
who receive various services as exceptional children; that is, children whose cogni-
tive or physical needs require services outside of the scope of the traditional 
classroom.

What is intelligence? Attempts to defi ne the term have generated much de-
bate, but “intelligence” is generally agreed to be an individual’s capacity to learn 
from experience and to adapt to the environment (Sternberg & Powell, 1983). 
Note that this is not the same thing as academic achievement, knowledge, or skill-

Table 3.3 Summary of General Ways in Which Students Differ

Culture/Ethnicity Religion Gender

Language Motivation Academic self-concept

Temperament Learning styles Reading ability

intelligence An indi-
vidual’s capacity to 
learn from experi-
ence and to adapt 
to the environment 
(Sternberg & Powell, 
1983). It differs 
from academic 
achievement, knowl-
edge, and skillful 
ability in one domain 
or another.
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ful ability in one area or another. Intelligence is broader and more abstract than 
the idea of “knowing things.” You might think of it as a measure of cognitive po-
tential (at a given point in time) rather than as an intellectual limit.

Intelligence Quotient Ratings
Th ough it has long been acknowledged, and even legislated, that an IQ score 
alone is an insuffi  cient indicator for making instructional decisions for students, 
it is certainly among the key indicators. Th us, we can place our discussion in a 
broader context by using IQ data to establish approximate benchmarks. Let’s be-
gin with a brief look at intelligence testing.

The Beginning of Intelligence Testing In 1905, the minister of public 
education in Paris commissioned Alfred Binet and Th eophile Simon to con-
struct a test of intellectual ability. Th e intent was to identify school children 
who would likely be unsuccessful in school. Th ese children would be provided 
with special classes. Binet feared that such a test would ultimately label chil-
dren in terms of intelligence, a fear that proved all too true. Nonetheless, he 
and Simon developed a test that consisted of 30 problems arranged in increas-
ing order of diffi  culty.

In 1916, Lewis Terman of Stanford University revised the Binet-Simon test 
(Terman, 1926). Th e new Stanford-Binet test had three important diff erences 
from the original test. First, items themselves had been changed and the test made 
easier to administer. Second, the test was standardized (determining the results 
to be expected from a given population) on a large American population of ap-
proximately 1000 children and 400 adults. Finally, results of the test were reported 
as a score called the intelligence quotient (IQ).

The Intelligence Quotient To determine IQ, the examiner took the child’s 
mental age (MA) as determined by the test and divided it by the child’s chrono-
logical age (CA). Th e quotient was then multiplied by 100 (to remove decimal 
values). Th us, a 7-year-old child with a mental age of 7 would have an IQ of 100:

 MA/CA � 100 � IQ
 7/7 � 100 � 100

An IQ score of 100 signifi ed that the mental and chronological ages were the 
same, and thus represented “normal” intelligence.

Deviation Intelligence Quotient Over the years, dissatisfaction grew 
with the idea of reducing one’s intellectual capacity to a single score. Subsequent 
intelligence tests, notably those designed by David Wechsler, obtained an overall 
score but did so on the basis of several subscores within the test.

Wechsler (1975) argues that intelligence, like other characteristics, is nor-
mally distributed in the general population. Th at means we can expect that, 
within a population, scores on intelligence tests would fall along a normal, or 
bell-shaped, curve. Most people would score right around the average. Some 
people will be a little above average and others a little below. Fewer still would 
score toward the extremes representing mental retardation at one end and gift -
edness or genius at the other (Figure 3.1). In this perspective, intelligence is seen 
as a function of the degree to which one deviates from the average. Th is view has 
replaced the use of mental age versus chronological age.

intelligence quotient 
(IQ) The relation-
ship between a per-
son’s mental age and 
his or her chrono-
logical age. A score 
of 100 (or a range 
from 85 to 115) is 
considered “average.”
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Theory of Multiple Intelligences
Another interesting approach to the construct of intelligence is the theoretical 
framework that Howard Gardner (1983) proposed. He identifi ed seven intelli-
gences: linguistic, logical-mathematical, spatial, bodily kinesthetic, musical, in-
terpersonal, and intrapersonal. Later, he added an eighth intelligence: naturalistic 
(Gardner, 1999). Gardner’s approach to intelligence broadens the previous per-
spective considerably. For one thing, Gardner’s list includes physical ability 
(bodily-kinesthetic). For another, it goes far beyond the notion that intelligence 
should be considered in terms of the traditional categories of verbal and mathe-
matical reasoning. Gardner’s approach also does not confi ne an individual to 
strength in just one category. For instance, a concert pianist can be expected to 
have exceptional abilities in the musical and bodily-kinesthetic categories. Which 
categories in Figure 3.2 represent your strengths and weaknesses?
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Normal curve representing per-
centage of people within each 
intelligence score (IQ) range.

step into the classroom
TEACHSOURCE
Video Case 3.4

Multiple Intelligences: Elementary 
School Instruction

Go to the premium website to view Multiple Intelligences: Elementary School 
Instruction. In this video, a teacher tries to use the idea of multiple intelligences 
to help students write a fi rst-person account of a voyage on the Mayfl ower. Af-
ter watching the video, consider these questions:

 1.  In this video, all children listened to music, did the same movement exer-
cises, and engaged in visual imaging as activities leading up to writing their 
fi rst-person accounts. How does this capitalize on the idea of multiple intel-
ligences?

 2.  In what ways could the concept of multiple intelligences be put to use in 
the class in which you are now enrolled?
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Meeting the Needs of Students 
with Cognitive Exceptionalities
Students with cognitive exceptionalities on either end of the scale present par-
ticular challenges for the classroom teacher. While we will introduce you to the 
topics of mental retardation and gift ed/talented functioning, an in-depth discus-
sion is beyond the scope of this introductory text. Indeed, you may one day com-
plete entire courses in exceptionalities, and perhaps even a degree program in 
exceptional education. For an excellent introduction to exceptionalities, see Spe-
cial Education in Contemporary Society: An Introduction to Exceptionality, by 
Richard M. Gargiulo (2006).

Mental Retardation
Defi ning mental retardation has been a diffi  cult task, confounded by stereotypical 
images of individuals with mental retardation. Th e American Association on 
Mental Retardation (AAMR) has been the leader in the development and refi ne-
ment of the concept of mental retardation. In 2002, the AAMR issued its tenth 
and most recent defi nition:

Mental retardation is a disability characterized by signifi cant limitations 
both in intellectual functioning and in adaptive behavior as expressed in 
conceptual, social, and practical adaptive skills. Th is disability originates 
before age 18. (Luckasson et al., 2002, p. 1)

Th e fi ve assumptions to be considered when applying the defi nition are as 
follows:

• Limitations in present functioning must be considered within the 
context of community environments typical of the individual’s age, 
peers, and culture.

• Valid assessment considers cultural and linguistic diversity, as well 
as diff erences in communication, sensory, motor, and behavioral 
factors.

• Within an individual, limitations oft en coexist with strengths.
• An important purpose of describing limitations is to develop a 

profi le of needed supports.
• With appropriate personalized supports over a sustained period, the 

life functioning of the person with mental retardation will generally 
improve. (Luckasson et al., 2002, p. 1)

Notice that the fi ve assumptions stress the context of community environ-
ments, recognition of the individual’s strengths, needed support, and the expecta-
tion of improving the individual’s life functioning. Th ese proactive and positive 
perspectives are refl ective of Gargiulo’s belief “that children and adults with men-
tal retardation are fi rst and foremost people who are more like their non-retarded 
counterparts than they are diff erent” (2006, p. 146).

Classifi cation and Prevalence of Mental Retardation Various clas-
sifi cation systems have been used to categorize degrees of mental retardation. 
One of the most prevalent systems is based on a measure of intellectual defi cits 
and related impairments in adaptive behavior. Table 3.4 lists the four categories 
of impairment with their related Wechsler IQ scores.
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A system that has oft en been used in education since the 1960s is based on 
expected or anticipated educational accomplishments (Gargiulo, 2006). Children 
with cognitive impairments are classifi ed in one of two groups: educable mentally 
retarded or trainable mentally retarded. “Educable” (with IQs ranging from about 
50–55 to 70–75) implies that the individual may have some limited academic 
potential. “Trainable” (IQs ranging from about 35–40 to 50–55) implies that the 
student likely does not have a capacity for learning but could be trained for non-
academic tasks. A key diffi  culty with this system is the presumption of limited or 
no ability to learn. Many in education would tend to embrace that all children, 
given the proper support, are capable of learning.

Th e current system of classifi cation refers to levels of support rather than to 
levels of defi ciency. Th is scheme, published by the AAMR in 1992, identifi es four 
support levels:

• Intermittent—supports provided on an as-needed or episodic basis
• Limited—supports characterized by consistency over time, though 

time limited
• Extensive—supports involving regular involvement (such as day to 

day) in at least some environments (such as work or home) and not 
time limited

• Pervasive—supports characterized by constancy and intensity and 
provided across all environments (Adapted from Luckasson et al., 
2002, p. 152)

During the 2005-2006 school year, approximately 556,000 children between 
the ages of 3 and 21 were identifi ed as mentally retarded and were receiving spe-
cial education services (Digest of Education Statistics, 2007, 2008). Th is represents 
approximately 1 percent of the total school-age population.

Educational Considerations Eff ective instructional programs for stu-
dents with mental retardation need to be individualized, comprehensive, and 
functional. As with all students, the goal is to develop individuals who can be 
independent and self-suffi  cient. For students with mental retardation, how-
ever, less emphasis on academic learning and greater emphasis on life skills 
may be necessary.

One way to address the future needs of these students is with a functional 
curriculum. Th is approach emphasizes the life skills that will be necessary for day-
to-day living and refl ects the environment in which they will live. Functional aca-
demics are the skills (such as making change and reading/following directions) 
that individuals will need to be self-suffi  cient. For instruction to be most eff ective, 
it should occur as much as possible in natural settings rather than as simulations 
(Browder & Snell, 2000).

Table 3.4 Classifi cation of Mental Retardation as a Function 
of Measured Intelligence (Wechsler Scale)

Classifi cation Level Measured Intelligence Quotient

Mild retardation 55–70

Moderate retardation 40–55

Severe retardation 25–40

Profound retardation Less than 25
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New technologies off er valuable possibilities for individuals with mental re-
tardation. Computers and specialized hardware and soft ware are examples of in-
structional technology that can support teaching and learning. Assistive technolo-
gies are those that can increase, maintain, or improve the functional capabilities 
of individuals with disabilities.

Gifted and Talented Programs
An IQ score of approximately 130 is oft en used as the lower limit for gift edness. 
However, the number used in a school district to assign students to classes for the 
gift ed and talented depends on the pool of applicants. If 20 students are to be se-
lected, the cutoff  score may be increased or decreased to correspond to the desired 
class size. Th us, in a school district that serves a large number of low achievers, a 
qualifying score might be well less than 130. In another setting, that same score 
might be insuffi  cient because a number of students score well beyond that point. Of 
course, other factors are also included in making that determination, but numerical 
scores are usually considered as one “safe” way of decreasing the size of the original 
pool of applicants because they refl ect objective scores on a standardized test.

Gardner’s “multiple intelligences” perspective is also used to identify gift ed-
ness. Th e benefi t of this perspective is that average or even below-average func-
tioning in one area does not preclude performance on a gift ed level in another. 
Th is leads us to a consideration of just what is meant by gift ed and talented.

Although the terms gift ed and talented are oft en used in tandem, they rep-
resent diff erent dimensions of the human condition. A person can be gift ed but 
not talented or can be talented but not gift ed. Of course, it is possible to be both. 
So how is “gift ed and talented” defi ned? Congress (Title IV—H.R. 5, 1988, 
pp. 227–228) defi nes it as follows:

[E]vidence of high performance capability in areas such as intellectual, 
creative, artistic, or leadership capacity, or in specifi c academic fi elds, and 
who require services or activities not ordinarily provided by the school in 
order to fully develop such capabilities.

Th e gift ed student has superior intelligence; the talented student shows un-
usually high ability in some special fi eld of knowledge (Feldhusen, 2000). Gift ed 
and talented children need diff erentiated programs because they learn rapidly, 
reason well, use logic, are verbally fl uent, or demonstrate advanced achievement. 
Some of these children are handicapped and require special programs to enable 
them to achieve their potentials (Weintraub, 2000). An investigation into the 
various admission requirements to programs for the gift ed and talented would be 
a useful exercise. See Activity 3.3 for some guidance.

Learning Disorders
Th e discussion so far has considered student diversity in terms of cognitive func-
tioning that can be represented as IQ scores. Other situations also relate to psy-
chological processes, yet are not a function of IQ per se.

Learning Disabilities
Th e Individuals with Disabilities Education Improvement Act (IDEA) was ap-
proved by the U.S. Congress and signed into law on December 3, 2004. Peter W. 
D. Wright wrote a 56-page summary and explanation of some of the main points 

gifted and talented  
Students who show 
evidence of high-
performance capabil-
ity in areas such as 
intellectual, creative, 
artistic, or leadership 
capacity, or in spe-
cific academic fields, 
and who require ser-
vices or activities 
not ordinarily pro-
vided by the school 
to fully develop such 
capabilities.
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Activity 3.3  Finding Requirements for Admission 
to Gifted/Talented Programs

Most schools have a program for their gifted/talented students. The programs 
have all sorts of names, some of which are acronyms. The requirements can 

differ signifi cantly from district to district.

 1.  Access the website for the National Association for Gifted Children (NAGC; 
www.nagc.org). The NAGC issues policy statements from time to time, and 
among them is a statement about the identifi cation of gifted students. What 
are their recommendations?

 2.  Contact two area school districts and fi nd out their requirements for admis-
sion to the gifted/talented program. (It is best to contact separate school dis-
tricts rather than schools within a district because district policy may dictate 
to all schools.) You can access district websites or call and ask to speak with 
the curriculum coordinator.

 3.  Compare the information you have received from all three organizations. Do 
they all use the same criteria? Chances are good that there will be variations. 
If so, what are those variations? Which of the three sets of criteria do you see 
as being the most appropriate?

learning disability A 
disorder in one or 
more of the basic 
psychological pro-
cesses involved in 
understanding or in 
using language, ei-
ther spoken or writ-
ten, which manifests 
itself in an imperfect 
ability to listen, 
think, speak, read, 
write, spell, or 
do mathematical 
calculations.

of the law, including defi nitions, assessment, and information on Individualized 
Education Plans (available for download at: www.wrightslaw.com/idea/idea.2004.
all.pdf). It underlies much of the information that follows.

Th e term learning disability as defi ned by IDEA, refers to “a disorder in 
one or more of the basic psychological processes involved in understanding or 
in using language, either spoken or written, which manifests itself in imperfect 
ability to listen, think, speak, read, write, spell, or do mathematical calculations” 
(20 U.S.C., Sec. 1400). IDEA focuses more on results than on the process of 
identifying and teaching students. It also emphasizes prevention more than fail-
ure and stresses the importance of providing general education fi rst for children 
with disabilities. Many of the provisions of IDEA were aligned with the No Child 
Left  Behind Act (Bassett & Kochhar-Bryant, 2006; Hardman, 2006; Yell, Shriner, 
& Katsiyannis, 2006). One major controversy relates to the expectations of IDEA 
as contrasted with those of NCLB. Th e questions include: “Will the participation 
of students with disabilities in a standards-based curriculum result in higher 
academic achievement, or is failure an inevitable outcome?” and “Can a system 
based on common standards that must be learned within a specifi ed time frame 
be compatible with what we know about the characteristics of eff ective special 
education practice?” (Hardman, 2006, pp. 6–7). Posny (2004) states the concern 
another way: A child must have a disability that has a signifi cant adverse educa-
tional impact and requires special education services. However, the child who 
then meets the NCLB expectations no longer qualifi es for IDEA services! A 
study based on two surveys conducted by the U.S. Department of Education 
(Coutinho, Oswald, & Best, 2002) found that students classifi ed as learning dis-
abled were most likely to live in poverty, be minorities, or be males. Indeed, boys 
are three to fi ve times more likely than girls to be diagnosed as learning disabled 
(Young & Brozo, 2001). Th e disorders include conditions such as perceptual dis-
abilities, brain injury, minimal brain dysfunction, dyslexia, and developmental 
aphasia but do not include learning problems that are primarily the result 
of visual, hearing, or motor disabilities, of mental retardation, of emotional 
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disturbance, or of environmental, cultural, or economic disadvantage (Turnbull 
& Cilley, 1999). Notice in the last sentence the conditions that eliminate a per-
son’s impairment from consideration. Visual, hearing, and motor disabilities are 
special conditions but are not learning disabilities. Th e language of IDEA thus 
provides both inclusionary and exclusionary terminology for the learning dis-
abled classifi cation.

Th e IDEA defi nition is not embraced by all professionals in the fi eld, however. 
In 1988, the National Joint Committee on Learning Disabilities (NJCLD) adopted 
a defi nition that identifi ed several important characteristics. First, the condition is 
heterogeneous. Th is means that the condition can vary or manifest itself diff er-
ently in diff erent people. Next, the NJCLD defi nition states that students with 
learning disabilities may also demonstrate social and behavioral diffi  culties. Th ird, 
learning disabilities occur across the life span. Th at is, it is a condition that is not 
outgrown at some point. And fi nally, the cause of the condition is intrinsic rather 
than resulting from cultural infl uences or poor instruction.

Combining the two defi nitions, most states and school districts require that 
students meet three criteria to be classifi ed as learning disabled (Mercer, Jordan, 
Allsop, & Mercer, 1996):

 1.  Inclusionary criterion: Th ere must exist a severe discrepancy between the stu-
dent’s perceived potential and actual achievement as measured by appropri-
ate assessment instruments.

 2.  Exclusionary criterion: Th e learning disability cannot result primarily from a 
visual or hearing impairment, mental retardation, serious emotional distur-
bance, or cultural diff erences.

 3.  Need criterion: A demonstrated need must exist for special education ser-
vices without which the student’s learning will be compromised.

In 2004, 6 percent of preschoolers (ages 3–5) were served by IDEA. Th e per-
centages ranged from 4 percent for Asian Pacifi c Islanders and Hispanics to 
9 percent for Native Americans/Alaskans. Th ree percent of the preschoolers have 
speech or language impairments. Six million 6- to 21-year-olds (9 percent of the 
student population) were served by IDEA in 2004. By ethnic group, the fi gures 
ranged from 5 percent Asian Pacifi c Islanders to 13 percent African American 
and 14 percent Native Americans/Alaskans. Four percent of the school-age popu-
lation was identifi ed as having specifi c learning disabilities (Status and Trends in 
the Education of Racial and Ethnic Minorities, 2007). You should be cautious in 
your approach to possible learning disability situations. First, teachers are not 

Table 3.5 Summary of Learning Disorders

Disorder Prevalence

Specifi c learning 
disability

Approximately 50% of all children with 
disabilities served under Individuals with 
Disabilities Education Improvement Act

Attention-defi cit/
hyperactivity disorder

Approximately 3–7% of the school-age 
population

Emotional or behavioral 
disorder

Approximately 1% of the school-age 
population

Autism Approximately 7.5 per 10,000 children
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certifi ed or qualifi ed to diagnose such conditions. Th us, you should avoid telling 
parents that a student has a particular impairment. Your professional role is to 
make keen observations, document them, refl ect on alternative possible causes, 
and then, if the situation demands it, refer the student to the appropriate person-
nel in your school (school guidance counselor, school psychologist) without la-
beling the student. Only an interdisciplinary team (on which you may partici-
pate) can make such a determination. Th e process is lengthy and is spelled out in 
the federal statutes.

A second point to keep in mind is that a specifi c learning disability is not 
to be confused with mental impairments. In general, a person with a specifi c 
learning disability possesses at least average ability. Based on some intelligence 
tests administered to determine the cognitive functioning of a student, the av-
erage range is 85 to 115. Th us, students with learning disabilities are presumed 
to be at least average in ability. Th e presence of a specifi c learning disability 
neither presumes below-average intellectual function nor precludes function-
ing on a gift ed level.

Th ird, as part of the specifi c learning disability, these students may function 
quite well in some psychological aspects, leading you to conclude falsely that if 
they would work harder, they would do much better in the impaired area. Al-
though motivation and eff ort are possible negative factors, the cause may be 
psychological. A specifi c learning disability is oft en accompanied by frustration, 
especially when the student believes she has already tried really hard.

For instance, learning disabilities may interfere with the development of one 
or more of the following (Learning Disabilities Defi ned, 2003):

• Oral language (for example, listening, speaking, understanding what 
someone says)

• Reading (for example, recognizing and pronouncing words, learning 
phonics, comprehending written text)

• Writing (for example, spelling, composition)
• Math (for example, computation, written problems)
• Organizational skills
• Social interactions

Among students with disabilities, students with a specifi c learning disabil-
ity are most likely to take part in the general education curriculum. As a class-
room teacher, you will have students with learning disabilities mainstreamed
in your class at least part of the school day and possibly all day long. If you are 
an exceptional-education teacher, you will have these students in your class 
part of the time unless you work in a “pull-in” arrangement whereby you work 
with your students in their regular classes. Th is is frequently referred to as part 
of the inclusion model, which seeks to keep children with special needs in the 
regular classroom throughout the day. In either situation, you will be part of a 
partnership working together to help students derive maximum educational 
benefi t.

Two approaches to improving the educational opportunities for students 
with learning disabilities are the use of learning strategies (Deshler, 1998; Gildroy 
& Deshler, 2008) and Direct Instruction (Adams & Carnine, 2006; Engelmann, 
1991). Learning strategies assist students in learning techniques for acquiring, 
storing, and remembering information. Direct Instruction provides highly struc-
tured, scripted lessons that gradually move from a teacher-guided to a student-
guided format.

mainstream An ap-
proach to integrating 
students with special 
needs into the 
general education 
population.

inclusion A model in 
which an exceptional-
education teacher 
provides assistance 
in a regular class-
room to a student 
who has been identi-
fied as having a dis-
ability identified by 
one of the related 
laws.
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Autism
As compared with students with other disabilities, students with autism are 
among those least oft en included in general education classes. Estimates of its 
prevalence vary widely. According to the U.S. Department of Education, the fre-
quency of autism is increasing between 10 and 17 percent annually (cited in 
Grandin, 2007). Th is disorder occurs in approximately 7.5 children per 10,000 
(Fombonne, 1999) or 50 children per 10,000 (Ariel & Naseef, 2006), or 50 to 67 
cases per 10,000 (Schreibman, 2006). It aff ects about four times as many males as 
females.

When children were diagnosed with autism in the mid-20th century, it 
was oft en noted that they generally seemed to have well-educated and success-
ful parents who were “cold” in their emotional relationships with their chil-
dren. Th e misconception that autism was the result of parental emotional 
distancing was dispelled in the 1970s when it was determined that the condi-
tion was the result of a brain or biochemical dysfunction occurring before, 
during, or aft er birth (autism typically shows up by age 3). In 1977, the 
National Society for Autistic Children (which is now known as the Autism 
Society of America) issued the following statement: “No known factors in the 
psychological environment of a child have been shown to cause autism” (Ritvo 
& Freeman, p. 146).

Th e Individuals with Disabilities Education Improvement Act (IDEIA) de-
fi nes autism as a developmental disorder that signifi cantly aff ects a child’s verbal 
and nonverbal communication, social interaction, and educational performance. 
A child cannot, however, be classifi ed as autistic if the poor educational perfor-
mance can be attributed primarily to serious emotional disturbance. (Note: Th e 
actual name of the act referred to here is the Individuals with Disabilities Educa-
tion Improvement Act. It has become known more popularly as IDEA, leaving 
out the “I” for improvement.)

Th e three most common barriers that 
children with autism face in the general 
education classroom setting are problems 
in communicating, problem behaviors, 
and atypical social development. Commu-
nication diffi  culties include lack of eye 
contact with others, lack of empathy for 
others, avoidance of peers and adults, and 
off -the-wall comments. Problem behaviors 
in the classroom could be such things as 
rocking back and forth constantly or self-
injurious behaviors such as biting or head 
banging. Antisocial behaviors may include 
biting other students or echolalia—repeat-
ing what someone else has just said (which 
other students may misinterpret as taunt-
ing or teasing) (Schreibman, 2006). Inter-
ventions with these situations oft en take 

the form of positive behavior support. Th is is closely akin to behavior modifi cation 
techniques that seek to provide positive reinforcement for appropriate behaviors 
and to ignore inappropriate behaviors (to the extent possible).

An advantage of positive behavior support is that it can be used for all chil-
dren rather than just with a particular population. It has three components: 

autism A developmen-
tal disability that 
significantly affects 
a child’s verbal and 
nonverbal communi-
cation, social inter-
action, and educa-
tional performance.

The child with special needs also 
has individual strengths. The ef-
fective teacher will provide sup-
port that taps these strengths 
and builds upon them.
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(1) universal support, a program instituted throughout the school; (2) group sup-
port, which addresses problem behaviors occurring in small groups of 10 to 15 
students; and (3) the most intense version, individual support, which provides 
support for a single student by eliminating inappropriate behaviors through 
group or universal support interventions. In all cases, the intent is to replace the 
problem behavior with the appropriate behavior and to teach students to use ap-
propriate social skills.

Attention-Defi cit/Hyperactivity Disorder
It is likely that as a classroom teacher you will have one or two students in your 
class who just can’t seem to focus on what’s going on or, alternatively, who just 
can’t seem to settle down long enough to fi nd out what’s going on. Before losing 
your temper and becoming upset with the students, consider that such behaviors 
may fall into the category of  attention-defi cit/hyperactivity disorder (ADHD). 
Th ese children would love to be able to focus or to settle down, but for some 
reason it is just not within their control. According to the National Institute of 
Mental Health (July 19, 2006), approximately 3 to 5 percent of the school-age 
population has some form of ADHD. Notice that unlike statistics we have pre-
sented for other disorders, this is not 3 to 5 percent of students with some sort of 
cognitive disorder; this is 3 to 5 percent of the entire school-age population. Th at’s 
a lot of students! Of these students, the ratio of ADHD in boys to girls is about 
3 to 1 (American Academy of Pediatrics, 2000).

IDEA does not list ADHD as a major category but rather subsumes it under 
the heading of Other Health Impairments. Th e American Psychiatric Association 
(2000) off ers this defi nition:

Th e essential feature of Attention-Defi cit/Hyperactivity Disorder is a 
persistent pattern of inattention and/or hyperactivity-impulsivity that is 
more frequently displayed and severe than is typically observed in indi-
viduals at a comparable level of development (p. 85).

For a student to be diagnosed with ADHD, the symptoms must be mani-
fested before age 7, continue for at least 6 months, and occur in at least two social 
settings, such as at school and at home. Of course, not all students classifi ed as 
having ADHD are hyperactive and have an attention defi cit. Some students may 
be hypoactive, that is, very slow to respond.

Caring for Children with ADHD (2002), a joint publication of the American 
Academy of Pediatrics and the National Initiative for Children’s Health Care 
Quality, considers ADHD a chronic disorder that aff ects an estimated 4 to 12 
percent of children. (Note the diff erent estimates of frequency.) It points out that, 
according to the Diagnostic and Statistical Manual of Mental Disorders, 4th edi-
tion (2000), there are three subtypes:

• Inattentive only—characterizing 30 to 40 percent of children
• Hyperactive/Impulsive—characterizing 10 percent of children
• Combined Inattentive/Hyperactive/Impulsive—characterizing 50 to 

60 percent of children

You should be aware that under a Section 504 plan (Chapter 10 provides a 
more detailed discussion about this federal law), you will be expected to make 
special provisions such as providing additional test-taking and assignment-
completing time, providing more appropriate seating, or testing in a quiet place 
(DuPaul & White, 2005).

attention-deficit/
hyperactivity 
disorder (ADHD) A 
persistent pattern 
of inattention or 
hyperactivity-impul-
sivity, or both, that is 
more frequently dis-
played and severe 
than is typically ob-
served in individuals 
at a comparable 
level of 
development. 
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In the past, ADHD in children has been blamed on, among other things, too 
much sugar in the diet, food sensitivity, allergies, and poor parenting. Research has 
indicated that such environmental causes are not at fault (Baren, 1994; Barkley, 
1998, 2000; Hoover & Milich, 1994). Instead, medical technology has shed light on 
a variety of possible causes that can occur before, during, and just aft er birth.

As a classroom teacher, you should be aware that these behaviors can interfere 
with learning development and social experiences. Your fi rst task will be to see the 
student apart from the behavior and thus avoid becoming frustrated over behav-
iors the child is struggling to control. Next, it will be important for you to coach, 
model, and role-play appropriate behaviors with the child and to reinforce appro-
priate behaviors (Roan, 1994). With regard to academics, Shank (2002) recom-
mends keeping these seven words in mind: relevance, novelty, variety, choices, 
activity, challenge, and feedback. Orienting your planning around these terms can 
involve everything from the timing of lessons to the writing of behavior contracts 
and the recognition of appropriate achievement. Secondary teachers and parents 
will be especially happy to learn that, by the late teens, ADHD symptoms decrease 
in about one-third of the students (National Institute of Mental Health, 2006).

Emotional or Behavioral Disorders
Of all the cognitive diff erences discussed so far, the category of emotional/
behavioral disorders is perhaps the most diffi  cult to pin down. We’ve all been 
upset or anxious about a situation at some point and may have even engaged in an 
activity or two that we knew was not the right thing to do, but does that constitute 
an emotional or behavioral disorder? No, an isolated instance does not a disorder 
make, yet the prevalence of such disorders is likely much greater than you may 
expect. Some 477,000 students in the United States have emotional or behavioral 
disorders (Digest of Education Statistics, 2007, 2008). Th at represents approximately 
1 percent of the entire school-age population, or 1 of every 100 students. It has been 
estimated by some experts that the rate is closer to 9 or 10 percent (Walker, Zeller, 
Close, Webber, & Gresham, 1999). While there are no nice, easy solutions or ways 
to help many of these children, IDEA does make it possible for the Individualized 
Education Plan (IEP) team to remove an extremely violent student while it attempts 
to decide what course of action should be taken (White, 2005).

As we found with ADHD, the defi nition for emotional and behavioral disor-
ders provided in the IDEA diff ers from that proposed by many mental health 
professionals. Th e IDEA defi nition for this disorder, which qualifi es an individual 
to receive services under the act, is as follows:

 (i) Th e term emotional disturbance refers to a condition exhibiting one or 
more of the following characteristics over a long time and to a marked 
degree that adversely aff ects a student’s educational performance:
 (A) An inability to learn that cannot be explained by intellectual, sen-

sory, or other health factors.
 (B) An inability to build or maintain satisfactory interpersonal rela-

tionships with peers and teachers.
 (C) Inappropriate types of behavior or feelings under normal circum-

stances.
 (D) A general pervasive mood of unhappiness or depression.
 (E) A tendency to develop physical symptoms or fears associated with 

personal or school problems.
 (ii) Th e term includes schizophrenia.

emotional/behavioral 
disorder A condi-
tion that exhibits 
one or more of the 
specific characteris-
tics over a long time 
and to a marked 
degree that ad-
versely affect a stu-
dent’s educational 
performance.
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Th e term does not apply to children who are socially maladjusted unless it is 
determined that they have an emotional disturbance. [34 C.F.R., sec 300.7 (c)(4) 
(1999)]

A key distinction between this defi nition and the broader view lies in the 
reference to “socially maladjusted” and its cause. For instance, a youngster may 
join a gang because of peer pressure. Th is would be considered an environmental 
infl uence and not entitle the child to services as part of the act. However, IDEA 
would provide services if, by contrast, the child chose gang membership as a re-
sult of an emotional disorder. Th e quandary is that, in the latter case, the child 
receives special educational services, whereas in the former case (the example 
being gang membership as the result of peer pressure), the child is considered as 
a delinquent to be punished.

Emotional disorders can be classifi ed according to the following conditions 
(American Psychiatric Association, 2000): (1) anxiety disorders, (2) mood disor-
ders, (3) oppositional defi ant disorder, (4) conduct disorders, and (5) schizophre-
nia. Anxiety disorders are further subdivided into the following categories: pho-
bias, generalized anxiety disorder, panic disorder, obsessive-compulsive disorder, 
eating disorder, and posttraumatic stress disorder. Mood disorders can also be 
subdivided as follows: emotion, motivation, physical well-being, and thoughts. 
Again, keep in mind that as emotional disorders, these conditions are pervasive 
rather than just “being in a mood” for a short period.

Behavioral disorders are oft en thought of in terms of externalizing and in-
ternalizing behaviors. In the classroom, externalizing behaviors are those such 
as acting out and not complying with instructions. You have likely witnessed 
this on more than one occasion throughout your own school experiences. Now 
that you are more aware of it, you may notice it during fi eld service or class-
room observation experiences. Internalizing behaviors may be a little more dif-
fi cult to spot. Th ey include depression, withdrawal, anxiety, obsessions, and 
compulsions. Because these behaviors typically do not interfere with the overall 
functioning of the classroom, they are more likely to be overlooked or to fade 
into the background.

An important theme that has developed in addressing the needs of students 
identifi ed with emotional or behavioral disorders is that of strength-based inter-
ventions (Brendtro, Long, & Brown, 2000). Th is approach seeks to assist students 
by building on their strengths rather than emphasizing their problems. Teachers 
are advised to provide learning environments that are structured and predictable 
and to provide positive interactions with the students. Th e building of skills in 
self-management, problem solving, and confl ict resolution will be of signifi cant 
value to these students.

Although the data are sparse, it is interesting to note that a California study 
found that students with autism, emotional disturbance, and other health impair-
ments scored higher on both language arts and math achievement tests in charter 
schools than did their peers in the public schools. In most situations, the diff er-
ences were considerable (Rhim, Faukner, & McLaughlin, 2006).

Sensory Aspects of Student Diversity
Physical impairments can have a pronounced eff ect on learning. For that reason, 
we consider some of the more common conditions that can be expected to aff ect 
your work as a classroom teacher. A number of conditions are classifi ed in this 
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category. Among the most common are visual sensory disability, auditory sen-
sory disability, and physical and health impairments (Digest of Education Statis-
tics, 2007, 2008).

Visual Sensory Disability
It is diffi  cult to determine just how many children have visual impairments that 
interfere with their learning because the diagnosis and reporting of visual disor-
ders varies considerably from state to state, and even among local educational 
agencies. We do know that, in the 2005–2006 school year, approximately 29,000 
children received special education services as a result of visual disorders (Digest 
of Education Statistics, 2007, 2008). However, it is estimated that one of four 
school-age children has undiagnosed vision problems signifi cant enough to aff ect 
their performance in school and in life. In at-risk populations, such as children 
born in poverty, this percentage is likely to be much greater (American Founda-
tion for Vision Awareness, 2002; Gould & Gould, 2003). Keep in mind as you 
read this section that the visual disorders discussed here do not refer to simple 
matters of visual acuity that are accommodated with corrective lenses. A student 
with visual impairment would need substantial assistance to read the words you 
are reading now.

Th e defi nition of visual impairment in IDEA is “an impairment in vision that, 
even with correction, adversely aff ects a child’s educational performance. Th e 
term includes both partial sight and blindness” (34 C.F.R., sec. 300.7 [13]). 
Th e key element of this defi nition is that the impairment interferes with learning. 
Within the category of visual impairment, individuals can be further classifi ed 
with regard to their ability to use their vision and their reliance on tactile means 
(for example, the use of braille materials) for learning (Lewis & Allman, 2000):

 1.  Low vision students can read print though they may require optical aids.
 2.  Functionally blind students may be able to navigate their environment with 

their vision but rely on braille materials for printed communication.
 3.  Totally blind students do not receive visual input. Th ey rely on auditory and 

tactile means to interact with their environment.

Visual impairments do not determine what a child can learn, but instead how 
the child will learn. As a classroom teacher, you will likely fi nd yourself to be a 
member of a collaborative team that augments instruction and instructional ma-
terials to meet the needs of these students. In general, accommodating those 
needs will entail the following tasks: (1) incorporating adapted methods for ac-
cessing print, (2) using instruction that is adapted to increase the meaningfulness 
of experiences, (3) providing opportunities to use technology that is appropriate, 
and (4) providing specialized instructional materials (Turnbull, Turnbull, Shank, 
& Smith, 2004).

Auditory Sensory Disability
In the school year 2005-2006, approximately 79,000 children received special 
education services because of hearing impairments (Digest of Education Statis-
tics, 2007, 2008). Th e actual number of children with some degree of hearing loss 
may be greater, because many children with hearing impairments may be classi-
fi ed under other disability categories. Indeed, the American Speech-Language-
Hearing Association (ASHA) contends that 83 of every 1000 children have an 
“educationally signifi cant hearing loss” (Black, 2003), which represents millions 
of children.
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Hearing loss can have profound eff ects on a child’s development. You have 
likely closed your eyes at one time or another and imagined what it would be like 
if you could not see the world around you. As diffi  cult as that would be, deafness 
can even more dramatically remove one from the surrounding environment. You 
would likely be surprised by how diffi  cult communication becomes and, in par-
ticular, how diffi  cult the learning of language becomes in the absence of sound.

Although hearing loss has a number of causes, one that is readily preventable 
relates to environmental noise. Protection is advised for anyone exposed to noise 
at the 85-decibel level or higher. A lawn mower produces 90 decibels, and a leaf 
blower creates 100 decibels, just barely below the level at which the Occupational 
Safety and Health Administration (OSHA) requires protection devices (Wolkomir 
& Wolkomir, 2001). Students also should wear ear plugs when playing video 
games, watching loud movies (Mitchell, 2003), when attending loud concerts 
(that’s the suggestion anyway) and other musical performances.

Hearing loss is typically graded as follows:

Normal: No impact on communication.
Slight: Faint speech is diffi  cult to understand in noisy environments.
Mild: Classroom discussions are diffi  cult to follow. Faint or distant speech is 

diffi  cult to understand.
Moderate: Conversational speech can be heard only at close distances.
Moderate to severe: Only loud and clear conversational speech can be heard.
Severe: Conversational speech cannot be heard unless very loud. Speech is 

not always intelligible.
Profound: Conversational speech cannot be heard. Speech may not be devel-

oped at all. (Turnbull et al., 2004, p. 428)

A child in your classroom who appears to have diffi  culty hearing may benefi t 
by being moved closer to the source of conversation. However, working with 
children with deafness or hearing loss will likely require substantial adaptive 
measures. Th e next time you go to class, consider how much of what is said is 
off -hand or is dependent on auditory clues for interpretation (that is, vocal infl ec-
tions or perhaps a contrived whisper as if something is secret). Students with 
hearing impairments would fi nd it diffi  cult to keep up with such cues. Diffi  culties 
with communication can, in fact, be the source of negative self-esteem issues for 
these children as well.

Relatively few classroom teachers are trained in the use of American Sign 
Language (ASL); thus, communication as part of the general education classroom 
may well involve ancillary personnel to perform this function (though it may be 
worthwhile for prospective teachers to gain at least rudimentary capability with 
ASL). Other approaches to working with children with deafness or hearing loss 
can involve oral/aural methods, which require students to use speech, speech read-
ing (you might know this as “lip reading”), and auditory skills for communication. 
Total communication refers to methods that incorporate oral/aural methods 

Table 3.6 Summary of Physical Aspects of Diversity (2005–2006)

Impairment Prevalence

Visual impairments Approximately 29,000 students

Hearing impairments Approximately 79,000 students

Physical and health impairments Approximately 71,000 students
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together with ASL at the same time, though this is oft en considered somewhat 
unrealistic for a mainstream classroom.

Physical and Health Impairments
Children who are physically challenged provide you with a responsibility that 
cannot be ignored. For example, when one of your authors was teaching middle 
school, he had a student in class with cerebral palsy. Th e youngster could not 
speak well, and he could not manipulate a pen or pencil. However, he was capable 
of responding to what happened in class (for example, he could answer test ques-
tions). To accommodate this young man, a fl at box was constructed that had a 
marker attached to a moving arm. Th e student could crank the marker into posi-
tion to mark an answer on a paper and then push the marker down to leave a 
mark. Th e result was that, “on his own,” he was able to take part in an activity that 
most students take for granted.

Approximately 71,000 children received services in the 2005-2006 school 
year to address physical and health impairments that interfere with learning. 
IDEA has established four categories through which students with physical or 
other health impairments may qualify for special education services:

• Orthopedic impairment: Th is refers to a severe orthopedic impair-
ment that interferes with a child’s educational performance (for ex-
ample, clubfoot, absence of some member, poliomyelitis, bone tuber-
culosis, cerebral palsy, amputations, fractures, or burns that cause 
contractures).

• Traumatic brain injury: Th is category refers to an acquired injury to 
the brain that is caused by an external physical force, resulting in a 
total or partial functional disability or psychosocial impairment, or 
both, adversely aff ecting educational performance. Th e term does not 
apply to brain injuries that are congenital or degenerative, or those 
induced by birth trauma.

• Multiple disabilities: Multiple disabilities refers to concomitant im-
pairments (for example, mental retardation and blindness, or mental 
retardation and an orthopedic impairment), the combination of 
which causes such severe educational needs that they cannot be ac-
commodated in special programs solely for one of the impairments. 
(Note: Th e category does not include deaf-blindness as a multiple 
disability.)

• Other health impairments: Th is refers to having limited strength, vi-
tality, or alertness and can include a heightened alertness to stimuli 
resulting in a limited alertness to the educational environment that:

 (i) is due to chronic or acute health problems such as asthma, attention-
defi cit disorder or attention-defi cit/hyperactivity disorder, 
diabetes, epilepsy, a heart condition, hemophilia, lead poisoning, 
leukemia, nephritis, rheumatic fever, and sickle cell anemia

 (ii) Adversely aff ects a child’s educational performance. (34 C.F.R. 
300.7(a) Public Law 105-17 [1999])

As discussed here, this category can cover a wide range of disabling condi-
tions. You might also note that, unlike some other categories addressed by IDEA, 
less emphasis is on the congenital nature of the disability and more emphasis is 
on the tendency of the condition to impede educational performance. Th us you 
can see that children who might not receive services under the act in one category 
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may qualify in another category. Similarly, a child may 
qualify in several categories. Table 3.6 provides a summary 
of the prevalence of the categories of physical diversity that 
have been discussed.

It is worth noting that at least 10 percent of American 
children suff er from some form of chronic illness, includ-
ing asthma, allergies, diabetes, and epilepsy (“Students with 
Chronic Illnesses,” 2003). For instance, the National Center 
for Chronic Disease Prevention and Health Promotion 
cites estimates that one-third of children born in the United 
States in 2000 will eventually have diabetes. Two-fi ft hs of 
African Americans and Hispanics have a lifetime risk, and 
one-half of female Hispanics are at risk (“Diabetes,” 2008). 
More broadly, the same center (Division of Adolescent and 
School Health Programs, 2008) lists a number of health 
risks for young people. Among them are the following:

• Students miss almost 15 million school days a year 
because of asthma.

• Almost 80 percent of students don’t eat the recom-
mended fi ve daily servings of fruit and vegetables.

• More than one-third of students are overweight or 
are in danger of becoming overweight.

• One-fi ft h of high school students smoke.
• One-fi ft h of students ages 9 to 17 have symptoms 

of mental health problems that cause some impair-
ment of their ability to function eff ectively.

Even if you teach young children, the fi rst three risk factors will characterize 
some of the students in your class.

You should be aware that, particularly at the middle and high school levels, 
as many as 12 percent of the students may suff er from depression (with gay and 
bisexual students and Native Americans at greatest risk); 1.3 percent will attempt 
suicide each year (Cash, 2003; Vail, 2005). Indeed, suicide is the third highest 
cause of death among teens (Ashford, 2005) and the fourth leading cause of death 
for children 10 to 14 years old. About 80 percent of those who attempt or commit 
suicide give warning signals such as talking about it, giving away prized posses-
sions, losing interest in one’s appearance, increasing alcohol and/or drug abuse, 
changing behavior considerably including taking great risks, and withdrawing 
from friends (Fisher, 2005). Fortunately, Teen Screen, a free mental health screen-
ing program, is available for agencies that qualify (Ashford, 2005).

Likewise, at the middle or high school level, you may encounter a student 
with an eating disorder, most commonly anorexia nervosa (refusing to maintain 
a healthy body weight, either by eating very little or by binge eating and then 
inducing vomiting) and bulimia nervosa (characterized by fasting, excessive ex-
ercise, self-induced vomiting, and/or misuse of laxatives and diuretics). Th e stu-
dents are usually female (Keca & Cook-Cottone, 2005). You will want to become 
familiar with family, student, school, and school district responsibilities as they 
relate to preventing, detecting, reporting, and dealing with these situations.

A diff erent although related issue that may very well arise involves students 
who are temporarily homebound. Th e cause may vary in severity and duration and 
include such situations as recovery from surgery, an extended illness, or inability 
to function within the school environment. You may be responsible for providing 
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According to IDEA, qualifi ed gen-
eral and special educators must 
meet the special needs of stu-
dents with physical or health 
disabilities in a public school 
setting.

09388_03_Ch03_056-105.indd   10109388_03_Ch03_056-105.indd   101 11/18/09   3:22:48 PM11/18/09   3:22:48 PM



102  UNIT I: The Profession

Activity 3.4 Sitting in Their Place

This activity is one of refl ection and introspection. We mentioned a principal 
who asked that teachers sit at the desk of a student who had had diffi culty 

that day. Though a simple exercise, we want to encourage you to try this. This is 
not an activity to write up and turn in for credit. This one needs to be done some-
time during your semester when it feels “right.”

1.  At some time during the semester you will be in a class during which things 
just don’t go well for some student. As you notice that situation unfolding 
during the class, be attentive to those things you can observe.

2.  When the class ends, and the other students have departed, try sitting in that 
person’s seat and consider what unrecognized factors could have contributed 
to the events in class. The seat you choose to take may even be that of the 
professor. This exercise is intended to help you understand that diversity does 
not always come along with a clear label on it. Sometimes you have to rec-
ognize that something is happening and be willing to consider what 
might be motivating the behavior.

lesson plans to a tutor, or you may be asked to meet with the student regularly. 
Some districts employ homebound teachers, while other districts encourage regu-
lar teachers to provide the aft er-school service for additional compensation.

Don’t forget that the health needs of children in low-income families are es-
pecially problematic. As Rothstein (2004b) documents:

• Poor children have twice the average rate of vision problems regard-
less of its cause (poor prenatal health, poor medical care, excessive 
watching of television, etc.).

• Poor children have almost three times as many untreated cavities as 
middle-class children.

• Poor children living in older houses or apartments have increased 
exposure to lead-based paint chips, a known carcinogen that inter-
feres with brain function.

• Poor children, as well as those who live in cities, are exposed to traf-
fi c fumes, business pollution, and oft en secondhand smoke.

Each of these problems has specifi c eff ects on the performance of students in 
your class, and, although you may not be able to change the children’s living con-
ditions, you will be expected to be sensitive to the circumstances and help the 
students cope with the realities of life.

A Perspective of Empathy
Th is leads us to refer to empathy, the ability to put oneself in the shoes of another 
person. One principal whom we know asked his teachers at the end of the day to 
sit in the desk of a student who seemed to be troubled. Teachers were encouraged 
to refl ect on the conditions that contributed to the behavior (academic or social 
or emotional) and attempt to create classroom environments that were more 
conducive to good mental health. Not only are we teachers called on to empathize 
with our students, we also demonstrate compassion by actively encouraging our 
students to do the same with their peers. Use Activity 3.4 as an opportunity to 
empathize with someone else’s situation.
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As discussed in this chapter, diversity is a very, very 
broad topic, perhaps even broader than you had 
thought. An understanding of student diversity and 
ways to accommodate that diversity makes the work 
of a classroom teacher a truly specialized concern. 
What implications have you drawn from your study 
of this chapter? Here are some of the major points 
that were made:

 1.  Teachers need to be aware of cultural/ethnic diff er-
ences among students and to develop a greater ap-
preciation for those diff erences.

 2.  Teachers need to be aware of students’ physical, so-
cial, and emotional needs and to establish and 
maintain contact with colleagues and others whose 
expertise can assist in meeting them.

 3.  Creating conditions that make it possible for stu-
dents to make progress (both academically and so-
cially) is part of a teacher’s responsibility.

 4.  Teachers need to provide a rich learning environ-
ment diff erentiated to the extent possible.

 5.  Sexual stereotyping prevents children from maxi-
mizing their potential.

 6.  Cognitive diff erences between students include in-
telligence (as measured by IQ tests) and psycho-
logical impairments such as specifi c learning dis-
abilities and autism.

 7.  Physical aspects of student diversity can include vi-
sual impairments, hearing loss or deafness, and a 
wide range of physical disabilities.

 8.  Children (and adults) will display a wide range of 
temperaments in their social interactions. Among 
these are anger, happiness, sadness, level of confi -
dence, introversion or extroversion, acceptance of 
novelty, and competition or cooperation.

Conclusion

diversity
culture
ethnicity
multiculturalism
cultural pluralism
English as a second language (ESL)
limited English profi ciency (LEP)
English language learners (ELL)
gender
sex
gender bias/sexism

sexual stereotyping
learning styles
intelligence
intelligence quotient (IQ)
gift ed and talented
learning disability
mainstream
inclusion
autism
Attention-Defi cit/Hyperactivity Disorder (ADHD)
emotional/behavioral disorder

Key Terms
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Enter the information from the following table into the 
Educational Record for the student you are studying.

Case Studies in Education

IQ Score Self-Concept Cultural/Cognitive Concerns

Davon
Davon’s IQ score would probably be 
100. He learns quickly but at times 
has diffi culty because of his lack of 
life experiences. There would be no 
standardized test scores for a kin-
dergarten student.

He is secure in his abilities. He is very 
reserved unless provoked, then is 
quick to react. He is confi dent in his 
ability to learn. He approaches new 
tasks enthusiastically. He has some 
diffi culty getting along with his 
peers and expressing emotions 
appropriately.

Davon’s receptive and expressive language 
should be taken into consideration when 
working with him. He was not enrolled in a 
compensatory preschool program such as 
Head Start.

Andy
According to private analysis, Andy 
has an approximate deviation IQ of 
87. He falls at the 25th percentile 
of students his age in the area of 
fl uency and the 38th percentile for 
comprehension. His math ability is 
higher, with a score at the 58th 
percentile on his second-grade 
standardized test.

His self-concept seems related to the 
subject he is working on. He is very 
hesitant in the language arts areas 
but much more confi dent in math. He 
participates well in small groups but 
will almost refuse to read orally.

He exhibits negativity toward African Amer-
icans. During a lesson concerning an Afri-
can American girl dealing with racism in 
the 1960s, he stated that “it would be nice 
if there were no black people in school.” 
He has been referred to the Intervention 
Assistance Team for evaluation for his diffi -
culties with reading and writing. He will be 
tested for learning disabilities. He is reading 
2 years below grade level. He receives sup-
plemental reading instruction three times 
per week and attends before-school tutor-
ing 1 hour per week.

Judith
Last measured IQ score was 80.
Judith’s Percentile Rank on Stan-
dardized Tests were as follows:
English—47 percentile 
Verbal, Reading—41 percentile 
Math—25 percentile

It is diffi cult to say what her self-
concept is. Either her self-concept is 
strong (at least at school), or she is 
doing an incredible job of blocking 
out the treatment she gets from other 
students. Given opportunities to suc-
ceed, Judith could develop a strong 
self-concept.

Cultural background is similar to many 
children in this school. She is an only 
child. She lives in a low socioeconomic 
status environment. Parents are not de-
tached, but there is a lack of emotional 
interaction throughout the family. Subsis-
tence is a higher priority.

Tiffany
Tiffany’s IQ during her evaluation 
report for her Individualized Educa-
tion Plan during her sixth-grade 
year was 141. The state guideline 
indicates that anyone who pos-
sesses an intelligence score of 130 
or higher can be considered as 
gifted and talented.

Tiffany feels superior to other stu-
dents. She feels that if she is not un-
derstood it is due to the other per-
son’s immaturity or lack of 
intelligence. Tiffany concludes that 
she is correct in most of her beliefs 
and actions, and that most intelligent 
people would agree with her. She 
knows she is not considered popular 
but appears to ignore other percep-
tions and opinions she might hear 
about her. She is proud to be her own 
person.

Tiffany has been labeled “gifted and tal-
ented” since third grade. She has been in-
cluded in seminar groups and extension 
activity groups since fourth grade. She is 
planning to seek accelerated academic 
classes as they become available at the 
secondary level.

Sam
On the Wechsler Scale for Children, 
Third Edition, Sam’s Verbal Scale 
score was in the 8th percentile, and 
Performance Scale score was in the 
18th percentile. On the Wechsler 
Individual Achievement Test, Sam’s 
scores were as follows:
Basic Reading—5th percentile
Spelling—2nd percentile
Numerical Operations—2nd 
percentile
Written Expression—2nd percentile

He is well aware of his learning prob-
lems. His frustration sometimes mani-
fests itself as anger, but he is receptive 
to one-on-one teacher intervention. 
He is resilient and self-directed, and 
does not appear to view himself as 
inferior.

Cognitively, Sam falls in the low average 
range of intellectual ability. His educational 
achievement in reading, written language, 
and math is severely discrepant from his in-
tellectual potential, resulting in a diagnosis 
of specifi c learning disabilities in these 
three areas. Consequently, he is entitled to 
and receives special education services.
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IQ Score Self-Concept Cultural/Cognitive Concerns

Bao
Bao scores in the upper 80s for 
English language skills and in the 
lower 80s for math. She works very 
diligently on tests;, hence she 
scores higher on them than her 
grades indicate. Her folder lists her 
IQ as 110, which puts her in the 
upper end of the fi rst standard de-
viation above average. 

Bao is uncomfortable with her back-
ground. Her classmates and teachers 
call her Katy; at home, she responds 
to her parents in English. She is not at 
all ashamed of her culture or heritage, 
but perceives a difference between 
herself and being truly “American” 
despite living here since she was 3 
years old. Being Asian has not been 
an issue at school. She’s a cheerleader 
and member of Future Business Lead-
ers of America.

She is averse to confl ict and will only rarely 
voice an unpopular opinion. When teachers 
try to press her, she usually gets embar-
rassed and grows quieter. No special cogni-
tive considerations are involved with her 
education.

 1.  What does the combination of your student’s IQ 
and test scores and information about self-concept 
tell you about working with this student? What 
challenges might it present for you?

 2.  When you consider the information provided about 
the student’s family life, what expectations would you 
have for the child’s behavior in school? What do you 
see as your greatest strengths and weaknesses for 
working with this particular child? Are there cultural 
factors of which you need to become aware?

Th ere are those in education who argue that trying to 
consider how education might be in the future is not a 
valuable exercise because the work of educators is in 
the present. However, as discussed in this chapter, cul-
tural and ethnic infl uences are dynamic and therefore 
changing. Th ose changes will mean changes for educa-
tion as well. You cannot be expected to design a school 
that anticipates the changes to come, but it is possible 
for you to consider a design that can adjust as changes 
come about within the society at large.

 1.  As you consider a school for the future, what will 
the emphasis be in terms of what you have encoun-
tered in this chapter? Th at is, will your school focus 
on the “Americanization” of students that character-
ized the beginning of the 20th century? Or will your 
emphasis be on the cultural pluralism that charac-
terizes the beginning of the 21st century? Provide 
an argument to support your decision.

 2.  Th e past has seen separate programs for special-
needs students and mainstreaming programs that 
bring them into the regular classroom as much as 
possible. Now there is a movement toward full 
inclusion, which might do away with most self-
contained special needs programs. What approach 
do you think schools in the future should take?

 3.  An important concern in education has always been 
the messages that children receive at home versus 
the messages they receive at school. How can a 
school of the future address these mixed messages? 
Will your school have a “parents’ school” compo-
nent that explains to parents the messages that the 
school will be trying to teach? Your approach to 
student diversity may well be what makes your 
plans for a school of the future unique in today’s 
world.

Designing the School of the Future

Many states will require that you successfully com-
plete the Praxis Series of examinations to qualify for 
certifi cation. One or more of those tests will be 
subject-area tests. Another, which has a more practi-
cal orientation, will be the Principles of Learning and 
Teaching (PLT) examination that is appropriate for 
your certifi cation area.

Completing the Quick Check quizzes for Chapter 3 
in the Unit Workshop will give you practice with the 
multiple-choice format of the PLT. Th e Case Studies in 
Education and Designing a School of the Future activi-
ties will help prepare you for exercises that require read-
ing a scenario and providing short answers to questions 
that ask what you might do in such a situation.

Praxis Practice
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4

Your Chapter Study Guide
• Conceptualize Here are the major themes you will 

encounter in this chapter:

1.  Each state has its own requirements for teacher 
certifi cation.

2. Initial certifi cation can follow traditional or alterna-
tive routes.

3.  There is an increasing emphasis on national stan-
dards for teacher qualifi cations.

4.  Professional organizations represent the interests 
of teachers and the teaching profession.

• Preview Read the chapter headings; look at any fi g-
ures, tables, and activities; and read through the items 
in the conclusion.

Activity 4.1:  Field Observation Activity— Relating Your 
Cousework to Your Observations

Activity 4.2:  Go Online! Comparing Certifi cation 
Requirements

Activity 4.3:  Go Online! Considering Alternative 
Certifi cation Programs

Activity 4.4:  Go Online! Exploring Professional 
Organizations

TeachSource Video Case 4.1 Education Reform: 
Teachers Talk about No Child Left Behind

TeachSource Video Case 4.2 Teacher Accountability: 
A Student Teacher’s Perspective

TeachSource Video Case 4.3 First Year of Teaching: 
One Colleague’s Story

• Read Now read through the chapter. Mark or high-
light information that you consider to be especially 
important or about which you have a question.

• Refl ect Refl ect on these questions as you read:

1. What are your state’s requirements for certifi cation?
2.  Which professional organizations would best repre-

sent your professional interests?
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Becoming a Teacher
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Ice Breakers

First Year   
The fi rst-year teacher pictured here has completed an approved teacher 
education program, holds a valid license, and is teaching in his certifi ca-
tion area. Check each item below that could be said of him based on this 
information and on what you see in this photograph.

» The lowest grade this class could be is kindergarten, and the highest 
is eighth grade.

» He has completed student teaching.

» His teaching credential is honored in all 50 states.

» The National Board for Professional Teaching Standards issued his 
license.

» He is responsible for teaching only one subject.

» The program from which he graduated recommended him for 
certifi cation.

» He has never been convicted of a felony.

» The U.S. Department of Education issued his license.

» He is a member of his state’s professional teacher organization.

» Parents can feel confi dent that he has passed the required state 
certifi cation examinations.
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» The lowest grade this class could be is kindergarten, and the highest is 
eighth grade.
 Probably true. These children appear to be older than preschoolers and 
younger than high school students.

» He has completed student teaching.
 True. To earn a license to teach, students must complete a period of 
clinical internship known as student teaching.

» His teaching credential is honored in all 50 states.
 False. His credential will be recognized only by states that have recip-
rocal agreements with the licensing state.

» The National Board for Professional Teaching Standards issued his 
license.
 False. The National Board for Professional Teaching Standards does not 
license teachers. It offers a voluntary advanced certifi cation.

» He is responsible for teaching all academic subjects.
 True. As an elementary school teacher, he can be expected to teach all 
academic subjects.

» The program from which he graduated recommended him for 
certifi cation.
 True. The Teacher Education Program that he completes must recom-
mend to the state that he is qualifi ed to be licensed and certifi ed.

» He has never been convicted of a felony.
 Probably true. A background check is required for certifi cation. A felony 
conviction could disqualify him from receiving a license.

» The U.S. Department of Education issued his license.
 False. The federal government is not responsible for licensing or certify-
ing teachers.

» He is a member of a professional teacher organization.
 This depends on whether teachers in his state are required to join a 
union. If not, membership in professional organizations is optional.

» Parents can feel confi dent that he has passed the required state certi-
fi cation examinations.
 True. Successful completion of state-mandated teacher certifi cation 
examinations is a prerequisite to receiving a teaching credential. ■
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Introduction
What qualities did you expect your teachers in elementary and secondary school to 
possess? How well qualifi ed did you consider them to be? With the increasing em-
phasis on standards for students and teachers, what qualifi cations do you think the 
public has a right to expect from its teachers in general and you specifi cally? Th ese 
questions are important because they off er you a chance to refl ect on your current 
status as a teacher candidate and to decide how to achieve your goals. Accreditation 
standards, certifi cation requirements, and the work of professional associations help 
to ensure that teachers are well prepared for the task at hand.

Earning a License to Teach
Programs that lead to certifi cation as a professional teacher are complex and rig-
orous. Th ough each state is responsible for establishing standards and require-
ments, considerable national infl uences can aff ect the program that you ultimately 
complete. Th is section examines the accreditation of teacher education programs, 
national infl uences on teacher education, and, fi nally, traditional and alternative 
teacher education programs.

Accreditation of the Teacher 
Education Program
Many states designate an accreditation agency for teacher education programs. 
An accreditation agency sets the standards for teacher education programs. Your 
state may have adopted the standards of a particular agency, or it may have devel-
oped its own. In either case, the colleges and universities that off er teacher educa-
tion programs must meet those standards if they wish to be an “accredited pro-
gram.” In most cases, states will certify only those individuals who graduate from 
approved programs.

Th e most well-known of the accreditation agencies is the National Council for 
Accreditation of Teacher Education (NCATE). Th irty-nine states have adopted 
NCATE standards, and all 50 states either have adopted the professional standards 
or have aligned their state standards closely with the NCATE standards for teacher 
education programs (“NCATE and the States: Partners in Excellence,” 2007). So let’s 
consider their six standards (“NCATE Unit Standards,” October 20, 2007):

Standard 1: Candidates preparing to work in schools as teachers or other 
school professionals know and demonstrate the content knowledge, 
pedagogical content knowledge and skills, pedagogical and professional 
knowledge and skills, and professional dispositions necessary to help all 
students learn. Assessments indicate that candidates meet professional, 
state, and institutional standards.

You are the candidate. Th e dispositions you must demonstrate are such 
qualities as attitudes, interests, and values related to learning. Assessments in-
clude those prepared by a professor, a textbook author, and state or national tests. 
Assessments also include projects, presentations, and demonstrations. Some are 
noted by educators’ observations of your work in elementary, middle, or high 
school settings.

A license attests that someone 
meets standards designed to 

protect the public; a certifi cate 
attests to satisfactory 

completion of a preparation 
program; accreditation attests 

that a program meets 
conditions deemed necessary 

by the profession. The three 
together, attended to separately, 

provide the best assurance we 
now have that a teacher is 

competent.

- John I. Goodlad  (1990)

accreditation agency  
An organization, most 
notably the National 
Council for Accredi-
tation of Teacher 
Education, that cer-
tifies that an institu-
tion’s teacher prepa-
ration program has 
met a series of rig-
orous standards.
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Standard 2: Th e unit has an assessment 
system that collects and analyzes data 
on applicant qualifi cations, candidate 
and graduate performance, and unit 
operations to evaluate and improve 
the performance of candidates, the 
unit, and its programs.

You are not just a number. What you 
do is constantly evaluated to determine 
whether you measure up to expectations. 
Your department or college of education is 
responsible for noting your progress or 
lack thereof.

Standard 3: Th e unit and its school 
partners design, implement, and evalu-

ate fi eld experiences and clinical practice so that teacher candidates 
and other school professionals develop and demonstrate the knowl-
edge, skills, and professional dispositions necessary to help all stu-
dents learn.

You may think of clinical practice as student teaching. Beginning with fi eld 
observations, internships, or practica, your professors and the schools work to-
gether to provide a series of clinical experiences that gradually increase in com-
plexity (e.g., observing and then teaching, working with individuals and later 
with groups and an entire class, teaching basic skills and later higher-order think-
ing skills).

Standard 4: Th e unit designs, implements, and evaluates curriculum and 
provides experiences for candidates to acquire and demonstrate the 
knowledge, skills, and professional dispositions necessary to help all 
students learn. Assessments indicate that candidates can demonstrate 
and apply profi ciencies related to diversity. Experiences provided for 
candidates include working with diverse populations, including 
higher education and PreK-12 school faculty, candidates, and stu-
dents in PreK-12 schools.

PreK-12 refers to pre-kindergarten through grade 12. Of course, you may not 
be expected to work with the entire range of ages and grades unless your major is 
PreK-12 in scope (such as music, art, physical education, and exceptional educa-
tion). Someone majoring in high school English will be involved just with grades 
9 to 12 or possibly 7 to 12. Th e diversity issue relates to working eff ectively with 
a wide variety of people at all ages involved in education.

Standard 5: Faculty are qualifi ed and model best professional practices 
in scholarship, service, and teaching, including the assessment of 
their own eff ectiveness as related to candidate performance; they also 
collaborate with colleagues in the disciplines and schools. Th e unit 
systematically evaluates faculty on performance and facilitates pro-
fessional development.

Your professors engage in considerable professional work that you do not see. 
Th ey may write books or articles, consult with schools or school districts, and 
speak at local, state, national, or international conferences. Th ey may serve on 

This teacher must graduate from an ac-
credited teacher education program to 
be eligible for licensure and certifi ca-
tion. Ask your professor about the ac-
creditation standards of your program.
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student teaching A 
culminating experi-
ence in a teacher 
education program 
that provides an ex-
tended opportunity 
for the prospective 
teacher to assume 
fuller responsibility, 
under the guidance 
of the supervising 
teacher, for providing 
instruction to an en-
tire class.

clinical experience  
Experience during 
which a prospective 
teacher engages in 
classroom activities 
by observing, assist-
ing a teacher and 
students, or partici-
pating in other edu-
cational activities. 
Sometimes called 
field service or 
internships. 
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institutional committees and the faculty senate of the institution, and they may 
be involved in a variety of community programs. Th ey are evaluated regularly, 
both by students and their peers. Like you, they are held accountable.

Standard 6: Th e unit has the leadership, authority, budget, personnel, facili-
ties, and resources, including information technology resources, for the 
preparation of candidates to meet professional, state, and institutional 
standards.

Th is standard simply states the expectation that your institution will have the 
personnel and material resources to provide you with an education that will allow 
you to distinguish yourself as you strive to accomplish the varied objectives of your 
education program. You will use the resources available at the library/information 
center, technology center, and curriculum laboratory of materials related to the 
schools. From time to time there may be guest speakers on education issues and 
opportunities for you to attend (and even speak at) professional conferences.

So there you have it. Th ere is a reason, a good reason,  for what you are asked 
to do as a teacher candidate. Th e reason is not just that the accrediting agency 
requires it. Th e reason is that best practice demands it, and the students in our 
schools are entitled to the best that we have to off er.

It oft en happens that students study in one state and move to another state to 
teach. When states execute reciprocal agreements (referred to as reciprocity) 
with other states, graduates can take their degrees and certifi cations across state 
boundaries, usually being required to take only a state-mandated test or perhaps 
a course such as state history.

National Infl uences on Teacher Education
Interstate New Teacher Assessment and Support Consortium
In 1987, the Council of Chief State School Offi  cers began to develop a set of 
guidelines that would bring consistency to the teacher certifi cation process across 
the country. Th e result of this initiative was collaboration among state education 
agencies, institutions of higher education, and national education organizations 
that formed the Interstate New Teacher Assessment and Support Consortium 
(INTASC). Since that time, INTASC has worked to establish performance stan-
dards for the assessment of beginning teachers. Th e standards (Interstate New 
Teacher Assessment and Support Consortium [INTASC], 1992) are based on 10 
core principles. Each of the principles is discussed in terms of the knowledge, 
dispositions (attitudes), and performances (skills) that teachers should possess. 
Th e principles are as follows:

reciprocity The act 
of accepting in one 
state the credentials 
issued in another 
state.
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112  UNIT I: The Profession

No Child Left Behind Act
Th e next initiative for us to consider is easily the most far-reaching of certifi cation 
requirements, mandated by Public Law 107-110, the No Child Left  Behind Act 
(NCLB), signed into law in January 2002. Although the act consists of many as-
pects, we are considering here only those regulations that relate to certifi cation 
and licensure. Th at part of the law required that all teachers be “highly qualifi ed.” 
Teachers can be certifi ed as “highly qualifi ed” by securing state certifi cation and 
obtaining a teaching license. However, there are some additional considerations. 
For instance, if special education teachers who teach several core subjects are not 
certifi ed in each area, they are judged “not highly qualifi ed” (NCLB FAQ for Spe-
cial Education Teachers, 2007). Th e same is true for middle school teachers in 
grades 7 and 8 who have elementary certifi cation and for secondary teachers. 
Specifi c requirements vary from state to state but always include demonstrating 
subject-matter knowledge of each core course that is being taught and possessing 
certifi cation in a specifi c fi eld (No Child Left  Behind Act of 2001, 2007).

And what are these core courses? Th ey include reading, language arts, Eng-
lish, math, science, foreign language, civics/government, economics, visual arts, 
music, history, and geography. And the law applies to all teachers who teach these 
subjects, whether Title I or not, whether public school or charter school, new 
teachers or veteran teachers (Stump, 2006). Only teachers at private schools and 
homeschooling teachers are exempted.

In terms of licensure and certifi cation, if you have full certifi cation (no emer-
gency waiver for a critical needs area, no temporary or provisional certifi cate) and 
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step into the classroom
TEACHSOURCE
Video Case 4.1

Education Reform: Teachers Talk 
about No Child Left Behind

Go to the premium website to view Education Reform: Teachers Talk about No 
Child Left Behind. The NCLB legislation, though a federal mandate, has broad 
implications for school systems in each state. After watching the video, consider 
the following:

 1.  A number of individuals in the video refer to NCLB-mandated testing as “in-
forming their instruction.” What do you suppose this means?

 2.  Following the advice in the video, fi nd out what the state tests are for the 
state in which you wish to teach, and fi nd out what the expectations are of 
beginning teachers.

add-on certification  
The addition of one 
or more areas of 
certification. It re-
quires the successful 
completion of addi-
tional coursework 
and a passing score 
on the corresponding 
standardized 
achievement test 
such as Praxis. 

have passed the state licensing tests, you’re home free. If you’re a new elementary 
teacher, you must pass a licensing test that covers reading, writing, math, and 
other elementary curriculum areas. If you’re a new middle school or high school 
teacher, you must have an academic major or “coursework equivalent to a major” 
in each subject area you teach (or an advanced certifi cate or graduate degree in 
each such area) or pass a licensing test in each of those subject areas (NCLB FAQ 
for Special Education Teachers, 20, 2007; “Are You Highly Qualifi ed Under 
NCLB?,” 2003). And, of course, you will be observed by trained educators during 
your fi rst year of teaching (using the state-mandated observation instrument). 
Th e Secretary of Education periodically issues updated interpretations of the 
regulations, so the “rules” may change slightly from time to time.

As you can readily tell, these more-stringent regulations will prevent teachers 
from teaching out of fi eld, that is, teaching courses for which they are not certifi ed 
(e.g., a coach with a physical education degree teaching social studies, a science 
teacher teaching some math courses). Th ere has been considerable concern about 
teachers being assigned to teach courses for which they may not even have a minor. 
“All Talk, No Action” (2002), a survey of thousands of teachers, found that the per-
centage of core courses taught by teachers without minors in the subjects increased 
from 21.8 percent in 1993–1994 to 24 percent in 1999–2000. Teaching out of fi eld 
is especially problematic at the middle and high school levels. Between 20 and 25 
percent of math and science teachers in public high schools teach some course out 
of fi eld, and the problem is more widespread in the middle school (Science and 
Engineering Indicators, 2008; Ingersoll, 2003). Moreover, students in high-poverty 
schools are more likely to have out-of-fi eld English, science, and math teachers 
(Contexts of Elementary and Secondary Education, 2004). To make matters worse, 
48 percent of foreign language teachers and 71 percent of bilingual education teach-
ers lacked the appropriate major and certifi cation (Seastrom et al., 2002).

Th e third initiative comes into play aft er you have completed your initial 
certifi cation. Once certifi ed, you will need to take additional courses only to re-
new your certifi cate or to add other areas of certifi cation (e.g., add early child-
hood to elementary certifi cation, add science to math certifi cation) or to increase 
the level of certifi cation (e.g., from bachelor’s degree to master’s degree). To add 
on areas of certifi cation, the state department of education will identify the 
coursework and the examinations you must take. Th en, depending on the regula-
tions in your state, you take the courses, pass the test, and apply for the add-on 
certifi cation. Th is procedure applies whether you are adding on credentials in 
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114  UNIT I: The Profession

teaching or in administration and supervision, or some other non-classroom 
major (e.g., guidance counselor, media specialist).

In some states and some districts, your salary will increase aft er you complete 
a certain number of additional hours of coursework beyond a bachelor’s degree. 
Th is can be an incentive to begin your master’s program. More than 57 percent of 
public school teachers hold at least a master’s degree, and the number continues 
to increase (Status of the American Public School Teacher, 2003). Because a mas-
ter’s degree is rapidly becoming a common level of certifi cation for teachers, not 
to mention a requirement for supervisors and administrators, you should start 
thinking along this line.

Traditional Teacher Education Programs
Each state establishes requirements for teacher education programs. Th e state 
education agency is your fi nal source for information about certifi cation (see Ap-
pendix C for a listing of state departments of education/certifi cation agencies 
with their website addresses). State requirements for teacher certifi cation include 
both traditional programs and the more recent alternative avenues to teaching. 
Each of the possibilities is considered here but with an emphasis on the more 
traditional approach to certifi cation.

Certifi cation terminology can be a bit confusing. Th e terms license and 
certifi cation are oft en used interchangeably. In education, a license will authorize 
you to teach. Th e certifi cation on that license will indicate the program you com-
pleted (e.g., elementary education or secondary reading), and thus what you are 
prepared to teach. You might think of the license as a document and certifi cation 
as the process you go through to obtain that document. For example, you may 
have a license to drive. Th at’s the document. If you examine that document, you 
will fi nd a designation indicating what you have been trained to drive-car, motor-
cycle, trucks of various types. Th ose designations represent your certifi cations. A 
teacher, therefore, can be licensed to teach in a particular state and have one or 
more certifi cations attached to that license.

Coursework
In traditional programs, coursework includes: (1) general education, (2) profes-
sional education, and (3) areas of specialization related to the student’s major. Th e 
coursework is followed by a clinical internship (student teaching experience), 
oft en of 60 school days (12 full weeks). About the same time, prospective teachers 
take one or more certifi cation examinations as required by the state for the 
grade levels and subject areas in which they desire to be certifi ed.

Th e three categories of coursework are the same regardless of whether you 
attend a liberal arts institution or a college or university that focuses more on 
preparing students for specifi c vocations and professions. General education
includes courses that almost everyone is required to take (except for students who 
enter college with International Baccalaureate [IB] credit or advanced placement 
[AP] credit earned in high school or who pass college placement tests). General 
education courses include mathematics, English, social studies, science, physical 
education, and fi ne arts. Some institutions require other courses such as religion, 
computer science, and foreign language. Some institutions require profi ciency 
tests to identify the specifi c level of course (usually in math, English, computer 
science, and foreign language) that a student must take.

license A document 
that certifies that 
the holder has suc-
cessfully completed 
an education pro-
gram in one or more 
areas of education.

certification The pro-
cess one undergoes 
(e.g., in an elemen-
tary or secondary 
education program) 
to obtain a teaching 
license.

certification examina-
tion A standardized 
achievement test, 
frequently from the 
Praxis series, that 
prospective teachers 
must pass before re-
ceiving their certifi-
cation.

general education A 
program of courses 
that almost every 
college and univer-
sity student is re-
quired to take (ex-
cept for those who 
enter with Interna-
tional Baccalaureate 
or Advanced Place-
ment credits earned 
in high school or 
who are exempt from 
courses by passing 
placement tests).
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Some courses are off ered on a pass/fail (or credit/no credit) basis or re-
quire passing an exit examination to receive credit. Some general education 
courses are required, while others may be selected from several options within 
a broad category.

Professional education courses are usually general in nature but provide 
excellent overviews of important information for prospective teachers. Examples 
of these courses are Introduction to Education (or Foundations of Education), 
Human Growth and Development, and general, not specifi c, methods courses. 
Some professional education courses lay the foundation for subsequent specifi c 
courses and others serve as summary (or capstone) courses.

Specialization courses include specifi c methods courses in such areas as 
elementary reading, middle school math methods, early childhood methods, 
methods of teaching secondary social studies, and children’s literature methods. 
Depending on your institution, there may be courses such as classroom manage-
ment, science methods, social studies methods, language arts methods, and so 
on. Th ese courses attempt to prepare prospective teachers for the day-to-day re-
alities of the classroom. Some colleges and universities have fi eld service/intern-
ships attached to each of the specialization courses; more frequently, there are 
separate internship courses or practica during which students apply what they 
have learned as they work with full classes of students in their major.

Professional education and specialization courses include objectives keyed to 
state or national accreditation standards. Generally, requirements (e.g., tests, con-
structed projects, classroom presentations, lesson plans, papers, internships with 
reaction/refl ection logs) are based on the objectives. Th us, both you and your 
professor have an ongoing record of your progress.

Field Observation
Field observation (which might also be called fi eld service or experience) is another 
vital component of your teacher preparation programs. Whether you participate in 
fi eld service in separate courses or as integral parts of professional education and 
specialization courses, you will want to take full advantage of the unique opportuni-
ties these experiences provide in preparing you for student teaching and for teach-

ing itself. Although some of your class-
mates may view fi eld service as just another 
assignment to be completed and checked 
off , perceptive students use the opportuni-
ties to expand their education horizons 
and increase their professional expertise.

In many ways, what you do in a fi eld 
service experience foreshadows your stu-
dent teaching assignment. What you 
learn early on will prove most helpful. 
Th ere are three possible outcomes, in 
particular, that you might watch for.

You may have already decided on a 
major. Th at is, you know you want to 
teach high school English, middle school 
math, or perhaps kindergarten. Your ex-
perience in fi eld service may convince 

you otherwise. Perhaps you discover that 
you don’t feel comfortable working with 
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professional education  
A program of educa-
tion courses that 
provide overviews of 
topics important for 
prospective teachers.

specialization courses  
Courses that focus 
on the teaching of 
particular subjects 
or other topics re-
lated to curriculum 
and instruction.

methods courses  
Courses that address 
diagnostic, instruc-
tional, and evaluation 
strategies as they 
relate to specific 
subjects (e.g., read-
ing, math, science).

Field observations offer invaluable opportunities to interact with teachers 
and students in a classroom setting
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Feature 
4.1

T E A C H E R  T E S T I M O N I A L

Getting Certifi ed to Teach

My teacher certifi cation experience was a little differ-
ent from most of the people I went to school with. 

I’m from Montana but wanted to go away from home for 
college. I chose to attend a school in South Carolina. So, my 
initial certifi cation was in South Carolina, where I also did 
my fi rst three years of teaching. After that I returned 
“home” and had to obtain certifi cation to be able to teach 
in Montana. Fortunately for me, all it took was some addi-
tional paperwork. However, different states might have 
special requirements for certifi cation in their state. It 
doesn’t prevent you from going to college away from your 
home state, but if you are in a situation like mine, it would 
be a good idea to check with the certifi cation offi ces in both 
states just to be aware of what the expectations will be.

In most cases, becoming a state certifi ed teacher is a 
matter of completing an approved teacher education pro-
gram (i.e., approved by the state) and then submitting all 
of the correct paperwork. This isn’t anything tricky, but it 
can easily get messed up when something is missing. 
When I graduated from school in South Carolina, the state 
asked for a standard application, which included an offi -
cial college transcript, the recommendation for certifi ca-
tion from the teacher education program, Praxis II test 
scores (your state may use a different test), and fi nger-

prints for a criminal background check. The background 
check is something that is more often done before stu-
dent teaching in many states.

During my student teaching semester, I was also en-
rolled in a student teaching seminar. We met every day for 
two weeks before beginning student teaching and then 
after school once a week or every couple of weeks during 
the semester. Our professor gave us explicit directions on 
how to complete this process, and a local police offi cer 
even came into our class one afternoon to take our fi nger-
prints. Then, before we knew it, student teaching and four 
years of studying to become a teacher were over!

During my fi rst year of teaching, I was evaluated ac-
cording to the S.T.E.P. program in my school district. All 
districts have some version of this; the names differ not 
only from state to state, but even from district to district. 
In all of them, however, the idea is to evaluate and assist 
teachers through those fi rst years of having full responsi-
bility for a classroom of students all day, every day. Other 
fi rst-year teachers in my district were asked to complete a 
long-range plan and other such things for this program. 
But, honestly, this step of the certifi cation process was 
very stress free and easy for me because my professor had 
us complete the exact same process during the student 

students of a certain age, or perhaps you decide that you really don’t like to teach 
grammar and, therefore, decide against becoming an English teacher. One student 
we know entered college as an English education major, switched to elementary 
education aft er her fi rst fi eld service, and changed to early childhood aft er several 
subsequent fi eld services. She graduated and became an excellent kindergarten 
teacher. Field service experiences changed the direction of her teaching career.

Another possible outcome is that you may discover that teaching is not some-
thing you want to do for the next 30 to 40 years. In Th e Canterbury Tales,  
Chaucer wrote of one of the characters, “Gladly would he learn, and gladly teach.” 
Perhaps only the fi rst part of that quotation applies to you. Th at’s fi ne. But to be 
sure one unhappy placement doesn’t lead you to a too-hasty judgment, get a sec-
ond opinion (in your next education course or as a volunteer). If you then decide 
to make a midcourse correction, you can be sure it is the right decision for you.

Th e third outcome is that you may realize your anticipated major is just right 
for you. You relate to the students at that age level, and you enjoy presenting the 
content relevant to your subject area or grade.

It has been said that the more you put into an experience, the more you get 
out of it. Th at’s a universal truth, one well worth pondering and applying. What 
can you do during your fi eld service experience that will prepare you to become 
the best educator possible? Here are some suggestions.
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teaching semester. I felt very confi dent in what I was do-
ing the fi rst year of teaching (in regards to the S.T.E.P. 
program) because of this. I don’t know whether every 
teacher education program does this, but you might want 
to ask the folks at your school about how well the student 
teaching seminar will match up with the expectations of 
local school districts. All I can tell you is that I was much 
better prepared than some other fi rst-year teachers in my 
school who had attended different colleges from mine. 
And just between you and me, there’s plenty of stuff to 
deal with in your fi rst year of teaching without having to 
learn how to prepare things like a long-range plan at the 
same time! After completing the fi rst year of the S.T.E.P. 
program, I received my fi ve-year certifi cate in the mail.

I moved back to my home state of Montana three 
years after completing college and contacted the Offi ce of 
Public Instruction to request information on the certifi ca-
tion process. I was directed to our state website and was 
able to download all of the necessary paperwork. Besides 
the application materials, I was required to send fi nger-
prints for a criminal background check, an offi cial copy of 
my college transcript, and a small fee. Within a few weeks 
I received a fi ve-year certifi cate, which allowed me to 
teach anywhere in the state, including the rural school 
where I taught for two years.

A last thought—don’t underestimate your school’s 
fi eld service or clinical internship experiences. Some 

people enter a teacher education program without any 
classroom experience. These opportunities to observe 
teachers and students in the classroom give teacher 
education students a realistic view of the career. At my 
college, we began our observations with the very fi rst 
education course in our freshman year. Though I wasn’t 
so crazy about it at the time (it could be a hassle getting 
to and from a local school and not be late for classes 
back on campus), it gave me a really good exposure to 
school life. I know other college students who did not 
get into classrooms until their junior or senior year. 
They didn’t get the same range of experiences that I had 
in my program. But even worse, some people found out 
after three years of majoring in education that they 
didn’t really like being in the schools! So take advantage 
of the observation experiences your program provides. 
You will also fi nd that those supervising teachers can be 
great resources, and most are more than willing to an-
swer any questions and give both positive and negative 
feedback.

Megan Brenna-Holmes has been teaching for fi ve 
years. In her fi rst year of teaching she was named as the 
Outstanding New Teacher of the Year in her school.  •

Relate Your Coursework to Your Field Observations When your 
professor makes recommendations (“Teachers should…”) or off ers guidelines 
or principles (“Eff ective teachers…”), note the extent to which the teacher uses 
them and decide how you would employ them as a teacher. Your introductory 
course is not merely a class to be completed; it’s a window of opportunity that 
opens onto the world in which you will spend most of your professional life 
(see Activity 4.1). Relate the ideas you learn. Adapt the information you re-
ceive. When appropriate, adopt the practices you are taught. When necessary, 
create new strategies or solutions based on well-founded principles and 
research.

Learn about the Teacher and the Students What is the teacher’s 
preparation? How long has he taught this subject or grade level? What back-
ground and interests does he bring to the class—travel to foreign countries, a 
collection of subject-related pictures or objects, classroom research, National 
Board certifi cation? What do you need to know about the students? How will you 
deal with students who have chronic illnesses (defi ned as conditions that last 
more than one year aft er diagnosis)? Th e leading three illnesses are obesity, 
asthma (both of which have doubled in recent years), and ADHD (the increase of 
which is believed to be primarily the result of better diagnosis). Prevalence rates 
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Activity 4.1  Relating Your Coursework to Your 
Observations

If you are observing in a school now, use this activity in that setting. Otherwise, 
adapt this activity for your college classes.

1. Consider what you have been discussing in class thus far. Don’t confi ne your 
thinking to this chapter; consider all the topics that have been discussed 
throughout the course. Write a list of the fi ve most important things 
you’ve heard/read/discussed about being a teacher. You might list things 
such as compassion toward students, teaching style, or the static and dy-
namic competencies discussed in Chapter 1. List whatever has struck you 
as being really important.

2. In your fi eld placement class (alternatively, select one of the courses you are 
enrolled in or ask to sit in on another class so you can devote your attention 
to this activity), specifi cally watch for examples of each of the fi ve items you 
have listed. Also note how the class seemed to respond to each item.

3. Consider your observations in terms of your expectations. Did things happen 
as you had anticipated? Did you see opportunities to have done things differ-
ently? Did students respond better to some things than others?

4. Write a summary of what you observed. Share it in your class as a discussion 
starter and compare your observations with those of your classmates. What 
does this exercise say about the perspective of education as presented 
in class and what is occurring in the schools? Do they match? Do they 
differ?

F I E L D  O B S E R V A T I O N

range from 10–15 percent (“Students with Chronic Illnesses: Guidance for Fami-
lies, Schools, and Students,” 2003) to 15–18 percent (“Rise in Child Chronic Ill-
ness Could Swamp Health Care,” 2007)? What are their levels of achievement, 
academic backgrounds, and interests? Which ones have been identifi ed as having 
exceptionalities? What are the ethnic compositions, and what is the economic 
status of the class? Who are the new students, the shy ones, the clowns, the bul-
lies? What would you do about them?

As you become familiar with the wide range of individual diff erences (see 
Chapter 3), you can follow the students throughout the quarter or semester if you 
schedule your observation sessions to encompass the entire term. Although 
you might be tempted to “hurry up and get it done,” that defeats the purpose of 
the experience and diminishes or negates the potential value.

Learn about the Curriculum Ask to borrow (or at least to look at) 
teachers’ editions of textbooks and support materials (e.g., workbooks, ma-
nipulatives, transparencies, videos, curriculum guides, state and district re-
quirements, and computer soft ware). Review sample lesson plans, teacher-
prepared and commercially prepared handouts (e.g., study guides), and tests. 
Read periodic newsletters and general letters to parents. If you can borrow a 
student copy of a text, read the immediately preceding lesson and the follow-
ing one so you know what is to be taught, what students already have learned 
(hopefully!), and what they will study next. To the extent possible, be as pre-
pared as the teacher and students should be.

To make the individual, group, or class instruction most productive, you 
must know your content and the teacher’s procedures. If necessary for either of 
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you to feel comfortable, discuss the proposed plans before they occur. As time 
passes and your competence increases, this step may become less important. One 
caution: Unlike during student teaching, while on a fi eld observation you should 
not be expected to conduct a group or class session in the absence of the teacher. 
On occasion, a teacher may wish to leave you in charge of the classroom “for a 
few minutes” for what may be an appropriate mission (e.g., talk to a specialized 
teacher about a particular student, secure needed materials from the media cen-
ter). Although you may be willing to accommodate the teacher, for legal reasons, 
doing so is not appropriate. Th is involves the issue of professional responsibility, 
and you should politely refuse the request.

Examine the Policy Handbook Obtain a copy of the school’s or district’s 
policy handbook and read the parts that seem appropriate to your current situa-
tion. (Eventually, everything in the handbook will apply to you.) At a minimum, 
read the expectations for teachers, including dress code, specifi c procedures 
(signing in, signing out, calling in when absent), forbidden practices (such as 
chewing gum and bringing food to class), and general expectations.

Pay special attention to the section on professionalism. From time to time 
you will be privy to confi dential information about students. Th e comments, 
whether fact or opinion, are private, not public, information, so you are ex-
pected not to comment on them or share them except possibly in disguised 
form (e.g., changed names, grades, schools) in a professional context such as a 
discussion in one of your classes or in a private conference with a professor. In 
no case should the privileged information be divulged in a dormitory or 
among friends. Doing so violates students’ rights of privacy and could result in 
some unpleasant consequences.

You will fi nd it to your advantage to arrive early (before the bell rings to 
signal changes in class) and stay until the end of the period in middle and high 
school. In elementary school, you can usually obtain a daily schedule indicat-
ing the approximate time that a teacher conducts certain classes. When pos-
sible, arrive before the morning bell in the elementary school so you can see 
how the day begins. Observing at 9:00 each day, for instance, doesn’t reveal 
how the teacher establishes the expectations for the day or how he sets the tone 
for the class.

If at all possible, you should make arrangements at some point in your 
teacher preparation program to observe on the fi rst and second days of school, 
for those are crucial periods. One high school math teacher had 38 students in 
Algebra I on the fi rst day of school. Most of them were rowdy, still in vacation 
mode. Th e teacher administered a pretest and found that the majority of them 
could not add and subtract two four-digit numbers or solve 3/4 � 5/6. Th at 
evening, he called 25 parents, spending fi ve minutes with each and noting the 
student’s need for additional help, explaining his willingness to tutor before 
and aft er school, and asking for student cooperation because of the large class 
size. Several parents expressed appreciation for the calls. As you can imagine, 
the entire class was very well behaved the following day. Sometimes the little 
things make a big diff erence. If you don’t begin observations until a month 
aft er school begins, you miss seeing everything a teacher does to set the stage 
for learning.

Record/React/Refl ect Reacting and refl ecting depend on careful observa-
tions that are recorded in an organized and timely manner (i.e., before the inevi-
table loss of precise information). Be prepared with a notebook and with specifi c 
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plans to observe certain components of a lesson. Perhaps you want to note how 
eff ectively time is used, how oft en each member of the class is involved in a dis-
cussion, or what strategies a teacher uses to present a lesson. In the fi rst example, 
you may need a stopwatch, in the second, a seating chart, and in the third, an 
awareness of the components of the lesson plan. Simply wandering into a class-
room and sitting quietly is hardly a quality observation experience.

Once you have recorded your information, you can, at your leisure, react to 
the observations. What did you like or dislike? What did you consider appropri-
ate or inappropriate? It’s helpful to react from the perspective of the observer 
(you) and sometimes from the participants (the students). You were comfortable; 
were they cold? You were interested in the lesson; were they bored?

Now you are ready to refl ect. What worked? Why did it work? Maybe you can 
observe the reason(s); maybe you need to ask the teacher. What did not work? 
Why do you think it didn’t work? If you can phrase your question sensitively, your 
teacher may be able to off er some valuable insights. What would you have done 
in certain situations? Remember that it is far easier to sit in the back of the room 
and off er reams of advice than it is to carry them out in the context of an energetic 
or lethargic group of students. When refl ecting, consider how much preparation 
would be involved if you were designing the lesson and how the information 
would be delivered. So be reasonable, be practical, be thoughtful. Remember 
student limitations—and yours.

Portfolio Preparation
Now is an ideal time for you to begin developing your portfolio, which is a visual 
and physical record of achievement and an opportunity to develop your refl ective 
skills (Evans et al., 2006; Nidds & McGerald, 1997). Because the development of 
a portfolio is not one of those required courses, you may wonder why you should 
go to all of this trouble. First of all, a comprehensive portfolio documents your 
activities and achievements, keeping them organized and available when you 
need them (e.g., when going to a job interview). Second, your institution’s ac-

creditation program will likely expect you 
to have a portfolio, and your teacher edu-
cation program will probably require it. 
Th ird, it prepares you to use portfolios as 
part of assessing the progress and perfor-
mance of your students. One caution: If 
you wait until you are required to present 
your portfolio in your teacher education 
program, you will spend far more time 
and be far more frustrated than if you start 
now by securing the containers that will 
hold your documents and thinking about 
the possible contents as they relate to your 
areas of interest. Portfolios and electronic 
portfolios are discussed in more detail 
later in this chapter.

Student Teaching
Your student teaching experience will 

typically occur during your last term in the program. As noted earlier, it usu-
ally consists of at least 60 full days in one school setting or, especially in the 

Student teachers are mentored 
by their supervising teachers.

portfolio A visual and 
physical record of 
achievement.
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case of double majors, a split placement of two 30-day segments. At the ele-
mentary level, the placement typically involves one classroom teacher. At the 
middle and high school levels, several teachers may be involved. In any case, 
placement occurs in a public rather than a private institution, and the super-
vising teacher generally possesses special state or district certifi cation to serve 
as a mentor.

Student teaching is the capstone college-based experience toward which your 
coursework and fi eld service experiences have been directed. Where there are 
gaps in your educational background, you should continue to overcome them. 
Some of the previous suggestions related to making eff ective use of fi eld service 
experiences are highly applicable for student teaching as well. In addition, there 
are other aspects to consider.

Request a Teacher and a School Placement That Further Your 
Career Objectives For instance, you may want to consider student teach-
ing in a school in which you would like to be employed. Perhaps you have 
participated in fi eld service there. Perhaps the school is close to your home. 
Perhaps it has the type of students with whom you would like to work. (Some 
people want to teach high-achieving students; others prefer working with 
at-risk populations.) Perhaps you know an administrator or some teachers at 
a particular school.

If you live in an area where teaching jobs are scarce, your student teaching 
placement becomes even more important. However, if your area of the country 
has a surplus of teachers, your selection of a school may not contribute to your 
obtaining a local position (although it may result in excellent references). Th en, 
too, you may not have the luxury of requesting a school. Some colleges and uni-
versities are affi  liated with professional development schools that assume re-
sponsibility for many student teachers. Th ese schools tend to have higher levels 
of student achievement than typical public schools (Teitel, 2001). Other schools 
may not be available because they have no teachers certifi ed to supervise in your 
subject area or preferred grade level.

Notably, at this point, some teaching degrees are much more in demand than 
others. Although the specifi cs vary from one geographic location to another, in 
general, there is an abundance of secondary social studies teachers and physical 
education teachers. Th ere are great shortages of bilingual education teachers, 
exceptional education teachers, and teachers of chemistry, physics, and math. In 
these subjects, you have an excellent chance to locate a satisfactory position if you 
meet all of the employers’ other requirements.

You will oft en hear educators talk about critical needs areas. You will want 
to fi nd out if your major is a critical need. It may entitle you to additional com-
pensation in the form of a signing bonus, partial payment of moving expenses, or 
eventual forgiveness of some of your college or university loans. State and indi-
vidual school districts are increasingly off ering bonuses, sometimes for special-
ized teachers and sometimes for high achieving graduates.

Requesting a particular supervising teacher can be very eff ective, for you will 
likely be comfortable and eff ective if the two of you are philosophically and per-
sonally compatible. Indeed, you may wish to do student teaching with a teacher 
who directed one of your fi eld service experiences. However, public school ad-
ministrators oft en prefer to make the selection based on their own needs, and the 
staff  at your institution may be justifi ably sensitive to this issue. Nevertheless, you 
won’t know what can be done unless you ask.

professional develop-
ment schools Pub-
lic schools that func-
tion in close 
cooperation with a 
college’s or universi-
ty’s teacher educa-
tion program. Many 
prospective teachers 
do their field ser-
vice/practicum/ in-
ternship and student 
teaching in the pro-
fessional development 
school.

critical needs 
area (1) A profes-
sional area (e.g., 
mathematics, excep-
tional education) in 
which there is a 
shortage of teachers. 
(2) A geographic 
area (e.g., rural, in-
ner city) where it is 
difficult to secure 
sufficient numbers of 
certified and quali-
fied teachers.
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Obtain as Much Information as You Can about the Student Teach-
ing Experience before You Begin Your fi rst source will be a handbook 
used at your institution. Read it. Take notes or highlight it or underline it. Study 
it. When you have your orientation meeting with the supervising teacher, pay 
special attention to the information that is provided. Th is is a good time to re-
quest textbooks, curriculum guides, district and state standards, the policy hand-
book, class schedule(s), and roll(s). You should also fi nd out whether you should 
follow your teacher’s lead in every matter or whether you can make adaptations 
based on what you learned in your coursework and fi eld service. Many teachers 
are eager to learn about “new methods,” but they also are held accountable for 
student achievement, and that responsibility trumps your preferences to the con-
trary. Professional development schools oft en work closely with institutions of 
higher learning and, therefore, are more likely to provide opportunities for you to 
try new methods.

Typically, one begins student teaching by observing the class(es) for a week 
or so. During this time you will learn students’ names, the seating chart, the class 
schedule, the routines, the general curriculum outline, and the expectations the 
school may have of you and your work. Next, you will assume responsibility for 
instructing one class (one subject in elementary school or one period in middle 
or high school). By midterm you will have assumed responsibility for the entire 
day, and your supervising teacher may spend part of the day in the class but also 
considerable time away so you can be totally on your own. You will still need to 
discuss lesson plans with your supervising teacher, both before and aft er you 
present them. As a part of the discussion, remember to record, react, and refl ect. 
Learn to recognize your own challenges rather than wait for someone else to 
point them out.

Aft er several weeks of full-time teaching, you may begin to return the classes, 
one at a time, to the teacher. At the end of the term, you may have an opportunity 
to observe in other classes (same or diff erent subjects or grades, the media center, 
or specialized personnel such as speech therapist, bilingual education instructor, 
or exceptional education teacher). Take advantage of these opportunities; as a 
classroom teacher, you may never have this experience.

step into the classroom
TEACHSOURCE
Video Case 4.2

Teacher Accountability: 
A Student Teacher’s Perspective

Go to the premium website to view Teacher Accountability: A Student Teacher’s 
Perspective. You will observe a conference among several teachers and a student 
teacher about the topic of teacher accountability. Although it is natural for the 
student teacher to be apprehensive at this point, note in particular how relaxed 
the veteran teachers are about using test data to modify their instruction. After 
watching the video, consider these questions:

 1.  What common themes have you found across a number of these videos 
have also shown up here?

 2.  The teachers in this video seem to indicate that using assessment data to in-
form instruction needs to be a strong component of an overall teaching 
strategy. How might you develop such a skill while a student in a teacher 
education program?
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Legal Issues
Regardless of your major, you should determine whether you are legally eligible 
for eventual certifi cation. For instance, if you have been convicted of something 
more serious than a moving traffi  c violation, you should immediately request a 
conference with the chairperson of the department or college of education. Dur-
ing the conference, you should be absolutely forthright. If you’re ineligible, you 
need to know it now. Likewise, you need to know the conditions under which you 
might become ineligible at some point subsequent to your conference. We have 
heard of teachers whose certifi cates have been “pulled” during the school year 
because of the authority’s oversight in checking credentials.

Alternative Teacher Education Programs
Some students (non-education majors) graduate and later decide to teach. Per-
haps they were unable to fi nd a job. Perhaps they found a job that proved to be 
less than satisfying. Perhaps they fi nished a career in the military or some other 
fi eld and were really too young to retire. Perhaps they realized that teaching is 
what they really wanted to do in the fi rst place. Th ese “second career” teachers 
make a lateral entry into the profession by passing a teaching examination and 
agreeing to take education courses on their own time during the fi rst year or so 
of their employment. In any case, they oft en begin teaching before being fully 
certifi ed. Indeed, a study conducted by the U.S. Department of Education found 
that only 65 percent of teachers with three or fewer years of experience were fully 
certifi ed (Teacher Quality: A Report on the Preparation and Qualifi cations of Pub-
lic School Teachers, 1999). Th is is rapidly changing.

Alternative certifi cation is an issue with its pros and its cons (Duff rin, 
2004; “Should Second-Career New Teachers Be Required to Take Methods 
Courses Before Starting Work?,” 2001). One advantage of alternative certifi cation 
is that it provides a number of teachers to help fi ll the critical need in some geo-
graphical areas and in some critical needs subjects. A second advantage is that 
these teachers oft en possess additional skills and a broader perspective of life 
acquired during their previous employment.

An obvious disadvantage of alternative certifi cation is that the teaching pro-
fession was not the person’s original commitment. Th at in itself is not a crime. But 
as a result, the person has not had a comprehensive introduction to coursework 
and to a variety of organized fi eld service experiences. Th us, the person may 
know little about human development, specifi c skills, instructional strategies, and 
classroom management. Likewise, the person may have little awareness of how a 
school functions and the multifaceted expectations of teachers. For instance, one 
lawyer closed his offi  ce, became a fi ft h-grade teacher, and 1 month into the school 
year, notifi ed the principal that he needed a secretary to handle his paperwork. 
Appalled that no such assistance was available, he resigned before midyear.

As you would expect, teachers who proceed through the traditional educa-
tion program “demonstrate stronger classroom management skills and can better 
relate content to the needs and interests of students” (Stronge, 2002, p. 6). Fully 
prepared and certifi ed teachers also “have a greater impact on gains in student 
learning than do uncertifi ed or provisionally certifi ed teachers, especially with mi-
nority populations and in urban and rural settings” (Stronge, 2002, p. 7). Alterna-
tively prepared and certifi ed teachers “tend to have a limited view of curriculum; 
lack understandings of student ability and motivation; experience diffi  culty 

alternative certifica-
tion Certification 
that does not include 
study in a teacher 
preparation program. 
It may involve on-
the-job coursework 
or, at a minimum, 
passing a test in the 
subject area to be 
taught, with the per-
son having a college 
or university degree 
in any field.
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translating content knowledge into meaningful information for students to un-
derstand; plan instruction less eff ectively; and tend not to learn about teaching 
through their experiences” (Laczko-Kerr & Berliner, 2003, p. 37). Furthermore, 
one study (Lewis, 2002) found that of 8000 alternative-route teachers placed in 
one federal program (Teach for America, the most well-known alternative certi-
fi cation program), only 2000 remained in the program. Th at is an extremely low 
retention rate. No wonder Arthur Wise, former president of the NCATE, urged 
policymakers not to create regulations that result in “placing unqualifi ed, unpre-
pared individuals in classrooms” (Lewis, 2002, p. 69).

Regardless of the controversy, the facts remain. In 2005, 47 states and the 
District of Columbia reported 122 alternative routes to teacher certifi cation. 
About 35,000 teachers are alternatively certifi ed each year, and the current total 
is more than 250,000. About 30 percent are non-white, and almost 50 percent 
were in a diff erent occupation the previous year (Alternate Routes to Teacher Cer-
tifi cation: An Overview, 2005).

Some traditional students who are unable to pass the coursework or the man-
dated examinations may decide to teach in a private school. In some instances 
private schools are permitted to accept as teachers people who have not fulfi lled 
all of the traditional requirements.

Certifi cation Examinations for Preservice Teachers: The Praxis
Th e Digest of Education Statistics, 2007  (2008) identifi es 40 states and the Dis-
trict of Columbia as requiring testing as part of the certifi cation process as of 
2007. Of those, most now use the Praxis Series: Professional Assessments for 
Beginning Teachers developed by Educational Testing Service (ETS). Th e
Praxis series (praxis means “putting theory into practice”) has three compo-
nents: Praxis I, II, and III.

Depending on your institution’s accreditation requirements, you may begin 
the certifi cation examination process during your freshman or sophomore year 
with a test such as the Praxis I, which tests basic skills in reading, math, and writ-
ing (composition). Currently, 29 states and the District of Columbia require such 
tests of basic skills (Digest of Education Statistics, 2007, 2008). If your scores equal 
or exceed the required scores, you then may apply for admission to the teacher 
education program and continue to work on other requirements such as course-
work and grade point average. If you do not achieve the minimum passing score 
on one or more components of the test, you can take them again (although the 
institution, accreditation agency, or state may limit the number of times you can 
do so). A number of students have diffi  culty with one or more sections, depend-
ing on their background strengths. If you suspect you have a problem, you should 
seek immediate assistance: self-study books (check your bookstore), tutorial as-
sistance provided by the institution, computer soft ware programs, or additional 
coursework. Th e more serious your problem, the sooner you should seek help 
and the more diligent you should be in addressing your challenge. Being “pretty 
good” is not good enough for a teacher. Th e profession expects more. Remember 
that we’re talking about your career here, not just another test. By the way, re-
search indicates that “teachers’ scores on verbal ability tests. . . have a direct 
positive relationship with student achievement” (Stronge, 2002).

During your junior or senior year, you may take professional examinations; 
Praxis II is a common one. Th ese tests focus on various aspects of your profes-
sional development such as subject matter and professional knowledge. You will 
also be required to pass these tests to become certifi ed in your fi eld. In addition, 
the Praxis II has a third component, the Principles of Learning and Teaching 

Praxis series A series 
of three tests devel-
oped by Educational 
Testing Service 
(ETS). Prospective 
teachers take these 
tests at various 
points in their pro-
fessional preparation 
program.
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(PLT) test. A performance-based test, the PLT is typically completed during or 
aft er student teaching. Th e PLT has three versions: K–6, 5–9, and 7–12.

Th e Praxis III component of the Praxis Series is a performance-based assess-
ment system that is oft en used during a teacher’s induction year (fi rst year in 
teaching). Some states have their own version of induction-year assessments that, 
in fact, extends to the fi rst two or three years of employment. Th ese programs 
help new teachers work through defi ciencies that the district and state representa-
tives believe can be remediated.

Most of the Praxis I and II examinations can be taken on paper or on the 
computer. Generally, they are off ered two or three times per year, which means 
that your graduation or certifi cation can be delayed if one of your scores is unsat-
isfactory. In large measure, your excellent performance in your classes and in fi eld 
service should contribute greatly to earning passing scores on these tests. Con-
versely, low grades in education courses and haphazard fi eld service experiences 
may foreshadow problems with the tests.

By the time you successfully complete the coursework in general education, 
professional education, and area(s) of specialization, the fi eld service require-
ments, student teaching, and the various examinations, you will be ready to be 
certifi ed. You and your institution will complete the paperwork, and the state will 
issue a teaching license that is valid for a specifi ed number of years (oft en fi ve). 
To renew it, you will need to take additional coursework, so don’t consider your 
graduation as the end of your education. It’s just a milestone along your academic 
journey. Aft er all, how much can a person really learn in a few short years? By the 
way, you may be interested in knowing that research shows “a positive relation-
ship exists between student achievement and how recently an experienced 
teacher took part in a professional development opportunity such as a confer-
ence, workshop, or graduate class” (Stronge, 2002, p. 6). More specifi cally, con-
tent-focused professional development is associated with student achievement in 
middle school and high school math (Harris & Sass, 2007).

Don’t worry if you don’t have a job by the time school starts. Th e Harvard 
University Graduate School of Education’s Project on the Next Generation of 
Teachers found in its survey that 33 percent of districts’ new teachers were hired 
aft er the fi rst day of school (Helgeson, 2003). Activity 4.2 will give you an oppor-
tunity to research certifi cation requirements for diff erent states.

Activity 4.2 Comparing Certifi cation Requirements

The Internet makes a comparison of teaching certifi cation requirements in various 
states an easy task. Appendix C lists the URLs for departments of education/

certifi cation agencies for all states. Use that information for the following tasks:

1.  Locate the URL for your state and one other state (perhaps one where you 
might teach or your home state if you’re away at school). Select a certifi ca-
tion level of interest (such as middle school) and a secondary area (such as 
English or chemistry) or a PreK-12 area (such as art or physical education).

2.  Use the Internet to fi nd the certifi cation requirements in your selected states 
and areas of interest.

3.  How do the two states differ? Do they require, as some do, that teachers 
have a course in that state’s history? What are the differences in terms of 
fi eld experiences before or during student teaching?

4.  Do you believe certifi cation requirements should be standard for all states 
in the country? What would be the advantages and disadvantages of such 
a system?
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Where Teachers Teach
Teaching in Public Schools
Approximately 48.5 million students were enrolled 
in public pre-kindergarten through grade 12 in 
2005. Th e recent increases in enrollment are attrib-
uted to immigration and the “baby boom echo,” 
that is, baby boomers having children (Livingston, 
2006). About 90 percent of students are enrolled in 
public schools (Characteristics of Private Schools in 
the United States, 2004). Th e percentages of racial 
and ethnic minorities are increasing, from 22 per-
cent in 1972 to 43 percent in 2004, most of which is 
attributed to increased enrollment of Hispanic stu-
dents. Correspondingly, white student enrollment 
has decreased from 78 to 53 percent over the same 
period (Figure 4.1). Th us, the demographics are 
changing as the enrollment continues to increase. 
Beginning in 2003, minority public school students 
were in the majority in the western part of the 
United States (Livingston, 2006).

Teaching in Private Schools
According to the National Center for Education Statistics (NCES), 2050 pri-
vate schools serve 5.3 million students in kindergarten through grade 12 
(Lewis, January, 2005). Th us, teaching in a private school is an option for 
someone who has not completed an approved program for certifi cation. A 
large number of these institutions are parochial (particularly Roman Catho-
lic), although the percentage of students enrolled in those schools has de-
creased, whereas the percentage enrolled in conservative Christian and non-
sectarian private schools has increased (Livingston, 2006). Some private 
schools are academically exclusive, requiring demonstrated student compe-
tence as a criterion for admission. Because private schools are subject primar-
ily to the control of their own trustees or board of directors, they oft en employ 
noncertifi ed teachers or teachers who possess certifi cation in areas other than 
the ones they are assigned to teach. Th us, a former business teacher might 
teach fi rst grade or a part-time accountant might teach math.

All of this is not to disparage alternative programs, and certainly not the success-
ful candidates who emerge from such programs. However, as a preprofessional, you 
should consider whether alternative programs are necessarily good for the profes-
sion. If an alternative program is just as rigorous as a traditional program, then there 
is no problem. Of course, if it were, there would be no need for an alternative route. 
Th e question then is whether there are suffi  ciently compelling reasons to allow cer-
tifi cation in the absence of a rigorous program. Would you like to work in a tall 
building designed by an architect who graduated from a “fast track” program? 
Would you prefer that a surgeon who didn’t complete the traditional medical school 
program because he was a career-changer perform an operation on one of your fam-
ily members? Activity 4.3 may help you prepare an informed opinion on this issue.

Figure 4.1
Changes in enrollment in public 
schools. (Note: Percentages 
may not total 100 because 
of rounding.)

 From Livingston, A. [Ed.]. [2006, June]. The Con-

dition of Education in 2006 in Brief. Washington, 

DC: National Center for Education Statistics, by 

permission.
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Teaching in Charter Schools
Charter schools are public schools that have been formed or reconstituted to 
deal either with special concerns of a community (e.g., providing a back-to-
basics, technology, or fi ne arts emphasis) or with a particular group (e.g., at 
risk for dropping out, exceptional education). Or, a charter school may simply 
provide a greater degree of school and local control, for instance, by parents 
and teachers. In one common scenario, a public school desiring to become a 
charter school submits an operational plan, including a proposed curriculum, 
to the school board or university or nonprofi t group authorized to issue a char-
ter (see Viadero, 2003), which may approve, reject, or return it for additional 
information. If eventually rejected, the school authorities (having support 
from both the teachers and the school’s clientele) oft en have recourse to the 
state department of education.

Activity 4.3  Considering Alternative Certifi cation 
Programs

Check Appendix C for the URL for the state department of education/certifi ca-
tion agency in the state you wish to become certifi ed. On the website, fi nd the 

page for the certifi cation offi ce; then answer the following questions.

1.  What alternative routes to teacher certifi cation are available in your state?

2.  How do the requirements for alternative certifi cations differ from the tradi-
tional program?

3.  What advantages or disadvantages do you see to alternative certifi cation pro-
grams as compared with a traditional program?

4.  Some educators, such as John I. Goodlad (1990), maintain that where alterna-
tive certifi cation programs are available, they undermine the value of a tradi-
tional program. What is your opinion of this?

charter school A pub-
lic school formed or 
reconstituted to deal 
either with special 
concerns of a com-
munity (e.g., providing 
a back-to-basics, 
technology, or fine 
arts emphasis) or 
with a particular 
group (e.g., at risk for 
dropping out, excep-
tional education) or 
to secure a greater 
degree of school and 
local control.

Charter schools such as this one 
in Santa Barbara, California, are 
given more freedom in curricu-
lum decisions but are still re-
sponsible for children’s achieve-
ment on state required 
standardized tests. 
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When approved, the public school (now called a charter school) has much 
more latitude in what might be called site-based management than it did 
previously. Working under a board of directors, the principal has control over 
the budget and can allocate funds in the way he deems most appropriate for the 
school. He also has much more fl exibility in hiring personnel. However, the 
school must still comply with most federal regulations and must still administer 
the required achievement tests.

What do we know about the 3000 charter schools? According to the U.S. 
Government Accountability Offi  ce, they enroll at least 700,000 students in 39 
states and the District of Columbia and Puerto Rico (Charter Schools, 2005). Th ey 
enroll a greater percentage of African Americans, students who attend school in 
central cities, and low-income students. When compared with similarly matched 
peers, charter school Hispanic, African American, and white students scored 
about the same in fourth-grade math and reading as did students in public 
schools. In one category, students receiving free/reduced lunch in charter schools 
scored lower than their peers in public schools (America’s Charter Schools, 2005; 
Finnigan et al., 2004). However, we do know that charter schools that operate 
within a public school framework have higher achievement gains than charter 
schools that operate as separate entities (America’s Charter Schools, 2005).

Before addressing the next topic, we should point out something you may not 
have thought about very much: homeschooling. According to the NCES, 2.2 per-
cent of the school-age population is homeschooled, usually because parents per-
ceive schools as being dangerous or they want to provide religious education for 
their children (“Stay-at-Home Kids,” 2006). Th e NCES sets the number at 1.1 mil-
lion (Homeschooling in the United States: 2003,  2004). Th erefore, you won’t be 
teaching them, right? Not necessarily. Some of those children will eventually 
make their way into the public or private school system, particularly when chil-
dren reach higher grade levels that are more diffi  cult to teach or when parents 
decide the school setting is more appropriate for their children. So be prepared to 
see a student who is not accustomed to functioning in a school environment. 
Achievement data from independent sources are sparse, but they seem to indicate 
that homeschooled children, as a group, do much better than students in public 
and private schools. And by the way, homeschooled children with disabilities are 
included in the Individuals with Disabilities Education Act (IDEA).

Using Your Teacher Licensure in Other Fields
It may be that you complete an approved program and decide not to pursue a 
classroom teaching position. Your teaching credential then becomes a basis for 
expanding your qualifi cations. For instance, you may decide to become a media 
specialist or a guidance counselor or a school psychologist. First, you must fi nd a 
college or university that provides the relevant program; someone there will ap-
prise you of the proper steps to follow and the agencies (e.g., State Department of 
Education) to contact. Th ese steps will also be appropriate if, aft er several years of 
teaching, you decide to change positions. At that point, your options are a little 
greater. For example, to become an administrator, you must have completed sev-
eral years of successful teaching. So, if you have any long-term aspirations, now 
is the right time to ask questions and to ask your advisor to help you choose elec-
tives that can be applied to additional areas. You probably know that having licen-
sure in two areas increases your opportunities for employment (“Teachers—
Kindergarten, Elementary, and Secondary,” 2006).

site-based manage-
ment The legal 
ability of a school to 
conduct its own gov-
ernance, subject to 
specific local, state, 
and federal require-
ments. Charter 
schools are an exam-
ple of site-based 
management.
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Getting a Job as a Teacher
Teaching Positions
Even if you are one of those students who takes more than four years to complete 
an undergraduate major, and that means 75 percent of your class (Kennen & 
Lopez, 2005), you will want to use your time wisely and get the most out of your 
time spent as an undergraduate. As a prospective teacher, you are interested in 
knowing about the job market and its infl uences, the location of teaching posi-
tions for your major, and strategies for securing that all-important fi rst job.

Current Demographics
What are the major factors that aff ect the number of teaching positions? At fi rst, 
you might conclude that they are artifacts of increased numbers of students or 
of teacher retirements. However, neither answer provides the complete picture. 
Also important are teacher decisions to leave the profession or, because of job 
dissatisfaction, to teach elsewhere (the “revolving door” factor). Research has 
shown that teachers with high scores on licensure tests, SATs, and NTE are 
more likely to leave the profession (Ingersoll, 2003a). When we discuss the 
teacher shortage, it is also important to remember that only 58 percent of 
the students who earned teaching degrees in 1993 had begun to teach by 1997 
(Henke, Chen, & Geis, 2000).

Th e average annual turnover rate of teachers is 17 percent; for high-poverty 
schools, especially in urban areas, the rate is 20 percent. One-third of teachers 
leave the teaching profession within three years, and a total of 46 percent of them 
leave within fi ve years. Why do they leave? According to surveys, the reasons are 
many: low salary, low levels of administrative support, the student discipline 
problems, lack of planning time, intrusions on teaching time, limited faculty in-
put, heavy workload, too many students, and regulations relating to NCLB 
(Ingersoll, 2005; Kopkowski, 2008; Mobility in the Teacher Workforce, 2005).

Where Are Teachers Needed?
Of course, you are interested in your teaching position. If you are majoring in 
secondary special education, math, science, or foreign language, you will be 
pleased to note that large percentages of high schools report diffi  culty in fi lling 
those positions. Math, science, and elementary special education positions have 
high turnover rates. In contrast, turnover rates in English are low, and rates in 
social studies are very low (Ingersoll, 2003, Is there Really a Teaching Shortage?). 
Because of the distribution of student enrollment, the employment growth for 
secondary teachers is more rapid than for kindergarten and elementary school 
teachers (“Teachers—Kindergarten, Elementary, and Secondary,” 2006).

In general, teaching positions can be found almost everywhere. In some 
cases, school districts have even sought out teachers from other countries. Geo-
graphically, turnover rates are quite high in high-poverty schools compared with 
more affl  uent schools. Indeed, in terms of teacher turnover (and thus opportuni-
ties for you), there appears to be more diff erence within each state than there is 
from state to state (Ingersoll, 2003, Is there Really a Teaching Shortage?). Califor-
nia and Florida need bilingual teachers and teachers prepared to teach English as 
a second language, and urban school districts have diffi  culty fi lling positions 
(“Teachers—Kindergarten, Elementary, and Secondary,” 2006).
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Th us, the jobs likely are available, but not necessarily in the particular school 
or district that you prefer, and perhaps not teaching the level of a subject (e.g., 
math or English) or specifi c aspect of a subject (e.g., world history vs. American 
history or calculus vs. basic math) that you had hoped for. You may even need to 
relocate to get the best fi t for you. In any case, you will need a job, and there are 
some important steps you can take to increase the chances of fi nding that special 
position.

Tools for Getting Hired
Finding a job is a process. Th at is, rather than just “asking” around about open-
ings, the task of fi nding and applying for a professional teaching position is 
going to require skills in presenting yourself in writing and in person. Th is sec-
tion reviews some of the steps you should plan to take as you fi nd that fi rst job 
as a teacher.

Résumé and Application
Th e application and your résumé are the fi rst two documents a school or district 
will see, so let’s begin at this point. Someone once wrote that success favors the 
prepared person. Your total school record will have much to do with getting an 
interview in your ideal location. How well you impress your college or university 
teachers and public school educators with whom you work will have much to do 
with the recommendations you receive. How well you write when you complete 
your application is important. Poor grammar and spelling and even lack of neat-
ness may eliminate you from consideration. So you will want to be prepared to 
write clearly and correctly and to list in organized fashion your specifi c goals, ex-
periences, and personal and professional qualities. Your institution may provide a 
workshop in writing résumés. You may also wish to consult some of the excellent 
Internet resources such as “Writing Your Resume” by the University of California 
at San Diego (2002). It includes the following categories: heading, objective, educa-
tion, course listings, skills, experience, optional information, items to avoid, and 
formatting (http://career.ucsd.edu/sa/ResWrite.shtml on July 3, 2009).

Portfolio
Earlier in this chapter we pointed out some important reasons for establishing 
and maintaining a portfolio. How you organize it and the types of artifacts you 
include will refl ect the nature of your major and your experiences. For in-
stance, you can display term papers, descriptions of projects or experiments, 
musical compositions, and performance programs in folders. You can house 
artistic creations or examples of materials you have developed in boxes or dis-
play cases. You can include grade reports and letters of recommendation in 
notebooks. You will want to be neat and well organized (with a table of con-
tents). Be sure to date each item; comparing artifacts is one way of demonstrat-
ing progress.

Electronic portfolios provide you the option for organizing information and 
artifacts in a convenient medium. CDs or jump drives can store vast amounts of 
information and are easy to update. It remains a problem, of course, that not 
everybody uses the same soft ware, so be sure to check with prospective employ-
ers as to whether they have the capability of reading your electronic portfolio. In 
any event, an electronic portfolio allows you to compile a well-organized and 

09388_04_Ch04_106-152.indd   13009388_04_Ch04_106-152.indd   130 11/19/09   12:57:02 PM11/19/09   12:57:02 PM

http://career.ucsd.edu/sa/ResWrite.shtml


Chapter 4: Becoming a Teacher  131

comprehensive representation of your work and qualifi cations. If some prospec-
tive employer is unable to read your soft ware, you can always print out pertinent 
documents and deliver a hard copy.

Networking and Finding Openings
How do you fi nd a job? On occasion, opportunity will come knocking at your 
door. Perhaps you do such an outstanding job in your student teaching that the 
principal off ers you a position even before you graduate. It does happen. Or per-
haps one of your professors or some other acquaintance knows of an opening and 
feels you are an appropriate candidate.

On the other hand, you typically have to follow the adage: Seek and ye shall 
fi nd. Most school districts participate in job fairs, usually in the spring, and they 
are well advertised. Read the announcements on your education bulletin board 
or the e-mail announcements from your college or department. Since you are 
computer literate, you can use a Google search to locate information on job fairs 
in any state in the country.

Obviously you will not want to limit yourself to places you can travel. In 
that case, you have yet another choice. Th at is to access the website of a school 
district in which you might be interested. Vacancies usually are posted 
promptly. You might wish to make a telephone call and explore the possibility 
of submitting your résumé and application in the hope that the district will 
decide to pay your expenses to an interview, perhaps on the condition that you 
accept a position if it is off ered. Th e process of exploring a variety of alterna-
tives takes some time, but it is time well spent if you want to fi nd a job that will 
fi t your specifi c requirements.

Interviewing Skills
At this point, the wind will be blowing in your favor. However, you must take 
some decisive steps to increase your chances of fi nding and accepting the 
dream job. You will surely dress appropriately, arrive on time, and be prepared 

to ask good questions, as well as to an-
swer the types of questions that adminis-
trators and personnel directors are likely 
to raise: What do you like about this 
school? What is your philosophy of edu-
cation? What important professional 
books have you read? Why did you like 
them? What excellent experiences have 
you had? What unsatisfying experiences 
have you had? What would you do in a 
specifi ed situation? What are your great-
est strengths? What are your greatest 
weaknesses? Why should we hire you 
instead of someone else?

Writing for the National Middle 
School Association, Burgess and Lorain 
(2006) recommend that you write your 

philosophy and the questions that you expect to be asked, then write your an-
swers as a way of identifying aspects that need more consideration. Another piece 
of advice: Be sure you know something about the school before you arrive. You 
can check the school’s website for this information. Look at the interviewer. Use 

An interview with a school ad-
ministrator will be your fi rst for-
mal opportunity to demonstrate 
your ability to communicate.
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humor and smile when appropriate. Sit up straight. (Does this sound like your 
mother talking to you? Sorry, but she’s right.) Use an illustration from your expe-
rience. Admit it when you don’t know the answer. Interviewers have an abun-
dance of experience. Th ey will know if you’re trying to fake a response. Do not 
ask about such matters as salary and fringe benefi ts until an off er is made. Th at 
off er might come on the spot, or it might be several weeks or a month later; 
school personnel have last-minute vacancies caused by delayed resignations and 
unexpected increased enrollments.

Within 24 hours of the interview, write a thank you note and mail it imme-
diately. Not only is it the courteous thing to do, it just might tilt the balance when 
two candidates seem somewhat similarly qualifi ed.

Teachers and Salary
Th e state legislature determines the base salary of public school teachers. Th is 
fi gure is oft en supplemented by the local district as a function of its own tax base. 
Th us, districts with high property taxes and substantial commercial interests will 
pay teachers more than a district in the same state with a lower tax base. Other 
factors that infl uence salaries are additional coursework beyond the baccalaure-
ate degree, attainment of an advanced degree, and national certifi cation. Table 4.1 
lists average estimated annual salaries for teachers by state. Note that the table 
represents average salaries, not salaries for beginning teachers.

What to Expect as a New Teacher
When you enter your fi rst teaching job, you will leave behind your “carefree” 
days as a college or university student. Suddenly you will be legally responsible 
for the safety and instruction of one or more classes of students, and you will 
be expected to conduct yourself as a professional, even if students and parents 
behave in ways that irritate you. You will assume responsibility for providing 
high-quality instruction every day, realizing that you are establishing a reputa-
tion that will characterize you throughout the community, even among people 
you may never meet.

Expect considerable pressure to increase student achievement even in cir-
cumstances that are far beyond your control (e.g., frequent student absenteeism, 
lack of family support and student motivation, low levels of cognitive functioning 
or various learning disabilities). Interestingly, a national survey conducted by 
Public Agenda and focusing on 18-25-year-olds found that 51 percent of African 
Americans, 44 percent of Asian Americans, 42 percent of Hispanics, and 37 per-
cent of whites said teachers should have done more to prepare them for college 
(Figure 4.2). At the same time, however, 69 percent of African Americans, 75 
percent of Asian Americans, 75 percent of Hispanics, and 65 percent of whites 
said they could have worked harder and paid more attention (Schroeder, 2005).

You will be responsible for regularly assessing learning and for grading. 
Th is means you will need to document your activities on a daily basis and be 
prepared to defend your decisions. Some parents will be happy with B’s; others 
will be furious. Some will challenge your assignments, homework, and grading 
system (e.g., Why didn’t you count that assignment? Why did you count some-
thing else so much? What can he do to “pull up” the grade that’s been earned? 

base salary The mini-
mum amount paid to 
an educator based 
on his or her 
certification(s), job 
description, and 
years of experience.
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He needs an A or B to get into college. He’s worked so hard. You don’t under-
stand the stress he’s under.). Some will complain that you didn’t inform them 
of a problem early in the term. Knowing that some people will go straight to 
the principal or district offi  ce or school board member, you will want to keep 
your principal fully informed of any likely problems so that he can provide you 
with support should the need arise. Otherwise, he will seem uninformed, 
which doesn’t help your cause.

Some will complain that you are “picking on” their children because they 
represent a diff erent ethnic or racial group from yours. Some will contend you 
favor the girls (or boys), or that you are more lenient with high achievers or the 
socially elite. Th e charges may not be true, but you should be prepared to be con-
fronted, either openly or indirectly (through your superiors). Stay focused when 

Table 4.1 Average Salaries of Public School Teachers 
for 2005–2006

State
Average 
Salary State

Average 
Salary

U.S. Average $49,109

Alabama $40,347 Montana $39,832

Alaska $53,553 Nebraska $41,026

Arizona $44,672 Nevada $44,426

Arkansas $42,093 New Hampshire $45,263

California $59,345 New Jersey $57,707

Colorado $45,616 New Mexico $41,637

Connecticut $59,499 New York $57,354

Delaware $54,264 North Carolina $43,922

District of Columbia $61,195 North Dakota $37,773

Florida $43,302 Ohio $50,134

Georgia $48,300 Oklahoma $38,772

Hawaii $51,599 Oregon $48,981

Idaho $43,390 Pennsylvania $54,027

Illinois $57,819 Rhode Island $54,730

Indiana $47,255 South Carolina $43,242

Iowa $40,877 South Dakota $34,709

Kansas $41,369 Tennessee $42,537

Kentucky $41,903 Texas $41,744

Louisiana $40,253 Utah $40,316

Maine $40,737 Vermont $46,622

Maryland $54,486 Virginia $43,823

Massachusetts $56,587 Washington $46,326

Michigan $58,482 West Virginia $38,284

Minnesota $48,489 Wisconsin $46,390

Mississippi $37,924 Wyoming $43,225

Missouri $39,922

Source: From Digest of Education Statistics, 2007 (p. 110). (2008). Washington, DC: United States 
Department of Education, National Center for Education Statistics.
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it comes to parents: Studies show their involvement has a positive eff ect on learn-
ing (Darling & Westberg, 2004; Patrikakou et al., 2005).

Expect some committee work and other school assignments such as bulletin 
board displays and duty (e.g., hall, bus, cafeteria). Expect some before- and aft er-
school activities (e.g., parent conferences and meetings with some of your col-
leagues, parent-teacher association [PTA] or parent-teacher organization [PTO] 
meetings, staff  development sessions, and responsibilities such as operating the 
concession stand or taking up tickets at ball games). Being a new teacher does not 
exempt you from these responsibilities.

You will be expected to use your own initiative and to work independently. If 
you need instructional materials, contact your school secretary or department 
chairperson (weeks or even months ahead of time), and be specifi c about your 
requests. Do you need supplies or equipment? If funds are not available, you can 
ask businesses to donate the items. You can write a grant (check with your district 
grant writer, with your State Department of Education, and Internet resources). 
Indeed, your principal may encourage all teachers to write small grants.

On the positive side, you can expect great satisfaction when you are able to 
assist students in learning more than they have before, and you will have both 
students and parents who greatly appreciate your commitment, compassion, and 
increasing competence. As you work with other educators in addressing school 
issues, you will enjoy the sense of accomplishment that you are contributing to 
the overall development of the learning environment. Teaching can be the best 
learning experience of all if you refl ect on your experiences, your activities, and 
your decisions, and learn from your mistakes. Learning begins when you admit 
your mistakes and consider alternative strategies.

Student and teacher success is most likely to occur when you work collab-
oratively with your colleagues (as in a community of learners) in addressing the 
challenges of education (Dearman & Alber, 2005), especially when those collabo-
rations focus on aligning classroom instructional goals with those of the school 
and district (Standards for Staff  Development, 2001).
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Teachers = Students who felt their teachers could have done a better job of preparing them

Self = Students who felt they could have done a better job of preparing themselves

Figure 4.2
High school students’ percep-
tions of their preparation for 
college.

From Schroeder, K. (2005, April). Education 

news in brief. Education Digest, 50 (8), 72-75, 

by permission.

09388_04_Ch04_106-152.indd   13409388_04_Ch04_106-152.indd   134 11/19/09   12:57:05 PM11/19/09   12:57:05 PM



Chapter 4: Becoming a Teacher  135

When you begin your second year of teaching, you should not be the same 
educator you were when you fi rst entered the classroom. You will have grown 
immeasurably and, therefore, be on a lifelong path to do a better job in changing 
the lives of students.

Development as a Teacher
One of the most distinctive features of education is that the learning never stops. 
Once you become a certifi ed teacher, you will not only be evaluated in terms of 
the skills that you bring to the job, but you will also be expected to continue your 
own professional development. Th is advanced learning could take the form of 
mentoring other teachers, earning additional certifi cations, completing addi-
tional degrees, and even obtaining national certifi cation. Many opportunities will 
be available to you throughout your career in education.

Performance Appraisals
Although you are not an actor or actress, you are constantly a performer in the 
classroom (or gym or music room or laboratory). Although your students are 
continuously appraising your performance, the appraisals you may fear the 
most come from your administrators and supervisors. Th ere are two types, 
both of which are important. Th e fi rst type is formative. In some schools, usu-
ally elementary, a principal or assistant principal pops into each class for a few 
moments every day, oft en at the very beginning, to determine whether teach-
ers are initiating the day’s activities promptly or to gain a general impression 
of the content being taught and the strategies being used. You may hear these 
“visits” referred to as three-minute walk-throughs (Downey et al., 2005). Ad-
ministrators are more likely to spend additional time with new teachers and 
with teachers having discipline or instructional problems. Veteran (and even 
new) teachers who are well on the way to mastering their craft  receive fewer 
visits. Observers develop a composite of each teacher’s eff ectiveness as a result 
of these visits and, as time goes on, adjust the amount of time they spend with 
each teacher.

Th en there are the summative appraisals. Each school district has a policy 
outlining appraisal procedures. In general, you will be notifi ed ahead of time and 
will be given a copy of the observation instrument. Normally you will have had a 
chance to ask questions about various items on the list. Th e administrator will 
observe the lesson and later meet with you to discuss the session. You will have 
an opportunity to clarify information and even challenge the fi ndings. You will be 
asked to sign a document to show that you attended the debriefi ng session; your 
signature does not necessarily mean that you agree with the comments.

If your summative appraisals are not deemed satisfactory, you may be given 
a professional development plan intended to improve aspects of your perfor-
mance. You should seek feedback from each major appraisal, and thus use it as a 
benchmark for growing professionally. Remember that teachers appraise the per-
formance of students, principals appraise the performance of teachers, district 
offi  ce staff  appraise the performance of principals, and the school board appraises 
the performance of the superintendent. Th us, you are one part of the broad pro-
cess of accountability.
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Professional Development
Graduation exercises are oft en referred to as commencement,  which means “be-
ginning” rather than “ending.” Th us, your entry into the profession simply in-
volves another type of lifelong learning. Today’s expectations of schools make this 
continuous progress far more important than it was perceived to be a generation 
or more ago.

Being a Mentor
Chapter 1 discusses the good possibility that in your fi rst year of teaching you will 
be assigned a mentor. Pay close attention to the guidance that colleague provides 
and to the manner in which he provides it. Before long, and probably much 
sooner than you expect, you will be assigned as the mentor for a “beginning” 
teacher.

Th e activities in which you will engage as a mentor are the same ones that 
your mentor should use. Boston’s mentoring program (“Boston’s Mentor Program 
Operating Model,” 2001) recommends 1.5 to 2 hours per week of aft er-school 
face-to-face contact. Th e mentor should be a school leader and an eff ective educa-
tor (Denmark & Podsen, 2000). Suggestions for providing mentoring assistance 
include initiating the fi rst contact, establishing a supportive climate by orienting 
the teacher to the school, introducing the new person to key faculty members, 
conveying expectations such as relating the curriculum frameworks to student 
learning, and encouraging a respect for diversity (“Boston’s Mentoring Program 
Operating Model,” 2001; Denmark & Podsen, 2000).

It is important to share strategies, perhaps on a classroom management 
checklist with items such as focusing student on-task behavior, ensuring smooth 
transition times, distributing materials, and giving clear directions. Besides ob-
serving in the new teacher’s class, the mentor should model both class lessons and 
the refl ective thinking that accompany them (Denmark & Podsen, 2000). Re-
member there is a strong connection between mentoring programs and teacher 
retention aft er year fi ve (Smith & Ingersoll, 2003).

step into the classroom
TEACHSOURCE
Video Case 4.3

First Year of Teaching: One 
Colleague’s Story

Go to the premium website to view First Year of Teaching: One Colleague’s Story.  
In this video, you will hear from a teacher who talks about his fi rst year of teach-
ing. As you listen, you will hear him refer to many things that have been dis-
cussed in the fi rst chapters of this book, as well as topics that are addressed in 
later chapters. After viewing the presentation, complete these exercises:

 1.  The teacher refers to classroom management several times (an introduction 
to this topic is provided in Chapter 7). Consider classroom management in 
several of the courses you are taking now. What differences in style of the 
professor and behavior of the students can you see? Think about this in 
terms of managing your own classroom.

 2.  The teacher mentions the support of the staff at his school. How can that 
be particularly helpful in the fi rst year of teaching?
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Continuing Coursework and Earning Advanced Degrees
Over the course of your career, you are likely to earn one or more advanced de-
grees. So it’s back to school you go. Remember that more than 57 percent of U.S. 
teachers hold at least one advanced degree (Status of the American Public School 
Teacher, 2003). Furthermore, 77 percent participate in professional development 
relating to their specialty, and 35 percent engage in school-sponsored profes-
sional development during the summer (Status of the American Public School 
Teacher, 2003).

Becoming a National Board-Certifi ed Teacher
Perhaps the most well-known advanced certifi cation involves the National 
Board for Professional Teaching Standards (NBPTS). Many states en-
courage teachers to obtain National Board certifi cation by off ering fi nancial 
incentives, sometimes up to $10,000 per year for 10 years. School districts of-
ten provide part of the cost (currently $2500) of applying for this certifi cation 
and carrying out the studies required for approval. As of 2005, all states and 
the District of Columbia had enacted legislation providing such incentives or 
provided recognition for obtaining national board certifi cation (Goldhaber, D. 
& Anthony, E., 2006).Th e process is rigorous and time consuming but off ers 
teachers an opportunity to showcase their skills and to serve as mentors to 
other teachers as well. As of 2008, a total of 74,000 teachers had received Na-
tional Board certifi cation. During that year, 9600 teachers became part of the 
total, with Florida and North Carolina having the greatest numbers. In North 
Carolina, 15 percent of all teachers were National Board certifi ed; in South 
Carolina the fi gure was 14 percent. Fift een percent of all such teachers teach 
math and science (Education Reform, 2008). Studies of the eff ects of national 
board-certifi ed teachers tend to show gains (Bundy, 2006; Cavalluzzo, 2004; 
Education Reform, 2008). More specifi cally, Cavalluzzo (2004) found in her 
Miami-Dade County, Florida, research involving math teachers in grades 9 
and 10 that National Board-certifi ed teachers had the greatest impact on the 
progress of African American and Hispanic students.

Th e mission of the NBPTS is “to advance the quality of teaching and learning 
by:

• maintaining high and rigorous standards for what accomplished 
teachers should know and be able to do,

• providing a national voluntary system certifying teachers who meet 
these standards, and advocating related education reforms to inte-
grate national board certifi cation in American education and to 
capitalize on the expertise of national board certifi cation.” (Mission 
Statement, NBPTS, 2008)

National Board for 
Professional Teach-
ing Standards 
(NBPTS) A national 
organization that 
establishes rigorous 
standards by which 
teachers can be 
certified by demon-
strating exemplary 
classroom perfor-
mance and ref lecting 
critically on the ef-
fectiveness of their 
curriculum and in-
struction strategies 
and the needs of 
diverse learners.
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138  UNIT I: The Profession

Do those fi ve propositions sound remarkably similar to the topics we have 
been discussing in this chapter and in other chapters as well? Are you beginning 
to realize (or perhaps becoming more fully aware) that graduation will not be the 
end of your education but the end of its beginning? As a teacher, you will need to 
be a lifelong learner who constantly seeks to expand your horizons in terms of 
knowledge of research and content information (both in your own area of exper-
tise and in somewhat related areas), and of ever-increasing competence in the 
science and art of teaching.

Professional Organizations and Affi liations
One of the ways in which you can continue your professional development is by 
becoming involved in various organizations that relate either generally or spe-
cifi cally to your areas of interest. Such organizations can be classifi ed as subject 
area, administrative/supervisory, research-based, general organizations, free-
standing publications, and special services organizations. Some organizations are 
so comprehensive that they could be classifi ed into several categories.

Generalized Organizations 
for Professional Educators
Some organizations are general in nature. Two in particular that you should be 
aware of are the National Education Association (NEA) and the American 
Federation of Teachers (AFT). Both of these organizations have long histories in 
the United States and exert considerable infl uence on behalf of teachers.

National Education Association
Housed in the nation’s capital, the National Education Association (NEA) was 
founded in 1857 as the National Teacher’s Society. In 1870, it offi  cially became the 
NEA. It is the largest professional association for teachers, administrators, and 
other school personnel. As of 2008, its membership was well in excess of 3.2 mil-
lion people, making it the larger of the two main organizations (the AFT has 
approximately 1,400,000 members). It also boasts more than 14,000 local affi  li-
ates. Both the national and the state organizations have annual conferences. Th e 
national organization publishes NEA Today and cooperates with other organiza-
tions to publish books, such as the three-volume series What Works (in the Ele-
mentary School, Middle School, High School), in conjunction with the National 
Staff  Development Council.

Th e NEA’s charter states that its goals are “to elevate the character and ad-
vance the interests of the profession of teaching and to promote the cause of edu-
cation in the United States.” As you will fi nd in Chapter 8, the NEA has taken this 
role very seriously from the beginning. In the late 19th century and early 20th 
century, the NEA was a leader in the examination of schooling in this country. 
Th e Code of Ethics of the Education Profession (see Chapter 10) adopted in 1975 
is founded on principles of commitment to students and to the profession. Today, 
it is a powerful political representative of its membership with active lobbying at 
the state and national levels. Th e NEA also takes part in collective bargaining on 
behalf of teachers, thus bringing an element of unionism to the organization.

National Education 
Association 
(NEA) The largest 
(with more than 
3,200,000 members) 
professional associa-
tion for teachers, 
administrators, 
and other school 
personnel.
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American Federation of Teachers
Th e American Federation of Teachers (AFT) is a teacher’s union formed in 
1916. It falls under the American Federation of Labor/Congress of Industrial 
Organizations (AFL/CIO) umbrella. Its membership is concentrated in large 
population centers in the North but is found in all areas of the country. Unlike 
the NEA, the AFT is not open to administrators. Its focus has always been on 
improving the lot of classroom teachers, a task it has pursued relentlessly over 
the years.

It was in the 1960s that the organization emerged as a force for teachers when 
one of its affi  liates, the United Federation of Teachers, became the bargaining 
agent for the teachers of New York City. In the time since, the AFT has come to 
represent teachers in many major metropolitan areas. Th e organization has taken 
an aggressive stance on salaries and benefi ts for teachers, and has used strikes and 
the threat of strikes to advance its agenda.

As recently as 1998, the NEA membership rejected a proposal to merge with 
the AFT. Both organizations are staunch advocates of education; however, the 
AFT’s focus on the teacher and the NEA’s broader focus on education as a whole 
have kept the two organizations separate. Issues of educational reform and con-
trol can fi nd the two organizations ideologically at odds.

Parent-Teacher Organizations
Th ough a diff erent enterprise than organizations such as the NEA and the AFT, 
parent-teacher organizations (PTOs) can wield considerable power on the all-
important local level. Th ese organizations are far less formal than the NEA and 
the AFT, but they bring together the two constituencies that interact with chil-
dren at the local school every day: parents and teachers (as well as building-level 
administrators). In PTOs, the concerns are with matters in and around the local 
school. Th ere can still be ideological diff erences between people, but the issues 
are neither abstract nor so broad as to be unmanageable. PTOs oft en help schools 
fi nd funding for local school projects, demonstrate an appreciation for the teach-
ers and administrators in their schools, and more importantly, provide an open 
line of communication between the school and the people it serves. Activity 4.4 
provides you with an opportunity to explore some of the professional organiza-
tions that may be of interest to you.

Subject-Area Organizations
Almost all curriculum areas are represented by one or more professional associa-
tions. Most of these are national, but the more populated areas may also have 
local associations. Many organizations encourage student membership. Th e orga-
nizations mentioned in our discussion are national (and sometimes international) 
in scope. Your state likely has similar professional organizations made up of edu-
cators in that state. Oft en these state-level associations are affi  liates of the national 
organization.

Professional organizations typically sponsor regional and national confer-
ences, and provide assistance to educators, representation in the federal legisla-
tive process for issues related to the discipline, opportunities for professional 
growth, and even such benefi ts as legal counsel and group rates on insurance. In 
addition, each organization publishes one or more journals to keep members 
informed of issues and developments.

American Federation 
of Teachers (AFT)  
A teacher’s union 
formed in 1916. It is 
part of the American 
Federation of Labor/
Congress of Indus-
trial Organizations 
(AFL/CIO) umbrella. 
Its membership, al-
though nationwide, is 
more concentrated in 
large population cen-
ters in the North.

parent-teacher organi-
zation (PTO) A 
school-based organi-
zation that attempts 
to strengthen the re-
lationship between 
parents and the 
school by promoting 
open communication 
and activities that 
involve the joint 
participation of par-
ents and teachers.
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You can attend regional and national conferences to get a feel for the orga-
nization, and we encourage you to attend at least one during your teacher edu-
cation program. Eventually, you may fi nd yourself presenting lectures, demon-
strations, or workshops at the conferences. Table 4.2 lists several of the largest 
organizations, together with the journals they publish and the URL for con-
tacting them online. Many of these organizations also publish professional 
books.

Administrative/Supervisory Organizations
Administrative/supervisory organizations are also available to increase your pro-
fessional knowledge. Although you may presently be interested in a teaching ca-
reer, many educators eventually decide to become administrators or supervisors. 
Regardless of whether you harbor those intentions, you should fi nd the publica-
tions helpful for providing a diff erent perspective on education topics. Some 
sample organizations include those listed in Table 4.3.

Research-Oriented Organizations
Research-oriented organizations can provide an abundance of information, par-
ticularly if you are interested in keeping up with the literature and research on 
topics related to education (and you should be).

Activity 4.4 Exploring Professional Organizations

No matter your educational interests, more than one professional organization 
is seeking your membership. The organizations discussed in the text are na-

tional organizations. Many of them have state-level affi liates. There are also state 
and local organizations that do not have national affi liations. You can likely get 
representatives of national and state organizations to visit your class. You could 
also attend one of their conferences and see just what they’re all about.

1.  Select two of the organizations listed in the text and visit their websites. Do 
they offer student memberships (reduced rates for college students)? Does 
one seem to fi t your needs and interests better than the other? What services 
do they offer to their membership? When will their next regional or national 
conference be? Where will it take place?

2.  Now use the Internet to locate the teacher organizations in your state. 
Don’t be surprised if there is more than one. Visit each. What differences 
can you fi nd between the organizations? Is there a difference in services 
they provide? Is there a political or ideological difference between the or-
ganizations? When will the next state organization conference be held? 
Where will it be held?

3.  If possible, talk to a few classroom teachers about the organizations of which 
they are members. Do they recommend membership? What benefi ts do they 
see to membership? If you don’t have ready access to a local school, ask these 
questions of your college professors. Not only are professors typically mem-
bers of professional organizations, but they are frequently active participants 
and presenters at conferences.
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Table 4.2 Subject-Area Professional Organizations

Professional Organization Journal(s)

International Reading Association 
(IRA) http://www.reading.org

The Reading Teacher, Journal of Adolescent & Adult 
Literacy, Reading Research Quarterly

National Council of Teachers of English (NCTE)
http://www.ncte.org

Language Arts, Voices from the Middle, English 
Journal, Classroom Notes Plus

National Council of Teachers of Mathematics (NCTM)
http://www.nctm.org

Teaching Children Mathematics, Mathematics 
Teaching in the Middle School, Mathematics 
Teacher

National Science Teachers Association (NSTA)
http://www.nsta.org

Science & Children, Science Scope, The Science 
Teacher

National Council for the Social Studies (NCSS)
http://www.ncss.org

Social Studies and the Young Learner, Middle Level 
Learning

National Art Education Association
http://www.naea-reston.org

Art Instruction

American Alliance for Health, Physical Education, 

Recreation, and Dance
http://www.aahperd.org

Journal of Physical Education, Recreation, & Dance, 
Strategies: A Journal for Physical and Sport 
Educators

National Association for Music Education
http://www.menc.org

Music Educators Journal, Teaching Music, Journal 
of Research in Music Education

National Association for the Education of Young 
Children
http://www.naeyc.org

Young Children, Early Childhood 
Research Quarterly, Teaching Young Children

Association for Childhood Education International
http://www.acei.org

Childhood Education

Council for Exceptional Children
http://www.cec.sped.org

Exceptional Children, Teaching Exceptional Children

Table 4.3 Administrative/Supervisory Professional Organizations 

Professional Organization Journal/Publication

Association for Supervision and Curriculum Development
http://www.ascd.org

Educational Leadership

National Association of Elementary School Principals
http://www.naesp.org

Principal

National Association of Secondary School Principals
http://www.nassp.org

Principal Leadership

Phi Delta Kappa (PDK) has a national headquarters in Bloomington, 
Indiana, as well as state and local affi  liates. If you maintain excellent grades, you may 
be invited to become a member. Th e Phi Delta Kappan journal is a major source of 
research related to current topics in education. PDK published 533 Fastbacks before 
discontinuing the series in 2005. However, it does continue to publish numerous 
books. Members also are granted access to free online resources.

Kappa Delta Pi (KDP) is an international honorary society consisting of 
45,000 members drawn from the top 20 percent of people entering education. 
Membership is by invitation only and is fi rst available to rising college juniors 
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with a grade point average of at least 3.0 on a 4.0 scale. Th e organization, which 
is dedicated to scholarship and excellence in education, has 600 chapters and a 
fairly extensive publishing program, including New Teacher Advocate, a quarterly 
newsletter of practical materials for beginning teachers.

Freestanding Publications
Some education publications are not directly related to professional associations. 
Th ey include the following:

Elementary School Journal, published by the University of Chicago Press 
since 1900, is a research publication that features long articles on four 
or fi ve topics (except when it has themed issues on one topic). Each is-
sue focuses on research and practice related to school learning and 
teaching in elementary and middle school.

Education Digest, published by Prakken Publications, reprints condensed 
articles from other journals. Busy professionals oft en fi nd this publica-
tion a clearinghouse for reading a variety of magazines that may not be 
readily available.

Education Week is, as the title suggests, a weekly publication. It features arti-
cles on major events throughout the nation and uses a highly readable 
newspaper format.

Instructor, published by Scholastic, is a popular magazine with practical 
ideas ready-made for teachers in the elementary grades.

Journal of Learning Disabilities is a quarterly publication that focuses on one 
aspect of special education. It is published by Pro-ed (Austin, Texas), 
which also publishes tests, texts, and student materials for special edu-
cation classes.

Mailbox Teacher,  published in Greensboro, North Carolina, is a practical 
ideas magazine for teachers in kindergarten through grade 6. Some of 
the activity pages can be photocopied. Th e Mailbox Bookbag, a teacher’s 
idea magazine for children’s literature, features ideas and activities for 
primary and intermediate grades.

Media and Methods, published in Philadelphia, features activities and rec-
ommendations related to various types of media.

Conclusion
Th is chapter has provided a basis for understanding the 
expectations of new teachers, and the requirements for 
obtaining licensure and certifi cation as a professional 
educator. We have also introduced discussion of na-
tional infl uences on the initial certifi cation of teachers 
and an overview of professional organizations in sup-
port of education.

Here are some of the main points from this chapter:

 1.  Each state determines its certifi cation require-
ments, though there is increasing momentum for 
consistency among guidelines used throughout the 
country.

 2.  Teacher certifi cation typically falls into two catego-
ries: traditional programs and alternative certifi ca-
tion programs.

 3.  Traditional programs can be expected to include 
liberal arts coursework, as well as education-specifi c 
courses and fi eld experiences.

 4.  Praxis I for entry into a teacher education program 
and Praxis II taken at the end of a program are the 
primary teacher certifi cation examinations in use 
today.

 5.  Th e INTASC has established guidelines for initial 
certifi cation of teachers.
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 6.  Th e NBPTS has established an advance level of cer-
tifi cation for practicing teachers.

 7.  Professional education organizations off er a wide 
range of services to teachers, as well as off ering pro-

fessional development through journals and confer-
ences and providing education advocacy in local, 
state, and national issues.

Key Terms
accreditation agency
student teaching
clinical experience
reciprocity
add-on certifi cation
license
certifi cation
certifi cation examination
general education
professional education
specialization courses
methods courses
portfolio

professional development schools
critical needs area
alternative certifi cation
Praxis series
charter school
site-based management
base salary
National Board for Professional Teaching Standards 
(NBPTS)
National Education Association (NEA)
American Federation of Teachers (AFT)
parent-teacher organizations (PTO)

Case Studies in Education

Quality of Teachers in Child’s 
Educational Experience

Quality of Schools in Child’s 
Educational Experience

Davon
This is his fi rst school experience, though he has at-
tended day care. He clashes with adults if they use a 
negative style of disciplining. It sends him into a 
downhill spiral, from which it can be very diffi cult for 
him to recover. He responds to positive statements to 
guide his behavior. 

His current school experience is excellent. Davon’s pre-
vious day-care experiences were below average.

Andy
When asked about his previous teachers, Andy said 
that his second-grade teacher was his “best” teacher 
because she was nice. She made the decision to pro-
mote Andy despite his diffi culties in reading because 
of his recent diagnosis of ADHD. As far as having a 
“bad” teacher in the past, it’s diffi cult to make a de-
termination. Andy’s grandmother infl uenced his reac-
tion to his fi rst kindergarten teacher by having him 
moved to another classroom. She also intervened in 
her other grandson’s placement in fi rst grade. Thus, 
Andy has been promoted year after year in spite of 
being substantially defi cient in reading and writing. In 
the third grade he must pass our state’s comprehen-
sive assessment test to be promoted. It appears un-
likely that he will be promoted.

Andy attended Pre-K through second grade in this 
community before coming to this school that houses 
third through fi fth grades. His previous elementary 
school, although considered to be a good school with 
good teachers, does not have the same philosophy 
concerning reading education as the school he now 
attends. His previous school does not value the com-
prehension component of the reading curriculum as 
highly as the decoding of text. The culture of this 
school is that comprehension comes later; the empha-
sis of their curricula is phonics. Children are deemed 
“good readers” if they are good decoders of text.

Enter the information from the table below into the 
Educational Record for the student you are studying.

[continued on next page]
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 1. Th e quality of the teachers your student has en-
countered can be aff ected by many factors. One, of 
course, is the teacher education programs that these 
people completed. Based on the information about 
your student’s teachers, what recommendations 
would you make about the education of teachers? 
What aspects of the program you are entering will 
prepare you to be one of the best teachers that a 
student such as this one has had?

 2.  As with the individual teacher, many factors can af-
fect the quality of the school and the overall educa-
tional experience. However, we can look to the 
quality of teachers within a school as an indicator of 
the consistency (good, bad, or “up and down”) of a 
student’s experience with school. From the informa-
tion given, what comments could you make about 
the overall qualifi cations of the teachers in those 
schools? Where would you fi t into the picture you 
have described?

Quality of Teachers in Child’s 
Educational Experience

Quality of Schools in Child’s 
Educational Experience

Judith
Some teachers have commented about her smell, 
even in front of other students, saying things like, 
“Be sure to get a shower after P.E., OK?” She doesn’t 
respond negatively but says little and avoids these 
teachers. She’s had several teachers in the past few 
years who have befriended her, but nothing has ex-
tended to her situation beyond school.

Her entire educational career has been with our dis-
trict. The school serves a high ethnic population of 
African Americans, Hispanics, and Asians. However, 
the district is well supported by the extensive presence 
of petroleum industry corporations. “Excellent” might 
be a stretch, but the schools are defi nitely above 
average.

Tiffany
Tiffany appreciates all her teachers. She takes their 
word as fact and does everything she can to meet 
and exceed expectations and get as much praise as 
she can from the teachers. Known as the “teacher’s 
pet,” she enjoys helping the classroom teacher. She 
has been known to ask to stay after school or inside 
from recess to help the teachers organize, work on 
projects, and complete extra work.

Tiffany’s educational experiences have always been ex-
cellent. She loves school and the work assigned. She 
views assignments and projects as challenges and 
always strives to exceed expectations.

Sam
He has had some very skilled teachers as evidenced 
by his progression to a general education class by the 
fourth grade. He continues to receive special educa-
tion support. He is in a diploma track program and 
scheduled to graduate in the upcoming year. The col-
laboration between special education and general ed-
ucation teachers has been critical to his progress. 

His educational experiences before and including this 
year (junior year) have been in average to above-
average schools. The quality of education, however, 
has been as dependent on the skill of individual teach-
ers as it has on the overall rating of the school.

Bao
Bao herself would never be able to call a teacher 
“bad”; that would be too direct a judgment for her 
to make. Her language arts/social studies core teacher 
in middle school was especially strong, and Bao thor-
oughly enjoyed her two years with him. However, 
though she worked extremely hard and earned an 
A� in this class at the end of eighth grade, she did 
not carry this passion with her to other classes or on 
to high school.

Her elementary and middle schools were average; 
most teachers cared about teaching and students, but 
the funding in the district is too low to allow for any 
really outstanding services, equipment, or facilities. Her 
high school is considered excellent, in part because it 
is a magnet school for the district’s International 
Baccalaureate program, of which Bao is not a part.
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Designing the School of the Future
In designing your school of the future, it will be diffi  -
cult to account for the certifi cation programs that the 
state sanctions. John I. Goodlad (1990) suggests that 
states should be in the teacher licensure business as a 
protection for the children in the schools but not in the 
certifi cation business that prescribes what students 
must study on the way to licensure. Item 1 provides you 
the opportunity to consider the future of education 
from Goodlad’s perspective. Item 2 lets you consider 
how your school of the future will address inconsisten-
cies in teacher education if the current licensure and 
certifi cation process remains relatively intact.

 1.  Let’s suppose that, in the future, professional educa-
tors will direct the preparation of teachers as other 
professions such as medicine and law do today. It is 
reasonable that candidates will still have to be li-
censed by the state.
 a.  What program would you design for the prepa-

ration of teachers? At this point in your own ed-
ucation, your thinking is probably not con-
strained by “tradition,” so feel free to consider 
what knowledge and skills you believe a teacher 
should possess. What content knowledge would 
you require? What skills of teaching would have 

to be demonstrated before a license was issued? 
Would you require an internship or residency as 
in the medical profession (i.e., one or more heav-
ily supervised years aft er graduation)?

 b.  How does your plan compare and contrast with 
the program being off ered at your institution and 
required by the state in which you wish to be 
certifi ed? Which plan would you prefer? Why?

 2.  Suppose that the school of the future does not have 
control over the preparation of teachers. Nonethe-
less, you want your students to have a consistently 
strong educational experience. What measures 
would become the standard procedure to help en-
sure a quality school? Th e following questions may 
help you get started:
 a.  Would new teachers be required to demonstrate 

profi ciency in the classroom before being hired?
 b.  Will teachers be able to earn tenure (i.e., they 

cannot be fi red except under special circum-
stances)?

 c.  Will there be a standard of performance that 
must be met to continue employment?

 d.  How will outstanding teaching be recognized or 
rewarded?

Praxis Practice
Many states will require that you successfully complete 
the Praxis Series of examinations to qualify for certifi -
cation. One or more of those tests will be subject-area 
tests. Another, which has a more practical orientation, 
will be the PLT examination that is appropriate for 
your certifi cation area.

Completing the Quick Check quizzes for Chapter 
4 in the Unit Workshop will give you practice with 
the multiple-choice format of the PLT. Th e Case 
Studies in Education and Designing a School of the 
Future activities will help prepare you for exercises 
that require reading a scenario and providing short 
answers to questions asking what you might do in 
such a situation.
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Unit Workshop I

The four chapters of Unit I have discussed the 
teacher, teaching, diversity among students, and 

the process that prepares you to become a professional 
teacher. Th e common theme has been a look at the two 
primary players in the classroom: the teacher and the 
student. Our look at diversity emphasizes that each 
child is unique, and that education is not a one-size-
fi ts-all proposition. Our look at teachers focuses on 
motivations to teach and the pedagogical competen-
cies, communication skills, and teaching techniques 
and styles that teachers must possess, and the expecta-
tions for licensure and certifi cation that educational 
agencies have established for teachers. Th e following 
activities should help you fi nd your place in this emerg-
ing picture.

Case Studies
1. Write a paragraph to yourself—not for anyone else 

to read, just for yourself—that describes the child 
you have chosen for your case study, based on the 
information you have compiled through the chap-
ters of Unit I. How would you describe the person 
you have encountered? What sort of cultural, intel-
lectual, and physical needs does this child have that 
the teacher must meet?

2. Now write a second paragraph. Th is time, consider 
the sort of teacher and the best teaching environ-
ment for this child. Your focus here is on describ-
ing what sort of teacher the child needs.

3. In a third paragraph, consider whether the creden-
tialing process as you have studied it here will pro-
vide this child with the appropriate sort of teacher. 
Is anything missing? Are this child’s needs accom-
modated through the requirements for licensure?

4. In one fi nal paragraph, answer these questions: Do 
you see yourself becoming the teacher this student 
needs? Is it in you? Or would your talents and 
abilities be better utilized with a diff erent type of 
student? What can you do as part of your teacher 
education program to become the teacher this stu-
dent is waiting for?

5. No, not another paragraph. Th is time, add a title. 
Use “Being a Teacher for Each Student” as the title 
for this collection of paragraphs.

Designing the School 
of the Future
By now you should have decided how far into the fu-
ture you are looking as you design this new school. 
You also should have made a number of decisions 
about the sorts of people, in terms of character and 
competencies, who will become the faculty of your 
school. For these next exercises, let’s use the title “Th e 
Foundation.”

1. Begin by writing a slogan for your school. Th is ex-
ercise is really more diffi  cult than it sounds at fi rst. 
Your challenge is to build a single sentence that 
describes your teachers, the teaching focus of your 
school, the students, and your expectations for pro-
fessionalism. To top it all off , the slogan needs to be 
something that people can understand and latch on 
to, something in which they want to be involved.

2. Now that you have a slogan, write an article for the 
op-ed (opinions-editorials) page of the local news-
paper that describes this new school to the com-
munity. In essence, you are laying the foundation 
for public support of this new direction. Th e article 
should be 500 to 1000 words (that’s just 2 to 4 
double-spaced, typed pages). You can organize it 
any way you’d like, but you should include explana-
tions of the need for a new school (or just a diff er-
ent, better, or stronger school), the sorts of teachers 
that it will employ, the instructional focus (e.g., 
inquiry, discovery, lecture, direct instruction), and 
how teachers will be prepared and licensed. Ideally, 
work through several draft s of this article and have 
the draft s reviewed by your professor. A quality 
piece could actually be submitted to your local 
newspaper for publication. Th is is an article of 
ideas, and ideas are the seeds of new thinking.
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Quick Check
Answer keys with page references are in Appendix E.

Chapter 1
 1. In a 2003 study of urban teachers, Nieto identifi es 

several characteristics of successful teachers. 
Which of the following was not among the 
fi ndings?
a. Th ey were committed to teaching.
b. Th ey preferred working independently of 

their colleagues.
c. Th ey were passionate about the subject 

matter itself.
d. Th ey believed they could infl uence the future.

 2. Th e term pedagogy encompasses which of the fol-
lowing perspectives?
a. making the distinction between the art of 

teaching and the science of teaching
b. blending the art and science of teaching
c. teaching is an art
d. teaching is a science

 3. Th e National Board for Professional Teaching 
Standards supports each of the following proposi-
tions except:
a. Teachers are responsible for managing and 

monitoring student learning.
b. Teachers are members of learning 

communities.
c. Teachers can teach any subject if their 

foundation skills are strong.
d. Teachers are committed to students and their 

learning.
 4. Which of the following four pedagogical compe-

tencies is most closely related with the style of 
interacting with students that a teacher brings to 
the classroom?
a. purpose
b. content
c. communication skills
d. professional development

 5. According to James H. Korn, articulating your 
philosophy helps you to do which of the 
following?
a. become aware of inconsistencies between 

what you believe and what you do

b. compare your style with other teachers 
around you to establish consistency

c. explain to your students “who you are”
d. identify inconsistencies between the 

curriculum and your sense of purpose
 6. Which statement is the best example of static 

content competency?
a. Th e depth of content knowledge required 

of elementary and secondary teachers is 
substantially the same.

b. Because of the sophistication of older 
students, secondary teachers are expected 
to have greater depth and breadth of static 
content competency.

c. Elementary teachers do not need the same 
level of static content competency as do 
secondary teachers.

d. Elementary teachers need a greater breadth 
of static content competency across subject 
areas, whereas secondary teachers need 
greater depth in a particular subject area.

 7. Which of the following examples best exemplifi es 
dynamic content competency?
a. A teacher recognizes that subject matter 

would be too diffi  cult for her students and 
thus removes it from a lesson plan.

b. A teacher notices that students do not 
understand a concept and thus fi nds another 
way to explain it before moving on.

c. A teacher checks the Internet to fi nd the 
most up-to-date information about a topic in 
technology.

d. Aft er grading a test, a teacher drops a 
question that no one answered correctly.

 8. According to the text, which of the following is 
true of a teacher’s communication skills?
a. An eff ective teacher understands that 

diff erent constituencies speak diff erent 
“languages.”

b. It is the teacher’s responsibility to ensure 
that all constituencies know the terms 
that educators use to communicate about 
progress in school.

c. An eff ective teacher knows educational 
terminology very well.
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d. Th ere is little diff erence between 
communicating with one constituency or 
another because all have the same goals in 
mind.

 9. Teachers engage in professional development in 
all of the following categories except: 
a. as learners
b. as mentors
c. as school board members
d. as researchers

 10. Professional development refers most closely to 
which of the following statements?
a. Professional development refers to fi nding 

ways to extend a teacher’s infl uence beyond 
the classroom.

b. Teachers work as mentors to save the district 
money that would have been spent on 
training.

c. It has been shown that the amount of time 
teachers spend in professional development 
is directly related to student achievement.

d. Professional development represents a 
teacher’s activities toward being a part of, and 
a contributor to, the discipline of education.

Chapter 2
 1. Which statement best describes the strategic na-

ture of teaching?
a. Teaching requires planning some course of 

action and coordinating the implementation 
of that plan.

b. Without a lesson plan, a teacher has lost the 
battle before it is begun.

c. Students need a teacher who can lead them.
d. Achieving goals and objectives requires a 

plan.
 2. Th e topic of facilitating learning addresses each of 

the following except: 
a. arranging experiences
b. monitoring and fl exibility
c. certifi cation requirements
d. instructional techniques

 3. Th e various methods of arranging learning expe-
riences refer to which of the following?
a. interpreting world events in a manner 

appropriate for students

b. bringing the world and its experiences to the 
students

c. sequencing lessons from most basic to most 
sophisticated

d. scheduling each subject area appropriately 
throughout a school week

 4. Th e text suggests that the most common educa-
tional experience has which relationship with the 
real world?
a. It off ers the closest relationship with real-

world experiences.
b. It is furthest removed from real-world 

experiences.
c. It parallels real-world experiences.
d. It specifi cally shields students from the 

realities of world experiences.
 5. Th e taxonomy of instructional techniques is 

arranged in which order?
a. drill and practice, direct instruction, lecture, 

question and answer, discussion, mental 
modeling, inquiry, discovery learning

b. direct instruction, drill and practice, lecture, 
question and answer, discussion, mental 
modeling, discovery learning, inquiry

c. drill and practice, direct instruction, lecture, 
discussion, question and answer, mental 
modeling, inquiry, discovery learning

d. discovery learning, inquiry, mental modeling, 
discussion, question and answer, drill and 
practice, direct instruction, lecture

 6. Which of the following instructional techniques 
uses students’ personal experiences as the foun-
dation for building concepts?
a. mental modeling
b. inquiry
c. discussion
d. discovery learning

 7. Which of the following represents the three 
divisions of the taxonomy of instructional 
techniques?
a. teacher focused, dialogue oriented, student 

focused
b. teacher focused, individual focused, student 

focused
c. lower-order instruction, mid-range 

instruction, higher-order instruction
d. skills, content knowledge, abstractions
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 8. In terms of facilitating learning, monitoring re-
fers to which of the following?
a. an ongoing assessment of the progress of a 

lesson
b. assessment of student achievement
c. watching a class during the administration of 

a standardized test
d. assigning jobs to the students

 9. A teacher demonstrating instructional fl exibility 
during a class exhibits which of the following?
a. ability to talk about tangential topics during a 

lesson
b. willingness to make changes when things 

aren’t working as planned
c. willingness and ability to make changes in an 

instructional plan
d. awareness that if the lesson continues, the 

students will eventually understand
 10. According to Bandura, which of the following is 

true of teachers?
a. Th ey are models only for those children who 

choose them as a model.
b. Teachers are eff ective models at school, but 

that does not extend beyond the classroom.
c. Th e development of behaviors does not rely 

on observing a model such as a teacher.
d. Th e emphasis placed on observing and 

imitating models indicates that teachers are 
models in and out of school.

Chapter 3
 1. Which of the following terms most closely refers 

to the values, attitudes, and beliefs that infl uence 
the behavior and traditions of a people?
a. customs
b. ethnicity
c. culture
d. race

 2. Which of the following terms most closely refers 
to a sense of common identity based on common 
ancestral background, the sharing of common 
values and beliefs, and unique physical and/or 
cultural characteristics that enable individuals 
who belong to one group to identify its members 
easily?
a. heritage
b. ethnicity

c. race
d. culture

 3. Which of the following social metaphors most 
closely refl ects the idea of multiculturalism?
a. the salad bowl
b. the fog
c. the melting pot
d. the fi ling cabinet

 4. According to Franklin, which of the following eth-
nic groups embraces the core values of resistance, 
freedom, self-determination, and education?
a. African Americans
b. white Americans
c. Hispanic/Latino(a) Americans
d. Asian Pacifi c Americans

 5. Jacqueline Jordan refers to the compatibility be-
tween one’s own cultural norms and those 
encountered within the school as which of the 
following?
a. overt racial integration
b. ethnic equilibration
c. cultural distancing
d. cultural synchronization

 6. According to Deyhle, which of the following 
groups is most likely to equate success with the 
extent of intact family relationships, the degree to 
which one’s work enhances the family and com-
munity, and group—as opposed to individual—
accomplishment?
a. African Americans
b. white Americans
c. Native Americans
d. Asian Pacifi c Americans

 7. Which of the following groups is most likely to 
value reverence and respect for parents and other 
persons in authority, conformity, obedience, and 
the promotion of group goals over individual 
interests?
a. African Americans
b. white Americans
c. Native Americans
d. Asian Pacifi c Americans

 8. Which of the following would be an example of 
sexual stereotyping?
a. providing physical education classes that 

combine boys and girls
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b. off ering boys’ basketball and girls’ basketball 
teams

c. tolerating aggressive behavior in girls but 
expecting boys to act like “gentlemen”

d. directing boys toward careers as physicians 
and girls toward careers as nurses

 9. A student who needs to work with manipulatives 
or to actually perform the steps in a process to 
understand it is likely to have a preference for 
which of the following learning styles?
a. tactile/kinesthetic
b. visual
c. auditory
d. vocalic

 10. Th e term intelligence is generally agreed to mean 
which of the following?
a. the breadth of knowledge one has about a 

given topic
b. the extent of knowledge one has across a 

broad spectrum of topics and experiences
c. an individual’s capacity to learn from 

experience and to adapt to the environment
d. the ability to perform mathematical and 

logical operations with a high degree of 
accuracy

Chapter 4
 1. Which of the following represents the fi nal source 

for information about teacher certifi cation re-
quirements?
a. Director of Teacher Education in your 

school’s Education Department
b. state education agency in your state
c. National Council for Accreditation of 

Teacher Education (NCATE)
d. U.S. Department of Education

 2. Clinical experiences” refers to each of the follow-
ing except: 
a. practicums
b. fi eld service
c. coursework in teaching methods
d. student teaching

 3. Reciprocal certifi cation agreements, sometimes 
known as reciprocity, refer to which of the 
following?
a. being able to transfer education course 

credits from one institution to another
b. forgiveness of student loans for teaching in 

disadvantaged areas
c. teacher exchange programs that allow new 

teachers to work in diverse settings
d. agreements among states to recognize 

teaching credentials from other states
 4. Coursework that refl ects a liberal arts perspective 

is clustered under which of the following 
headings?
a. General Education
b. Professional Education
c. Specialization Courses
d. Clinical Experiences

 5. Th e most widely used series of teacher certifi ca-
tion examinations is known as which of the 
following?
a. National Teacher Examination (NTE)
b. Praxis Series
c. Board of Regents Educational Examination 

Series
d. National Boards for Teacher Examination

 6. Which of the following is cited as an advantage of 
alternative certifi cation programs?
a. Candidates tend to bring a stronger academic 

background to teaching.
b. Candidates have a greater commitment 

to teaching because it represents a second 
career.

c. It is more cost effi  cient to prepare a teacher 
who already possesses a degree.

d. Such candidates oft en possess additional 
skills and a broader perspective of life.

 7. Which of the following represents a collaboration 
among state education agencies, institutions of 
higher education, and national organizations to 
develop performance standards for beginning 
teachers?
a. National Council for the Accreditation of 

Teacher Education (NCATE)
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b. National Board for Professional Teaching 
Standards (NBPTS)

c. Interstate New Teacher Assessment and 
Support Consortium (INTASC)

d. National Education Agency (NEA)
 8. Federal legislation requiring teachers to be certi-

fi ed as “highly qualifi ed” in the discipline they 
teach is referred to as which of the following?
a. Education for All Children Act
b. No Child Left  Behind Act
c. Excellence in Education Act
d. Title IX

 9. Which of the following off ers a voluntary pro-
gram that leads to advanced certifi cation for 
teachers?
a. National Council for the Accreditation of 

Teacher Education (NCATE)
b. National Education Agency (NEA)
c. Interstate New Teacher Assessment and 

Support Consortium (INTASC)
d. National Board for Professional Teaching 

Standards (NBPTS)

 10. A Bill of Rights for Student Teachers has been 
adopted by which professional organization?
a. National Education Association (NEA)
b. American Federation of Teachers (AFT)
c. parent–teacher organization (PTO)
d. Association for Supervision and Curriculum 

Development (ASCD)
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The chapters of Unit II discuss three aspects of 
education that are part of a teacher’s everyday 
life but are not instructional responsibilities. 

Curriculum is such an expansive topic that it will be 
covered in two chapters. Classroom management and 
assessment of student learning are topics that we 
refer to as classroom pragmatics. They are practical 
issues with which a teacher needs considerable 
expertise.

Chapter 5, Understanding Curriculum, examines 
curriculum from a broad perspective. This discussion 
is concerned with what curriculum is, the types of 
curriculum, and perspectives on curriculum design. 
You have probably had little exposure to this aspect 
of curriculum.

Chapter 6, Contemporary Curricula: Infl uences 
and Standards will likely be more familiar to 
you. The chapter discusses the major players who 
infl uence what is to be taught in school, the various 
subject areas and the standards that are driving 
them, and some of the issues in curriculum that 
you may one day help to resolve.

Chapter 7, Pragmatics: Assessment and Classroom 
Management is unique to this textbook. The two 
major topics within this chapter, assessment of 
student learning and classroom management, are 
areas that beginning teachers often feel most 
concerned about. We do not provide Chapter 7 as a 
course in either of these important aspects of being 
a professional educator, but rather to introduce 
you, at the beginning of your teacher education 
experience, to these critical components of the 
work that teachers do. 

Preface to Unit II

Curriculum, 
Management, 
and 
Assessment
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5

Your Chapter Study Guide
• Conceptualize Here are the major themes you will 

encounter in this chapter:

1. Curriculum is a multidimensional topic.
2.  There are four components to virtually any curricu-

lum: explicit, implicit, null, and extracurriculum.
3.  The cognitive perspective of curriculum is subject 

centered.
4.  The affective perspective of curriculum is student 

centered.

• Preview Read the chapter headings; look at any fi g-
ures, tables, and activities; and read through the items 
in the conclusion.

Activity 5.1: Class Discussion to Defi ne “Curriculum”

Activity 5.2:  Tyler Rationale: Answering Fundamental 
Curriculum Questions

Activity 5.3:  Field Observation Activity—Explicit 
Curriculum

Activity 5.4:  Go Online! Redesigning the 
Extracurriculum

Activity 5.5: Go Online! Freedom Writers Foundation

TeachSource Video Case 5.1 Cooperative Learning in 
the Elementary Grades: Jigsaw Model or Cooperative 
Learning: High School History Lesson

TeachSource Video Case 5.2 Motivating Adolescent 
Learners: Curriculum Based on Real Life

• Read Now read through the chapter. Mark or high-
light information that you consider to be especially 
important or about which you have a question.

• Refl ect Refl ect on these questions as you read: 

1.  How would you explain the nature of curriculum to 
someone else?

2.  How much of school is represented by the implicit 
and null curricula?
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Understanding Curriculum

What Did You Learn About?
Read through the following list of topics. You will probably recognize some 
of them as topics you learned about in classes you had during your prekin-
dergarten through grade 12 (PreK–12) education. Other items might be 
things you learned about through interacting with teachers and other 
students, through participation in extracurricular activities, or just by be-
ing a part of the school culture. Still other items may not have come up at 
all during your schooling.

Mark each item 1, 2, or 3 as follows:

 1. If it is something that you actually studied in one or more of your 
classes. These items would be the sort of things for which you took 
tests and received grades.

 2. If it is something you learned by being in school. Examples might 
include being responsible for your own actions, teamwork and coop-
eration, and allegiance (to school, community, state, or nation).

 3. For items that as far as you know were not discussed in school (aside 
from just coming up in conversation). This could include such things 
as controversial topics and issues or even the study of foreign cultures 
and beliefs.
 _____ a.  Math facts and computation skills
 _____ b.  The school did not allow some books in the library
 _____ c.  The need for following the rules
 _____ d.  Some teachers who taught the same subject emphasized 

different topics; one may have omitted topics in her class 
though another teacher discussed them in her class

 _____  e.  Boys are better suited to some skills and professions and 
girls to others

 _____  f.  Respect for authority
 _____  g.  The various means (other than abstinence) for birth 

control
 _____  h.  English composition and grammar
 _____  i.  Patriotism
 _____  j.  The value of a traditional family structure
 _____  k.  Social structuring (e.g., it was more prestigious to be a 

senior in high school than to be a freshman)
 _____  l. In science, teaching the theory of evolution and the phi-

losophy of creationism
 _____  m. The benefi ts of an alternative lifestyle (e.g., communal liv-

ing, nontraditional sexual orientations, civil disobedience)

Ice Breakers
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 _____ n.  An in-depth study of an Eastern philosophy (such as 
Confucianism or Daoism)

 _____  o.  Lessons in physical fi tness and good health
 _____  p.  The structure and function of the U.S. government
 _____  q.  Study of Western literature such as the works of Herman 

Melville, Charles Dickens, and William Shakespeare
 _____  r.  Planets and organization of our solar system

The items that you marked with a “1” represent the explicit curriculum—
that is, the topics and skills that the school specifi cally seeks to teach by 
way of classroom instruction and the educational materials they use.

Items marked with a “2” represent elements of the implicit curriculum. 
These are the lessons you learned that were a part of the “culture” of the 
school and the community that it represented. Though you did not take 
classes in things such as teamwork and cooperation, it was likely encour-
aged throughout your PreK–12 education.

Another version of curriculum is that of the null curriculum. You 
marked these items with a “3.” This represents the topics and ideas that 
the school, as an agent of its constituents, excludes from the curriculum. 
For instance, in some communities, the teaching of evolution is excluded 
because it is contrary to the prevailing view of creation held in that com-
munity. Other examples can be found in the emphasis on Western culture 
and literature to the virtual, if not real, exclusion of studies centered on 
the wisdom and literature of Eastern cultures. When considering what 
elements a curriculum should contain, you must seriously consider the 
positive and negative aspects of specifi cally excluding particular topics. ■

Introduction
Seems as though you’ve been in school all of your life, doesn’t it? Given that, you 
probably think of what goes on in school as not only the norm, just the way it is, 
but also as if it’s always been that way. Yet, the reality is that curriculum is con-
stantly evolving. As discussed in this chapter, many infl uences aff ect a school’s 
curriculum. In virtually all cases, these are infl uences that change with the times. 
Th erefore, we can expect the curriculum to change as well.

Which of the many infl uences has the greatest eff ect on the curriculum? Th at 
is impossible to determine. It’s possible that the people who had the most signifi -
cant impact on the American educational curriculum in the last six decades were 
a group of Soviet scientists working away on a basketball-sized satellite back in 
the 1950s. Th e launch of Sputnik  (the fi rst man-made satellite) initiated the 
spending of unprecedented amounts of federal money for the revision of school 
curricula in math and science, specifi cally so that we might catch up with 
and surpass the technological achievements of the Russians. In fact, it was the 

To teach the ways of one’s own 
community has always been 

and still remains the essence of 
the education of our children, 

who enter neither a tribal 
culture nor a transcendent 

world culture but a national 
literate culture.

—E. D. Hirsch, Jr.  (1988)
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National Defense Education Act (NDEA) of 1958 that appropriated nearly a bil-
lion dollars primarily for math and science curriculum reform eff orts. In the time 
since, the funding emphasis has switched to other subject areas in accord with the 
prevailing social climate and has lost some of its original furor, but the use of 
federal taxpayer dollars to support educational research and development contin-
ues despite the fact that education is each state’s responsibility. Do you suppose 
those Soviet scientists had any idea, as Sputnik rocketed into Earth’s orbit, that 
they were launching a tumultuous period of educational reform in the United 
States? Likely not, but it is fascinating to consider the factors that determine what 
children will and will not be taught in school.

Our look at curriculum is intended to help you see the depth and breadth 
of this fundamental aspect of organized education. Th e issues that arise when 
discussing curriculum are issues that can be divisive in communities, states, 
and the nation. Th ey include questions of school prayer, uniforms, and the suit-
ability of certain books in the library. We cannot resolve these issues within the 
pages of this chapter, but because you will one day be in the middle of the de-
bate, we hope that this chapter will provide you with an appreciation of what 
curriculum is, who develops it, and what some of the issues are in contempo-
rary curriculum discussions.

Understanding “Curriculum”
Considerable discussion occurs these days about requiring public school chil-
dren to wear uniforms to school or to prohibit the wearing of clothing that 
displays “culturally off ensive” messages. Are these “rules” part of the curricu-
lum? Did the high school you attended have a dress code? Was that part of the 
curriculum? How about the food served in the cafeteria? Many schools today 
are removing soda machines and no longer off ering sugary beverages for sale 
because they are not considered to have nutritional value and partly because 
the American Academy of Pediatrics has condemned the practices (Soft  
Drinks in Schools, 2004). And what of the off ering of “ethnic” foods? Is this 
part of the curriculum? How about the teaching of, or not teaching, evolution 
as a topic in science classes, or the removal of books considered to represent 
“new age” philosophy from the library bookshelves? Which of these issues 
enter into determining what constitutes curriculum—the message of the 
school? Before continuing with our discussion of curriculum, use Activity 5.1 
to consider what it means to you.

Activity 5.1 Class Discussion to Defi ne “Curriculum”

You have spent many years experiencing various education curricula. How 
would you defi ne “curriculum”? Is your defi nition the same as that of 

your classmates? Try to come to a defi nition that you can all agree on. Note that 
as you try to defi ne curriculum, you will be tempted to list the subjects or ac-
tivities that represent the curriculum. That is acceptable as long as you can 
explain what that particular collection of courses was intended to 
accomplish.
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Defi ning “Curriculum”
For our discussion, let’s begin with a broad defi nition for curriculum and then ex-
amine just what it might mean. Specifi cally in an educational setting, curriculum 
refers to the means and materials with which students will interact for the pur-
pose of achieving identifi ed educational outcomes. Th ere is much more to it than 
that, and because you are to be a professional educator, it is important that you 
have a deeper understanding of all that “curriculum” might entail.

Arising in medieval Europe was the trivium, an educational curriculum 
based on the study of grammar, rhetoric, and logic. Th e later quadrivium
(referring to four subjects rather than three as represented by the trivium) 
emphasized the study of arithmetic, geometry, music, and astronomy. Does 
any of this sound like what you have experienced during your formal educa-
tion? To a degree, it should sound familiar. Th e emphasis on single subjects 
(such as those identifi ed in the trivium and quadrivium) persists even today. 
Very likely you moved from classroom to classroom, particularly throughout 
your secondary education, studying a diff erent subject with each teacher. Yet, 
there still was more to your education. Perhaps you participated in athletics, 
or the band, or clubs, or student government, or made the choice not to par-
ticipate in any extracurricular activities. All of these (including the option not 
to participate) are part of what we might call the contemporary curriculum. But 
there is more to it.

Some in education would say that the curriculum consists of all the planned 
experiences that the school off ers as part of its educational responsibility. Others 
contend that the curriculum includes not only the planned but the unplanned 
experiences as well. For example, incidents of violence that have occurred at a 
number of schools across the nation are hardly a planned component of the cur-
riculum. However, the manner in which violence is addressed before, during, and 
aft er the actual event sends a defi nite message about how people in our culture 
interact and how the laws of our nation are applied. Let’s add in here that events 
of great joy and accomplishment are also powerfully charged as lifelong experi-
ences. Because schools are expected to take a particular perspective on all events 
that take place within their jurisdiction, we might say that the curriculum does
include unplanned experiences as well.

Another perspective suggests that curriculum involves “organized” experi-
ences rather than planned because any event must fl ow of its own accord, the 
outcome not being certain beforehand. For instance, competitions, whether 
academic or athletic, can be organized, but the outcomes will depend on a 
myriad of factors that cannot be planned. Th is brings us to the notion of em-
phasizing outcomes versus experiences. From this perspective, the focus is on 
what the schools are supposed to accomplish with the students. Th e curricu-
lum, therefore, will be that program by which the school meets its educational 
goals.

Th is shift  to the notion of outcomes is very much in keeping with the cur-
rent movement toward accountability in the public schools, that is, the per-
spective that there are, indeed, specifi c things that the schools are supposed to 
accomplish with children. District personnel, school administrators, and 
teachers are to be held accountable for ensuring that those objectives are met. 
Where does all of this leave us? It leaves us with an enormous task that cannot 
be overestimated. E. D. Hirsch Jr. (1988) has written, “During recent decades 

curriculum The pro-
gram by which a 
school meets its ed-
ucational goals. It 
includes planned and 
unplanned experi-
ences, and involves 
the means and mate-
rials with which stu-
dents interact.

trivium In medieval 
Europe, an educa-
tional curriculum 
based on the study 
of grammar, rhetoric, 
and logic.

quadrivium The study 
of four subjects—
arithmetic, geometry, 
music, and astronomy 
—in the medieval 
university.
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Americans have hesitated to make a decision about the specifi c knowledge that 
children need to learn in school” (p. 19), and “Th ere is a pressing need for clar-
ity about our educational priorities” (p. 25). Curriculum is, indeed, much 
more than the idea of specifi c subjects as represented by the trivium or the 
quadrivium. It requires extensive planning and organizing that incorporates 
built-in fl exibility. It must have a clear purpose and a structure that allows for 
the fact that all classrooms are composed of individual children. And as dis-
cussed in the next section, it can be characterized not only by what it does 
include but also by what it intentionally excludes. 

So, if in a challenging situation you should happen to be asked what “cur-
riculum” means, what should you say? First, consider what you and your class-
mates determined in Activity 5.1. Second, keep in mind that although much of 
the message of school is strikingly similar throughout the United States, there 
are diff erences from state to state—and even between regions within a state. 
Curricula are always intended to serve a particular constituency, and you likely 
know the constituency where you live or wish to teach better than we do. 
Th ird, from a broader perspective, we suggest that you think of “curriculum” 
as defi ned earlier in this chapter: as the means and materials with which stu-
dents will interact for the purpose of achieving identifi ed educational out-
comes. Materials refers to the identifi ed subjects and topics to be presented to 
the students, and the various media formats in which those topics are pre-
sented (books, videos, computer soft ware, etc.). Means refers to the strategies 
teachers use to foster interest, expand perspectives, and encourage learning. 
Modeling, investigating, and even drill and practice are among the methods a 
teacher could consider for stimulating inquiry, creative and critical thinking, 
and attitudes of persistence and respect. In combination, the materials and 
means represent the curriculum.

Th e defi nition off ered is necessarily fl exible but specifi c on a couple of 
points. One is that there must be clearly identifi ed desired outcomes. Th at 
doesn’t mean that all students reach the mark in the same amount of time, but 
that everybody knows what the mark is—whether it’s a particular level of 
achievement in mathematics or the ability to function as a contributing mem-
ber of the community. Articulated purposes, goals, and objectives underlie 
sound instruction and assessment. Similarly, they underlie sound curriculum 

design. As Anderson and Krathwohl 
(2001) note, the more specifi c the learn-
ing experience, the more well-defi ned 
the objectives should be.

A key element of the defi nition we 
have suggested is that the curriculum is 
only that part of the plan that directly af-
fects students. Anything in the plan that 
does not reach the students constitutes 
an educational wish, but not a curricu-
lum. Rutherford and Ahlgren (1990) ar-
gue in Science for All Americans that “the 
present curricula in science and mathe-
matics are overstuff ed and undernour-
ished” (p. viii); that is, there is too much 
information and not enough depth. Th is 

Textbooks are designed to sup-
port curriculum that a school 
has chosen to present.
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results from years of tinkering with curricula that may have originally repre-
sented sound educational objectives. Half a century ago, Bruner (1960) wrote, 
“Many curricula are originally planned with a guiding idea much like the one set 
forth here. But as curricula are actually executed, as they grow and change, they 
oft en lose their original form and suff er a relapse into a certain shapelessness” 
(p. 54). A chapter that is not addressed in class and for whose content the students 
are not held responsible is not part of the curriculum—even if it was part of 
someone’s “plan.”

Our defi nition represents a somewhat philosophical perspective of cur-
riculum. However, as you continue with your consideration of curriculum and 
all other issues in education, remember that you cannot divorce the student 
from the concept of curriculum. Curriculum—however grand the plans may 
be—can be only that portion of the plan that actually reaches the student. 
Planning that keeps that point in focus can be expected to result in a more 
focused curriculum.

Purpose of Curriculum
We have said that “curriculum” refers to the means and materials with which the 
student interacts. To determine what will constitute those means and materials, 
we must decide what we want the curriculum to yield. What will constitute the 
“educated” individual in our society? In other words, what purpose does the cur-
riculum serve?

At fi rst glance, the answer seems rather obvious: A prepared course of study 
yields people educated in a particular, desired way. Th e things that teachers teach 
represent what the larger society wants children to learn. But beyond teaching 
reading and writing, what are the necessary things that they should be taught? Is 
it really necessary to teach science? Does teaching mathematics really lead to 
logical thinking, or does it just provide students with some basic computational 
skills that may or may not come in handy sometimes? You may feel that answer-
ing questions such as these is not a teacher’s responsibility, but rest assured that 
at some point a parent will ask them of you. Once you become a teacher, you will 
be the representative of “the curriculum” to whom parents and students turn for 
answers.

From its beginnings in the Colonies as lessons in reading and Bible study, to 
the secular emphasis on grammar, rhetoric, and logic, to the eff orts to make edu-
cation more “relevant” in the real world, curriculum has responded to prevailing 
social issues, concerns, and priorities. Surveys conducted by the Committee for 
Economic Development and by the College Board have indicated that employers 
look for three traits in school graduates: an ability to learn, literacy, and a positive 
attitude toward work (Committee for Economic Development, 1985). Speaking 
on behalf of a nonprofi t “think tank” for business leaders, Fay provides a slightly 
diff erent list of job readiness skills in the 21st century: personal responsibility, 
work ethic, and communication skills (Fay, 2007). Meanwhile, attorney Michael 
Josephson, founder of the Josephson Institute of Ethics, suggests that businesses 
hire for character and train for skills (Josephson, 2007). What do you see as the 
responsibility of the schools and the curricula they provide?

Authors such as Th eodore Sizer (1985) and Mortimer Adler (1982, 1983) 
are more specifi c in their expectations, advocating an emphasis on intellectual 
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development. Perhaps most prescriptive of all is the call for a focus on cultural lit-
eracy, that is, those things that “every American needs to know” (Hirsch, 1988).

Another perspective involves emphasizing “character education.” Th e Cen-
ter for Advancement of Ethics and Character, an organization that sees the 
school curriculum as lacking in moral authority and ethical language to 
the point of being sterile and meaningless, looks for a “return” of American 
values to the school curriculum. Did you ever receive a grade in school for 
“good citizenship” or something similar? You can imagine how sticky this issue 
could be. For instance, an English teacher may want her students to read 
Th oreau’s On Civil Disobedience, yet obedience to the laws of the land is an 
ethical trait that citizens are supposed to possess. How might a teacher balance 
the message with the expectation?

Add in to this debate the question of time and a paradoxical question that 
could stump philosophers for decades comes into view. Th at is, for what time 
should schools prepare their students: the present or the future? Without 
doubt, education as we have known it has been based on the past and directed 
toward practical applications. It is true that high school seniors, college bound 
or not, will likely be putting their skills to work within days or weeks of grad-
uation. In such a case, a reasonable argument can be made that education 
should focus on today’s world, today’s needs, and today’s expectations of pub-
lic school graduates.

Yet, we also need to consider the youngster on the fi rst day of kindergar-
ten. Th at child is beginning an educational odyssey that will occupy nearly a 
decade and a half. Is it reasonable to assume that in more than a decade the 
needs of the community, nation, and world may be diff erent than they are to-
day? Will there be new ways of communicating, of doing business, of building 
buildings, and of repairing automobiles? Likely, the answers to these sample 
questions will be yes. Th e challenge is in designing a curriculum for a future as 
yet unknown. Are there fundamental skills and basic knowledge that essen-
tially remain unchanged from generation to generation; if so, should that be 
the emphasis of the school experience? Is it the case that intellectual develop-
ment prepares one to acquire any skill and to assimilate and accommodate a 
dynamic knowledge base?

In true American form, education is all about opportunity. Th e curriculum 
provides opportunities, and the teacher does her best to guide the students 
through those opportunities in a manner that helps to accomplish a desired goal. 
But a school cannot predetermine the educational experiences that a student will 
have. Rather, the school provides the opportunity that could result in an experi-
ence of value to the student. Whatever the parameters are or may one day be, the 
purpose of the curriculum is to prepare the student to thrive within the society as 
it is, and that includes the capacity for positive change and growth. Activity 5.2 
provides you with an opportunity to consider the purpose of a curriculum using 
the questions posed in the Tyler rationale.

The Four Curricula
As we look now to the structure of curriculum, you will fi nd that there are es-
sentially four curricula at work in most educational settings. Th ese four are the 
explicit, implicit, null, and extracurriculum, or cocurriculum. You are probably 
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Activity 5.2  Tyler Rationale: Answering Fundamental 
Curriculum Questions

Though fi rst proposed in 1949, the questions asked in the Tyler rationale still 
provide a good starting point for curriculum design. How would you answer 

each of the following questions? Do your classmates’ answers agree with yours? 
(Note:  We have asked several times now if you fi nd agreement among you and 
your classmates. We ask this because a curriculum has to represent the educa-
tional desires of many people. Finding agreement among your classmates now 
will be good practice for fi nding agreement among larger groups later.)

1.  What educational purposes should the school seek to attain?

2.  What educational experiences can be provided that are likely to attain these 
purposes?

3.  How can these educational experiences be effectively organized?

4.  How can we determine whether these purposes are being attained?

(Tyler, 1949, p. 1)

explicit curriculum  
The subjects that 
will be taught, the 
identified “mission” 
of the school, and 
the knowledge and 
skills that the school 
expects successful 
students to acquire.

implicit curriculum  
The lessons that 
arise from the cul-
ture of the school 
and the behaviors, 
attitudes, and expec-
tations that charac-
terize that culture.

familiar with the notions of explicit curriculum and extracurricular activities. Th e 
real intrigue of curriculum debate and design comes into play with the implicit 
and null curricula.

Explicit Curriculum
Explicit means “obvious” or “apparent,” and that’s just what the explicit curriculum 
is all about. Th is facet of the school curriculum is concerned with the subjects 
that will be taught, the identifi ed “mission” of the school, and the knowledge and 
skills that the school expects successful students to acquire. If you speak with an 
administrator at the school where you do your observations or practicum work 
and ask about the curriculum, it is this publicly announced (and publicly sanc-
tioned) message of the school that will be explained to you.

Th e explicit curriculum can be discussed in terms of time on task, contact 
hours, or Carnegie units (high school credit courses). It can be qualifi ed in terms 
of specifi c observable, measurable learning objectives. Each year when students 
complete the district- or state-adopted achievement tests, two dimensions of the 
educational process are being measured: the school’s success in eff ectively teach-
ing the explicit curriculum and the students’ success in learning it. Activity 5.3 is 
an opportunity for you to consider your own educational experience in terms of 
the explicit curriculum.

Implicit Curriculum
Other things are included in the message of school that are not typically part of 
the explicit curriculum. Sometimes referred to as the “hidden curriculum” 
(Wilson, 2005), the implicit curriculum refers to the lessons that arise from the 
culture of the school and the behaviors, attitudes, and expectations that charac-
terize that culture. Although good citizenship may be part of the explicit curricu-
lum, a particular ethos that promotes multiethnic acceptance and cooperation 
may also characterize a particular school. Th is is not to say that parents, teachers, 
and administrators sat around a table and said, “Hey, let’s promote acceptance of 
diverse ethnic values in the context of the American experience.” Th at would be 
nice, of course, but it would fall into the category of the explicit curriculum. What 
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is at work in an implicit curriculum is that by virtue of a high multiethnic enroll-
ment, a particular school may have a “culture” of multiethnic cooperation. An-
other school, “isolated” in that its enrollment is primarily that of one ethnic 
group, would develop a diff erent sort of culture.

As you can imagine, any social system is bound to develop a culture of its 
own that values certain behaviors, attitudes, and even skills and knowledge. 
Schools, too, are unique social systems. Even individual schools within a district 
that share a common explicit curriculum can diff er greatly with regard to the
implicit curriculum. Th is is not an altogether bad situation, but to a great degree, 
the implicit curriculum is subjected to less scrutiny than is the explicit curricu-
lum. On occasion, it is worthwhile to consider the implicit messages that are be-
ing transmitted and to consider whether they should be perpetuated.

Th ere are other aspects to the implicit curriculum, and interestingly 
enough, it is the students who pick up on these messages. When next you visit 
a school, notice how the classrooms and common areas are decorated. Th ese 
decorations will demonstrate what the implicit curriculum of the school values. 
Watch the children to see how they interact with each other within the class and 
throughout the building. Is there an emphasis on how students are to walk 
through the halls? Does the school display student work throughout the build-
ing? Is there an unwritten rule that children are to be seen and not heard? All 
of these factors contribute to a particular message sent to students about expec-
tations, demands, and codes of conduct.

If you want to investigate the notion of the implicit curriculum further, speak 
with some elementary school students. Ask them what is required to get good 
grades or the approval of the teacher. Th en don’t be surprised when rather than 
telling you about studying for an hour every night or completing homework cor-
rectly, they tell you things like “sit up straight” or “be quiet in class” or “be on time.” 
Th e implicit curriculum, diffi  cult as it is to identify and articulate, is something 
that students understand very quickly. Jerome Bruner (1960) speaks of the need to 
address intuitive understanding of a subject to learn increasingly sophisticated 
aspects of that subject. Well, here is a practical example of intuitive understanding. 

Activity 5.3 Explicit Curriculum

For this activity, consider either the curriculum you experienced in high school 
or that of the local school if you are doing observations as part of this course. 

After you have answered each of the following questions, discuss your perspective 
with a classroom teacher. How do your perspectives agree and differ?

1.  What subjects are offered as part of the explicit curriculum?

2.  What skills are all students supposed to acquire by completing the 
curriculum?

3.  What knowledge or literacy should the student possess by completing the 
curriculum?

4.  Have you listed any character traits in questions 1 through 3? If so, is it 
explicitly stated in writing that students in that school will learn or acquire 
those traits?

5.  What is your opinion of the curriculum you have been detailing? Are 
you in agreement with its goals? Is the school successful in enabling the 
students to reach those goals?

F I E L D  O B S E R V A T I O N
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When young children explain the expectations for a student in school, it will 
likely be the implicit curriculum that they discuss.

Null Curriculum
Just as compelling as the notion of the implicit curriculum is Eisner’s (1994) con-
cept of the null curriculum. Th is aspect of curriculum refers to “the options 
students are not aff orded, the perspectives they may never know about, much less 
be able to use, the concepts and skills that are not a part of their intellectual rep-
ertoire” (pp. 106–107). Th e teaching of evolution provides an example. For more 
than eight decades, this topic has been an issue of debate. Th e decision by indi-
vidual states or school districts within states not to include evolution within its 
explicit curriculum places it in the category of the null curriculum. In other 
words, the decision to exclude particular topics or subjects from a curriculum 
nonetheless aff ects the curriculum by its very omission.

Sex education is another contemporary example. Th e degree to which it 
should be included in the school curriculum has long been debated, and the 
newer issues of gender orientation, alternative lifestyles, and alternative family 
confi gurations, just to mention a few, exemplify how exclusion from the explicit 
or implicit curriculum, and thus inclusion in the null curriculum, aff ects the 
overall educational experience. Keep in mind that these are not minor issues or 
issues of limited public awareness.

Other aspects of the null curriculum are important for curriculum designers 
to consider as they fashion the educational programs of the new century. Artistic 
activity, creative endeavor, imagination, inventiveness, innovation, and the solv-
ing of ill-structured problems (the most prevalent of real-life problems) receive 
little emphasis in the traditional explicit curriculum and are oft en the fi rst to go 
when budgets are being trimmed. It is an interesting paradox that our country 
has succeeded by innovation and risk taking, yet these traits are not fostered 
within the curriculum to the same degree as conformity, procedure, and disci-
pline. As Eisner (1994) states, “We teach what we teach largely out of habit, and 
in the process neglect areas of study that could prove to be exceedingly useful to 
students” (p. 103). Th e future of education is wide open with electronic access 
to information but is equally restrained by the fi rewalling of electronic access in 
the name of the null curriculum. Another paradox? Yes, another. Yet the great 
excitement of the possibilities lies in the potential for adding greater depth to the 
explicit curriculum. Th at is, if schools were to address issues from the null cur-
riculum, the explicit curriculum would become richer.

Extracurricular Programs
Th e fourth aspect of curriculum is that of the extracurriculum or cocurricu-
lum. Th is curriculum represents all of those school-sponsored programs that 
are intended to supplement the academic aspect of the school experience. Ath-
letics, music, drama, student government, clubs, and student organizations are 
all extracurricular activities. Some of these activities occur during school 
hours (for example, newspaper and annual staff ), some occur aft er school 
hours and increasingly are directly sponsored by the school (e.g., athletic 
teams, clubs, some scout troops), and some occur aft er school without school 
support (for example, some scout troops, music and dance lessons). Of course, 
there is much overlap in categories.

null curriculum “The 
options students are 
not afforded; the 
perspectives they 
may never know 
about, much less be 
able to use; the con-
cepts and skills that 
are not a part of 
their intellectual 
repertoire” (Eisner, 
1994, pp. 106–107).

extracurriculum All of 
the school-sponsored 
programs (for exam-
ple, athletics, band) 
that are intended to 
supplement the aca-
demic aspect of the 
school experience.
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Data from high-poverty schools participating in the National Education Lon-
gitudinal Study of high school students found that 70 percent of white students 
who were not involved in extracurricular activities graduated as opposed to 87 
percent of those who were involved. For African American students, the fi gures 
were 62 percent for uninvolved and 78 percent for involved; for Hispanics, the 
fi gures were 75 percent and 82 percent, respectively (“Extracurriculars Boost 
High School Graduation Rates,” 2007). Incidentally, the three most frequent aft er-
school extracurricular activities of students in K-8 were sports (31%), religious 
organizations (20%), and the arts (18%) (Condition of Education 2006, 2006). 
Keep in mind that, in contrast with the explicit curriculum, participation in these 
activities is purely voluntary and does not contribute to grades or credits earned. 
Extracurricular activities are open to all, though participation oft en depends on 
skill level.

By the early years of the 1990s, more than 80 percent of all high school se-
niors participated in extracurricular activities. In particular, students from 
smaller schools and students with stronger academic backgrounds tended to par-
ticipate. Holland and Andre (1987) suggest that the value of extracurricular ac-
tivities extends beyond school. Th ey indicate the following fi ndings:

 1.  Extracurricular activities enhance student self-esteem.
 2.  Athletics, in particular, improves race relations.
 3.  Participating students tend to have higher SAT scores and grades.
 4.  Involvement is related to high career aspirations (pp. 437–466).

Not everyone agrees, however, that the extracurriculum serves a worthwhile 
purpose. Bradford Brown (1988) suggests that the eff ects of participation in ex-
tracurricular activities are “probably positive” but are modest at best. Just as stu-
dents from smaller schools are more likely to be involved, the research also indi-
cates that students from larger schools are less likely to participate. Even more to 
the point, students who could most benefi t from involvement tend to shy away 
from such programs.

Organized school activities repre-
sent elements of the extracurricu-
lum. What lessons can you iden-
tify from the extracurriculum?
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We might also question the “dream” aspect of extracurricular activities, par-
ticularly in terms of athletics. It is oft en said that sports are what keep many 
youngsters in school. Th e aspirations for professional careers are the stuff  of 
which rags-to-riches movies are made. Yet of the more than 5 million students 
who compete in varsity sports, only 1 in 50 will play for a college team. And of 
those, only 1 in 100 male athletes will play for a professional sports team. It is not 
surprising that critics of the extracurriculum, such as Giff ord and Dean (1990), 
question the academic value of programs that do little to prepare students for 
achievement tests, exit examinations, and college entrance examinations.

Th is brief look at extracurricular activities is not intended to suggest that 
they should simply be banished from the schools. However, with the consider-
able amount of money that goes into some programs and the dearth of funds 
made available to others (in particular, academically oriented programs), one 
must question whether the “traditional” extracurricular structure is working 
to achieve best purposes. Perhaps a worthwhile exercise would be designing an 
organizational system that has these functions: (1) integrates the extra pro-
grams into the academic program; (2) allows the academic program to become 
more engaging; (3) opens extracurricular programs to a wider range of par-
ticipation; and (4) does not allow the abdication of parental responsibility by 
providing extended “child care,” and prefabricated social and intellectual 
stimulation. Use Activity 5.4 to further explore the issues of the extracurricu-
lum. Having conducted your research, what recommendations would you 
make about this aspect of the curriculum? Figure 5.1 summarizes the four 
types of curriculum discussed in this chapter.

Activity 5.4 Redesigning the Extracurriculum

Extracurricular activities represent an interesting concern in schools. The very 
word extracurricular indicates that they are not part of the graduation require-

ments of an education program. Yet, it is also true that applications for college, 
scholarships, and employment often ask about a student’s extracurricular activi-
ties. In addition, they are often cited as “the reason that a child attends school” 
and as free after-school programs. So how do we make best use of this part of the 
curriculum? Use the Internet to fi nd the information that will help you answer the 
following questions.

1.  What percentage of students is engaged in extracurricular activities? Approxi-
mately how much money is allocated to extracurricular activities? (Note: You 
might want to identify a particular level of school such as elementary, middle, 
or high school.)

2.  What are the 10 most popular activities? Considering the entire student pop-
ulation of a school, do you think these activities represent the best use of ed-
ucation funds? Why or why not?

3.  Should all students be required to engage in some extracurricular activity? If 
not, write an editorial or commentary (something that would be suitable for 
a local newspaper) defending the current use of funds for extracurricular ac-
tivities. Alternatively, write an editorial that would support either eliminating 
extracurricular programs or redesigning them to involve the entire student 
body. You will be able to fi nd support for either position by searching the 
Internet using the phrase “extracurricular activities in public schools.”
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Perspectives of Curricula
Suppose you wanted to buy an automobile. You would expect the vehicle to have 
a chassis, a power plant, four wheels (with tires, of course), the necessary controls 
to operate the vehicle, and the ability to get you from one place to another. Th ose 
characteristics would, in general, represent what we think of as an automobile. 
But you know that there are millions of cars out there, and they diff er in many 
ways. Color, power, styling, and sound systems are just some of the aspects of cars 
that would make your car unique. We are in a similar situation as we now discuss 
the diff erent perspectives that can characterize a curriculum.

We know that the “curriculum” is really four curricula in a relationship 
that represents the socially sanctioned skills, knowledge, attitudes, and behav-
iors that the school is charged with teaching to its students. But that can es-
sentially be said of any curriculum at any school; indeed, there are thousands 
of curricula across the country, each refl ecting its own state, district, and local 
concerns and values. So, we need to turn our attention to the philosophies and 
perspectives, the “colors and sound systems” that make the various PreK–12 
curricula unique.

Four Types 

of 

School Curriculums

Explicit Curriculum

Implicit Curriculum

Null Curriculum

Extracurriculum

Actual subjects taught and 

the announced character 

traits that the school wishes 

to instill in its students

Unspoken lessons and 

values that the district or 

individual school supports

Activities and experi-

ences in which students 

choose to participate

Topics and issues that the 

state or local district/school 

has specifically chosen not 

to present to its students

Figure 5.1
The four curricula. The program 
offered to students in school is 
complex. There are actually four 
curricula that affect students 
throughout the experience.
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Cognitive and Affective Perspectives
Two dominant perspectives of curriculum have occupied the educational spot-
light, though more oft en than not they are embroiled in a struggle to fi nd a com-
mon ground. One perspective is the subject-centered curriculum, the oldest 
curricular format in the Western world, dating back to classical Greece and 
Rome. Th e other perspective is the student-centered curriculum, which fi rst 
found favor through the work of John Dewey and later enjoyed a resurgence in 
popularity beginning in the latter 1960s. Because any curriculum must ultimately 
center on the student, we are going to borrow from the results of the White House 
Conferences on Education that occurred in 1956 and 1964, and adopt the terms 
cognitive (which takes an objective “thinking skills” perspective) and aff ective  
(which adopts a subjective perspective emphasizing attitudes and personal mean-
ing) to distinguish between the two approaches. Most versions of curricular de-
sign fall into one category or the other. Of course, there will also be those varia-
tions that attempt to reconcile the diff erences and fi nd the golden mean, as 
Aristotle centuries ago advised that we do.

Cognitive Perspective
Th e cognitive perspective focuses on the acquisition of knowledge. To that 
end, curricula are typically divided among several distinct subject-matter 
areas. In the elementary school, the diff erent subjects are taught at scheduled 
times each day, with reading and math typically scheduled in the morning 
when students are believed to be most alert. In the secondary curriculum, 
students typically move from one room to another for diff erent subjects. In 
either case, each subject is taught in isolation with its own facts, skills, and 
lessons to be learned.

Subject-Centered Curriculum
Th e subject-centered approach has been prominent in the American public 
school system for well over 100 years. Its origins can be traced to the work of Wil-
liam Harris in the 1870s. As superintendent of the St. Louis school system, Harris 
established a subject-centered curriculum in the classical tradition. Over the 
years, despite variations in course off erings and changing social priorities, this 
curricular structure has remained largely unchanged. Th e “basics,” those subjects 
that many still believe all children should learn, continue to hold their place in 
the daily schedule. To a degree, this can be attributed to the perennialist view that 
the best of the past, the important thinking, writing, and literature, is just as per-
tinent to the present.

Th e subject-centered approach is an effi  cient system from a logistical stand-
point in that it requires little or no cooperation between teachers in diff erent 
disciplines. Because the subjects remain separate, textbooks in any particular 
discipline can be updated without concern for the way information in one disci-
pline might aff ect that of another. For instance, cloning can be addressed in a 
biology textbook without concern for the social and ethical ramifi cations that 
would be pertinent to a course in social studies or civics.

As you can see, the subject-centered approach lends itself well to a logical—we 
could even say linear—consideration of any particular discipline. Th e curriculum 
can be easily organized so that subjects are treated with increasing sophistication. 

subject-centered 
curriculum A cur-
riculum that empha-
sizes the subjects 
that all students 
should learn.

student-centered 
curriculum A cur-
riculum that empha-
sizes the natural in-
terests and curiosity 
of the student.

cognitive perspective  
The aspect of the 
curriculum that fo-
cuses on the acquisi-
tion of knowledge.
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Th at is, what one learns at an earlier level is the foundation for the next level. 
However, facilitating a transfer of learning  (for instance, recognizing that what 
was learned in fourth grade can be applied in fi ft h grade) falls more into the  af-
fective perspective of curriculum design and, unfortunately, is oft en neglected 
when the emphasis is on the cognitive approach. Th e very effi  ciency of the 
subject-centered approach may be its downfall in this particular regard. It is so 
easy to package materials to be “grade-level specifi c” that the curriculum actually 
becomes rather rigid. Adjusting to factors such as learning style, rates of learning, 
and even rates of development is not easily managed and, therefore, is oft en not 
attempted.

Th e rigidity and linearity of the subject-centered curriculum is both a 
blessing and a curse. On the one hand, the subject-centered approach specifi es 
a knowledge base and provides a solid platform for those who believe that 
there is a core of knowledge that all students should know. On the other hand, 
although the subject-centered approach can champion the cause of the com-
mon culture, it oft en does so at the expense of individual styles. A further 
criticism is that it fails to develop critical thinking or individual creative abili-
ties. Th is, as is so oft en the case, is the basis for an interesting question. At this 
point in our discussion, would you say that it is more important for children 
to absorb and memorize many facts and discrete bits of information, or to be 
able to develop skills in the manipulation and use of information? Or, just so 
you don’t think that we are trying to corral your thinking, does the question 
imply a false dichotomy?

Core Curriculum
We alluded to the notion of a core curriculum in the previous section. Like 
subject-centered curriculum, core curriculum emphasizes the acquisition of a 
particular body of knowledge. We include it on the cognitive side of our discus-
sion because its proponents argue that all students should know this body of 
knowledge. However, as Ornstein and Levine (2008) point out, the term has been 
used in various ways. One version emphasizes an interdisciplinary approach that 
shows how diverse subjects relate. Th e other approach focuses on all students 
experiencing a common body of required subjects. In addition, over the years 
there has been some discussion of how the body of knowledge is to be presented 
to students. It could be possible for a core curriculum to be student centered 
rather than subject centered. However, in a student-centered approach, the stu-
dents themselves have considerable input into what they will learn because it will 
be based on their individual interests. Despite these variations, the emphasis is on 
the acquisition of information. For that reason, we fi nd it more appropriate to 
think of a core curriculum as being centered around the information that all stu-
dents are to acquire.

A signifi cant movement behind this idea has come from the somewhat con-
troversial work of E. D. Hirsch Jr. (1988, 1996) and his associates. Hirsch includes 
more contributions of women and various ethnic groups in his compilation of 
what all students should know than has been typical in educational materials. 
Th ough they defi nitely suggest that there are specifi c things that all children 
should know, Hirsch and his colleagues argue that it is the knowing of these 
things that allows eff ective communication within the culture. Perhaps you can 
understand why the notion of core curriculum sometimes crosses over into the 
aff ective domain; the learning is very much knowledge oriented, but the 
outcome is a matter of cultural value and understanding. Nonetheless, a third 

core curriculum A 
curriculum that em-
phasizes a particular 
body of knowledge 
within the subject 
areas that all stu-
dents should learn.
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grader sitting down to a day of educational delight in a core curriculum environ-
ment had better be ready to take plenty of notes, and to read them over and over 
before the next test.

Mastery Learning
Th e mastery learning approach to curriculum began with the work of John 
Carroll (1963). Th is approach, developed further by James Block (1971) and 
Benjamin Bloom (1976), addresses the criticisms about the subject-centered cur-
riculum. We keep mastery learning here in the cognitive camp because, as you 
will see, it does not undermine the philosophy of there being specifi c information 
that children must learn. Th e emphasis is on enabling all children to learn that 
specifi ed information despite diff erences in learning abilities—particularly in 
their individual rates of learning.

Underlying the mastery learning perspective is an awareness that not all chil-
dren learn at the same rate. Yet, a typical problem with a subject-centered cur-
riculum is its rigidity and linearity. Th e curriculum essentially assumes that all 
children will progress along the educational continuum together. You should 
have no trouble thinking of a time when you understood what the teacher was 
presenting long before anyone else in the class did. Or perhaps there was a time 
when you could not seem to grasp a particular concept at all. From the mastery 
learning perspective, the problem was that some students needed more time than 
others to learn a given lesson.

Bloom points out that the problem is that all students are essentially provided 
with the same amount of instruction, the same quality of instruction (despite 
individual diff erences), and the same amount of time available for the instruction. 
Some students, obviously, will do just fi ne with this. Others, however, need an 
adjustment in one or more of the three factors. In essence, what we might con-
sider as “failure” on the part of the student is actually a failure of the curriculum. 
Adjusting the instruction in terms of quantity, quality, or both, as well as adjust-
ing the amount of time a student has to work with a given topic, will allow for 
eventual mastery. So the content of the curriculum is not a problem, just some 
elements of the presentation.

Th ough the mastery learning theme makes obvious sense, implementing a 
system of mastery learning is not an easy task. Remember, the subject-centered 
approach tends to keep all students on the same page and moves them along at 
the same rate, and this works well with the traditional perspective of placing stu-
dents in grade levels based on age. Th e grades children earn tend to refl ect their 
capacity to learn in the specifi ed time rather than their capacity to learn. Mastery 
learning opens up the possibility, theoretically, that in a class of 25 students, the 
teacher could have students on 25 diff erent pages. Interestingly enough, mastery 
learning may well represent an instructional technique that was simply ahead of 
its time in terms of instructional delivery systems. As you read the following list 
(from Hyman & Cohen, 1979), note the degree to which the recommendations 
for implementing a mastery learning approach seem to foreshadow the instruc-
tional applications of computer technology.

 1.  Defi ne instructional objectives so that teacher and student know where they 
are and what must be accomplished.

 2.  Provide immediate feedback to learners.
 3.  Set the level of instruction so that learners are maximally successful.
 4.  Divide the instruction into small, self-contained modules.
 5.  Provide positive feedback to reinforce appropriate responses.

mastery learning A 
series of educational 
practices based on 
the belief that given 
appropriate instruc-
tion and sufficient 
study time, almost all 
students can meet 
the specified learn-
ing standards.
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Th e ideas behind mastery learning seem basic enough, yet perhaps the real 
lesson that we learn (in terms of looking at formal education) is that the tradi-
tional approach of one teacher working with a classroom of students still repre-
sents the mindset of what school is all about. Even something as malleable as 
curriculum can have characteristics that are exceedingly resistant to change. As 
one who is just now entering the profession of teaching, you may fi nd it interest-
ing to watch for the eff ect of computers on classroom instruction over the next 
decade. Perhaps most intriguing will be whether the wide-ranging economic dif-
fi culties that arose in 2008–2009 will have an infl uence on expenditures for tech-
nology as the next decade begins.

Outcome-Based Education
Th is approach to curriculum reform is known by several names: outcome-based 
education (OBE), competency-based education, and performance-based educa-
tion. Regardless of name, this approach seeks to organize the curriculum by 
identifying what students are supposed to accomplish. With that in mind, you 
should be able to see how this relates to the mastery learning approach. Propo-
nents of mastery learning and those of OBE would maintain that learning goals 
must be clearly defi ned. Generally speaking, this refers to learning specifi c pieces 
of knowledge. OBE is intended to allow students to learn at higher levels by 
clearly setting the standard that must be reached. Evaluation becomes a simple 
matter because the student either reaches the standard or she does not. Given 
enough time (the mastery learning perspective), all students could be expected to 
succeed if they know what standard is expected. Paradoxically, the realistic con-
straints of time, educational funding, and the desire of parents to see their chil-
dren succeed can lead to the establishment of standards that represent minimal 
competency. Th at is, curriculum designers would have to identify those things 
that all students must know to move to the next grade or to graduate from high 
school, as the case may be. In that situation, students know that they must reach 
a particular mark to proceed; thus, there is little incentive to reach a mark any 
higher. OBE may, in that regard, lead to achievement at a low level rather than at 
a higher level. Th is particular paradox aside, the message of OBE is an important 
one. Meaningful curricular reform will require that decisions are made as to what 
the school is supposed to accomplish and what a student who successfully com-
pletes the school program should know and be able to do. Table 5.1 summarizes 
the approaches discussed here in the cognitive perspective.

outcome-based educa-
tion (OBE) The 
practice of establish-
ing the specific ex-
pected outcomes of 
education.

Table 5.1 Cognitive Perspective of Curriculum 
(Typically Subject-Centered)

Subject-centered curriculum Emphasizes the subjects that all students 
should learn

Core curriculum Emphasizes a particular body of knowledge 
within the subject areas that all students 
should learn

Mastery learning Sets a standard that must be met and 
allows time to meet that standard

Outcome-based education Establishes the specifi c expected outcomes 
of education
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Affective Perspective
In 1956, Th e Taxonomy of Educational Objectives: Cognitive Domain emerged as 
the result of the fi rst White House Conference on Education. Eight years later, in 
response to what was perceived as an overemphasis on a facts-and-fi gures, 
factory-like approach to education, the second White House Conference on Edu-
cation took place. Th e result was the Taxonomy of Educational Objectives: Aff ec-
tive Domain. Th e cognitive domain is concerned with levels of thinking (Note: 
Th e original taxonomy begins with knowledge and rises to the most sophisticated 
level, evaluation. Th e revised version of the taxonomy begins with remembering
and culminates with creating). Th e aff ective domain is concerned with feeling and 
valuing. Th e schools, it was believed, should not only present information to stu-
dents but should also help them see the value of that information and to concern 
themselves with matters more “human” than the mere acquisition of facts. Activ-
ity 5.5, Freedom Writers Foundation, provides an opportunity for you to look at 
an outstanding example of how an educator, Erin Gruwell, and her students hu-
manized the curriculum. 

Student-Centered Curriculum
Th e idea of a student-centered curriculum, though it enjoyed new popularity 
with the aff ective movement of the mid-1960s, was by no means a new idea. In 
the late 1700s, the pragmatist philosopher Jean-Jacques Rousseau advocated 
childhood self-expression as the basis for an educational approach to circumvent 
the corrupting infl uence of society. Rousseau’s perspective, as expressed in his 
1762 work Emile, may have been a bit extreme when viewed in the context of a 
system that would serve the more than 50 million students in the U.S. schools 
today. However, the notion that the education of a child can be served by capital-
izing on the natural interests of the child bears further consideration. Aft er all, 
even at this point in your life you are much more likely to learn something that 
interests you than some subject you study only to fulfi ll a program requirement.

In contemporary American education, it was John Dewey (1859–1952) who 
attempted to bring the student-centered concept into a more practical alignment 
with the subject matter that the society at large believed children should know. 
Dewey’s work came to prominence in the early part of the 20th century, then lost 
its luster for various reasons, only to fi nd new acceptance as the aff ective 
perspective gained in popularity during the 1960s and 1970s.

Activity 5.5 Freedom Writers Foundation

An outstanding example of beginning on the classroom level to establish a 
program that humanized a curriculum and changed the lives of students is 

that of Erin Gruwell and what has become the Freedom Writers Foundation. Be-
gin by going online to learn about this project, the people who made it happen, 
and the results. Then consider the following questions:

1.  What do you think was Ms. Gruwell’s goal when starting this project?

2.  Is it the curriculum that changed or the way that the curriculum was 
presented?

3.  What change of perspective is required to turn a teachable moment into 
a vibrant adaptation of a curriculum?

affective perspective  
The aspect of the 
curriculum that em-
phasizes feeling and 
valuing.
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Th e notion of child-centered education uses subject matter as the context 
around which student growth and development will be facilitated. Th at, of course, 
entails at least two considerations. One is what subjects will be taught to foster 
that development. Th e other consideration is a determination of what we, as a 
society, want to develop in our children. Dewey tried to balance these two con-
siderations by couching education in terms of the child’s life and the society’s 
needs. A key observation in understanding Dewey’s perspective is his idea that 
school does not prepare one for life, it is life. Th us, if we want children to learn to 
function in a democratic society, we must off er them opportunities to exercise 
democratic policies (Were you on the student council in high school?). If we can 
identify pro-social behaviors that we wish to develop in children, we must then 
put children in situations that provide opportunities to act in desired ways.

Dewey’s pragmatist philosophy evolved into the Progressive Education move-
ment. Unfortunately, in the fi rst half of the 20th century, progressivism came to 
be known as a curriculum based on juvenile desires, even to the point that chil-
dren were choosing the courses they would study. Not surprisingly, there arose a 
discernible lack of academic rigor that continued its decline into the somewhat 
sleepy postwar national consciousness until Sputnik made its way into Earth’s 
orbit in 1957. Along the way, even Dewey disagreed with many of the experi-
ments in curriculum that were carried out in the name of progressivism.

Th e pragmatic thrust had been that children come to school with natural 
inquisitiveness and curiosity in the context of their own place in the world. Edu-
cation should seize the opportunity off ered when children are naturally eager to 
learn about the world in which they live. However, Progressivism (note the capi-
tal “P”) as an educational reform movement failed to provide the balance of con-
tent and context for which Dewey had argued. Yet, it goes without question that 
progressivism as a personal and institutional philosophy of education has had, 
and continues to have, considerable infl uence over pedagogy and curriculum. We 
may one day see the promise of progressivism fulfi lled as its modern-day propo-
nents work to resolve the issues that so divided the initial reform eff orts.

Humanistic Education
As the cognitive emphasis of the 1950s and early 1960s waned, curriculum again 
returned to an emphasis on the humanistic aspect of education. Humanism
seeks to bring an element of value and meaning to education, and to move away 
from the notion of education as the mere dissemination of information. Building 
on the work of psychologists Carl Rogers (1983) and Abraham Maslow (1987), 
curriculum designers again sought to make the factual content of education 
meaningful in the context of human values such as honesty, cooperation, and 
individual uniqueness. It is here that we fi nd the impetus toward values-centered
education, also referred to as character education. Eff orts in this regard intro-
duce moral and ethical issues into the curriculum together with the traditional 
subject matter.

A discussion of values, character, or ethics as part of the educational curricu-
lum should bring to mind the four separate curriculum components presented 
previously: explicit, implicit, null, and extracurriculum. Th e emphasis of the ex-
plicit curriculum continues to fall on discrete subject areas such as reading and 
mathematics. Yet values and character are very much in the province of the im-
plicit curriculum. In a country such as the United States, with its blend of diverse 
social, cultural, and religious perspectives, deciding which values should be 
taught in the public school becomes problematic.

humanism A philoso-
phy that emphasizes 
the value and mean-
ing of education 
rather than the mere 
dissemination and 
acquisition of facts.

character education  
The introduction of 
moral and ethical is-
sues into the curric-
ulum together with 
the traditional sub-
ject matter.
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To a degree, extracurricular activities have been touted as fostering character 
education. Ideas of teamwork, delayed gratifi cation, planning, and persistence 
have permeated activities, both athletic and academic. Yet even here we see mixed 
signals. Th at is, the aff ective approach of cooperation may be seen by students as 
being at cross-purposes to the competition-based economic system on which our 
country functions.

Nonetheless, as Maslow (1943) demonstrates through his Hierarchy of Needs 
(Figure 5.2), people are not inclined to focus on high-level tasks such as academic 
learning unless lower-level humanistic needs are fi rst satisfi ed. A child who 
comes to school hungry is concerned more with getting something to eat than she 
is with learning vocabulary words. A high school student is fi rst concerned with 
being accepted by her peers and only secondarily concerned with titration ex-
periments in chemistry.

Humanism in education is not an unreasonable expectation. Th e message is 
that the school must address both the cognitive and the humanistic (aff ective) 
aspects of development if the child is to be successful. Th is considerably broadens 
the role of the school. Have your answers to the activities in this chapter been 
broad enough to account for this wide range of human needs?

Cooperative Learning
A discussion of humanism leads logically to a discussion of the cooperative 
learning perspective because cooperative learning is intended to address the is-
sues that humanists raise. Th e more traditional competitive structure in virtually 
all facets of the school experience (academics and extracurricular experiences) 
tends to divide the school population into high achievers and low achievers. 
When such factions exist, tension and sometimes hostility between and within 

Self-
Actualization

Needs

Aesthetic Needs

Need to Know
and Understand

Self-Worth and Self-Esteem Needs

Love and Belongingness Needs

Safety and Security Needs

Physiological Needs

Figure 5.2
Maslow’s Hierarchy of Needs.

cooperative learning  
A philosophy and set 
of practices in which 
heterogeneous groups 
of students work to-
gether on clearly 
defined and mean-
ingful goals.
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the various groups is a typical result. Cooperative learning represents an attempt 
to address and diminish those problems (Johnson, Johnson, & Holubec, 2009; 
Slavin, 2005). Th erefore, we include the cooperative learning approach under the 
heading of aff ective perspectives because it does not change the content being 
off ered to the students and is intended to improve achievement by addressing 
attitudes.

People oft en think of cooperative learning as occurring any time students 
work together in groups. In fact, there is considerably more structure to coopera-
tive learning than might be readily apparent. First, cooperative groups are not just 
clusters of friends working together. Instead, the teacher assigns the membership 
of each group so that there exists a heterogeneous mix of ability levels within the 
group. Slavin (1988) defi nes cooperative learning as “a set of instructional meth-
ods in which students work in small, mixed-ability learning groups. Th e students 
in each group are responsible not only for learning the material being taught in 
class, but also for helping their group mates learn” (p. 9). Grouping all of the top-
level students together and all of the lower-level students together in a separate 
group would only promote the distinctions that a typical competitive arrange-
ment establishes. Th e philosophy of a heterogeneous cooperative group is that the 
lower-level student is brought up to a higher level by working with a peer on a 
higher level. Th e higher-level student is taken to a greater degree of subject matter 
understanding by having to articulate the information in her own words and in 
ways understandable to her peers.

A second consideration for successful cooperative learning is that the group 
must have a clearly defi ned and meaningful goal. Success is then keyed not only 
to the success of the group but also to each individual’s learning within the group. 
So that a group’s success is not attributed to just one student, each member of the 
group is assigned a specifi c task. Th ese tasks can take various forms and can 
change with the particular exercise. For example, Sunal and Haas (2005) explain 
it this way:

Th e method used in grouping students is important to the success of 
cooperative groups. Teachers plan heterogeneous, small cooperative 
groups. A typical group includes four students: one high achiever, two 
average achievers, and one low achiever. Leadership responsibilities 
for both the content of the lesson and the success of the group belong 
to all group members. One student might be the group recorder, writ-
ing down what decisions are made and keeping notes. Another student 
might be the materials manager, collecting the materials needed and 
organizing them. Another student might be the group spokesperson in 
charge of communicating learning outcomes to others. One more stu-
dent might be the group organizer, making sure that everyone has a 
chance to contribute to the discussion and that each person has a clear 
task to do. Roles usually alternate over time among members of the 
group. (p. 139)

It is important to note, however, that even in this arrangement each indi-
vidual is responsible for understanding the fi nal results of the group’s work. 
Division of labor does not release any individual from accomplishing the aca-
demic task assigned to the group. Proponents of cooperative learning 
(e.g., Johnson & Johnson, 1998; Kagan, 1994; Slavin, 1995) argue that such an 
approach builds self-esteem, trust, teamwork, and mutual acceptance. In addi-
tion, this approach seems particularly valuable for raising the achievement 
levels of at-risk students.

at-risk students 
Students who are 
achieving sufficiently 
below their potential 
or grade level, or 
both, so as to be un-
able to acquire the 
competence needed 
to function in the 
larger society.
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step into the classroom

TEACHSOURCE
Video Case 5.1

Cooperative Learning in the Elementary 
Grades: Jigsaw Model or Cooperative Learning: 
High School History Lesson

Go to the premium website to view Cooperative Learning in the Elementary 
Grades: Jigsaw Model or view Cooperative Learning: High School History Lesson, 
depending on whether you wish to teach elementary or secondary level students 
(or watch them both!). These two videos show examples of students working in 
cooperative groups. After watching the clips and reading the interviews with the 
teachers, consider these questions:

 1.  What does the cooperative nature of these activities bring to the lesson 
that would be missing if the teacher simply lectured to the class about the 
same topic?

 2.  What benefi ts do you see to cooperative learning with regard to accom-
plishing the goals of the curriculum? What drawbacks, if any, do you see?

broad fields curricu-
lum Also known as 
integrated, or fused, 
curriculum, it at-
tempts to make logi-
cal connections 
among various sub-
ject areas and en-
courages the appli-
cation of the 
information to real-
life situations.

Opponents contend that cooperative learning can give some students the op-
portunity to receive credit for work not done (i.e., group accountability takes 
precedence over individual accountability), and that it is not the responsibility of 
students to teach students. In their view, the higher-level student could achieve 
even more if not held back by the pace of lower-level students. Th is dilemma 
poses some intriguing questions in terms of curriculum design. For instance, is it 
preferable that all students succeed together at a lower level, because living in a 
society requires cooperation, or that they learn the lessons of competition, which 
encourage some to achieve at higher levels, because that is the way our social 
system is organized? What would your opinion be as a curriculum designer?

Broad Fields Curriculum
Proponents of the broad fi elds curriculum, also known as the integrated cur-
riculum or the fused curriculum, argue that one of the primary problems with the 
subject-centered approach is that the interconnectedness of subject areas is lost. 
To a degree this is true. In fact, from a behavioristic perspective, we can see it 
happen on a regular basis. A common example is when a student learns a par-
ticular lesson in one subject, for instance, in math, but fails to apply that learning 
to a real-life situation that calls for it. For example, suppose you needed to cut 
down a tree. Th e problem is that it has to fall in the direction of a nearby street 
and you don’t want it to wind up blocking the traffi  c. How can you tell where the 
top of the tree will fall? You probably were exposed to a simple technique in ge-
ometry that would tell you almost exactly where the treetop would fall no matter 
how tall the tree. Do you know it? Would you know to apply it in this situation?

Th e point is that the typical approach of teaching subjects in isolation con-
ditions students to learn the information in isolation; thus, they fail to make 
connections between subjects and situations. Th e integrated curriculum over-
comes this tendency by combining several subjects so that the interrelationships 
are part of the study itself. Social studies is an example of combining history, 
sociology, geography, economics, and civics to present the practical meaning 
behind the isolated facts. Language arts is another example of organization in 
terms of the broad fi elds curriculum. Ernest Boyer (1995) recommends that the 
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curriculum be organized around eight “core commonalities”: the Life Cycle, 
the Use of Symbols, Membership in Groups, a Sense of Time and Space, Re-
sponse to the Aesthetic, Connections to Nature, Producing and Consuming, 
and Living with Purpose.

It is interesting that the concept of “core” materials shows up both in the 
cognitive (core content) and the aff ective (core commonalities) perspectives of 
curriculum. Proponents of the broad fi elds curriculum contend that it provides 
for the easy integration of subject matter, off ers a useful context for the presenta-
tion of knowledge, facilitates the development of understanding and apprecia-
tion, and fosters development of critical thinking more so than the memorization 
of facts. On the other side of the aisle, the opponents argue that combining 
courses does not guarantee that useful integration of information will take place. 
In fact, what one might expect is an overall watering down of the curriculum that 
leaves the student with a general idea of too broad a picture and very little specifi c 
information about anything.

Problem Solving, the Relevant Curriculum, and Inquiry
Th e consideration of aff ective perspectives becomes even more sophisticated as 
we consider curricular formats that focus on problem solving, relevancy, and in-
quiry. Most interesting at this point is that problem-solving and inquiry, in par-
ticular, are very much cognitive processes. Yet, it is their use in making the cur-
riculum relevant to the student’s world that places them in our aff ective category. 
Th at is, they serve to give the subject matter meaning in a greater context than the 
subject matter itself.

At fi rst you might think that problem solving has long been part and parcel 
of what goes on in school. Aft er all, your courses in mathematics, physics, and 
chemistry focused on equations and numerical manipulations over and over. 
Th ose exercises, however, are more representative of “solution fi nding” than of 
problem solving as we are discussing it here. In those cases, there was one correct 
answer to the “problem” you were given. Th ere existed a great degree of structure 
to the problem, and there was a particular formula or equation that you were sup-
posed to apply. Activities such as these represent well-defi ned problems.

Cooperative, collaborative work 
can foster the development of 
problem-solving skills as stu-
dents search for solutions.
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By contrast, the activities that characterize a problem-solving curriculum are 
closer to what are called ill-defi ned problems. In this scenario, there are skills that 
can be applied in working toward a solution, as well as a particular genre of in-
formation (for instance, problems in science or problems in social studies), but 
there is not necessarily one correct or appropriate answer to the problem. Rather, 
a logically defensible answer or a creatively appropriate answer is required. Th e 
emphasis of such a curriculum is clearly on the process of reaching a solution 
together with the incorporation of knowledge and principles presented in class. 
Th rough this process, students can be expected to use skills of observing, inter-
preting, classifying, evaluating, and decision making.

Th e impetus of a problem-solving perspective can come from one of at least 
two places. Th e teacher can assign the problem to be solved and perhaps pro-
vide some parameters within which the activity will take place. Th e activity is 
then driven by the students’ own thinking—a situation that typically generates 
much more interest on the part of the student. Such an approach facilitates 
making connections between what is studied in school and how it can be ap-
plied in the real world. Students can practice and apply their skills by working 
with the very problems they hear and read about all the time. Activities that 
focus on the environment or on intercultural and intracultural issues are among 
the many topics that a problem-solving approach could use to integrate the 
various disciplines within the curriculum into a meaningful and relevant edu-
cational opportunity.

An inquiry approach is another variation of a problem-solving curriculum. In 
this case, students are encouraged to formulate questions and to then discover the 
answers to their questions by using the problem-solving, critical thinking, and 
creative thinking skills we have been discussing. Within any discipline, students 
learn to question things just as practitioners within that fi eld would question their 
own observations.

For example, when studying science, students oft en simply read and memo-
rize scientifi c facts, and perform highly structured scientifi c “experiments.” In an 
inquiry-based approach, students would think like scientists and do the things 
that scientists do. Th at is, their lessons would begin with a question that would 
then be answered by systematically applying the thinking skills that a scientist 
would use (e.g., observation, prediction, inference, classifi cation, communica-
tion, measurement) organized into a particular investigative form (e.g., docu-
menting, generating models, inventing, experimenting, learning by trial and 
error, refl ecting, prediction testing).

Clearly, answering one’s own questions has much more meaning than answer-
ing questions that someone else has provided. Th e inquiry approach to a problem-
solving curriculum format can bring a tremendous amount of excitement to 
classroom activities. It takes considerable expertise and preparation for a teacher 
to provide such situations, but it is a joy for a teacher to watch a classroom full of 
students engaged in the meaningful educational activities that can be off ered.

Activity Curriculum
Th e activity curriculum is typically seen as being an extreme version of the 
student-centered curriculum perspective. Sometimes attributed to Dewey, it is 
more accurately a variation off ered by one of his colleagues, William Kilpatrick 

activity curriculum  
The designing of ed-
ucational experiences 
based on the inter-
ests of particular 
students at a partic-
ular time.
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step into the classroom
TEACHSOURCE
Video Case 5.2

Motivating Adolescent Learners: Curriculum 
Based on Real Life

Go to the premium website to view Motivating Adolescent Learners: Curriculum 
Based on Real Life. In this video you will see how a sixth-grade teacher uses a 
student-operated school store as a real-life example of mathematics at work. 
After watching the video, consider these questions: 

 1.  Do the students seem more or less engaged in the learning of mathematics 
using an approach such as this one? What conclusions would you draw from 
your observations?

 2.  What other real-life applications of school lessons might a teacher be able 
to incorporate as part of teaching?

 3.  In your opinion, how would an approach to instruction such as this one 
affect your work as the teacher?

(1918). Th e activity curriculum calls for designing education based on the par-
ticular interests of particular children at a particular time. Preplanning of a cur-
riculum is not possible. Planning is done only aft er assessing the interests of the 
children who will be involved. Th e plans for children this year may bear little 
resemblance to those that were carried out with the children a year before or that 
will be carried out in coming years. Th us, we must expect that the curriculum 
changes on a continuing basis.

In its favor it can be said that an activity curriculum would, indeed, hinge 
on the interests of the students who will be learning, so we might anticipate 
that enthusiasm will be high. We might also anticipate that the lessons will 
hold considerable relevance from the perspective of the child. However, sev-
eral key concerns do arise. First, we must question the source of children’s in-
terests given the extent to which they will determine the curriculum. Th ough 
not an issue for Kilpatrick or Dewey, the infl uence of electronic media and 
entertainment has likely changed the way students would respond to an inter-
ests assessment. Are these infl uences appropriate for determining what should 
be taught in schools?

Second, changing a curriculum from year to year may be feasible for a private 
school with a limited enrollment; however, it is an impractical model for a system 
that serves more than 50 million students. Th at is not to say that our current 
system is ideal, but curriculum designers must keep practicality in mind, for 
there are limits to the resources schools must draw on.

For the third concern we return to the unanswered questions mentioned 
earlier. Are there things that the society at large expects all children to know? If 
so, an activity curriculum as described circumvents those expectations. From a 
pragmatist perspective, children need not be seen as “passive receptors of knowl-
edge,” but still there may well be a more eff ective balance of the interests of chil-
dren and the interests of the society that raises those children. Table 5.2 summa-
rizes the aff ective perspective discussed in this chapter.
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Conclusion
Had you realized that curriculum could have so many 
variations? Take some time to refl ect on the issues that 
have been raised. Th e questions of curriculum that we 
have discussed in a foundational sense become even 
more complex as we move to a consideration of cur-
riculum as found in the schools today. Here are some 
of the chapter highlights to keep in mind:

 1.  Th e curriculum includes the “means and materials 
with which students will interact” as part of an edu-
cational program.

 2.  Curriculum designers begin by attempting to an-
swer questions such as those found in the Tyler 
rationale.

 3.  Th e explicit curriculum is concerned with the sub-
jects that will be taught, the identifi ed “mission” of 
the school, and the knowledge and skills that the 
school expects successful students to acquire.

 4.  Th e implicit curriculum refers to the lessons that 
arise from the culture of the school, and the behav-
iors, attitudes, and expectations that characterize 
that culture.

 5.  Th e decision by individual states or school dis-
tricts within states not to include a topic within its 
explicit curriculum provides an example of the 
null curriculum. 

 6.  Th e extracurriculum, or cocurriculum, represents 
school-sponsored programs that supplement the 
academic aspect of the school experience.

 7.  Th e cognitive perspective of curriculum focuses on 
the acquisition of knowledge, and curricula are 
typically divided among several distinct subject-
matter areas.

 8.  Th e aff ective perspective is concerned with feeling 
and valuing, and maintains that the schools should 
not merely present information.

Key Terms
curriculum
trivium
quadrivium
explicit curriculum
implicit curriculum
null curriculum
extracurriculum
subject-centered curriculum
student-centered curriculum
cognitive perspective
core curriculum

mastery learning
outcome-based education (OBE)
aff ective perspective
humanism
character education
cooperative learning
at-risk students
broad fi elds curriculum
activity curriculum

Table 5.2 Affective Perspective of Curriculum (Typically Student-Centered)

Student-centered curriculum Emphasizes the natural interests and curiosity of the child

Humanistic education Seeks to bring elements of value and meaning to education

Cooperative learning Establishes academically heterogeneous groups of students and downplays 
competition

Broad fi elds curriculum Integrates the subject areas to fi nd the broader meaning

Problem solving and inquiry Makes the curriculum more relevant to the student by providing real prob-
lems to solve and topics to investigate

Activity curriculum Designs a particular curriculum for a particular child at a particular time; 
problematic for working with the millions of students enrolled in the public 
school system
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Case Studies in Education
Enter the information from the table below into the 
Educational Record for the student you are studying.

Child’s Participation 
in Extracurricular 
Activities

Child’s Preference for Structured 
versus Independent Work

Child’s Preference for Mastery 
or Inquiry

Davon
Not applicable. Davon gets especially excited participating 

in math games. He loves to write, though 
his fi ne motor development is below aver-
age, which makes this task diffi cult. He has 
learned all letters of the alphabet and letter 
sounds, and uses this knowledge in writing.

Davon works diligently in all subject areas 
and wants to share the work he does.

Andy
Andy does not participate in 
extracurricular activities.

Andy defi nitely prefers a curriculum that is 
inquiry based. His broad background expe-
riences provide an opportunity for him to 
excel in discussion.

Given his ability to excel in oral discussions, 
Andy does not have a proclivity to master 
subjects. He is happy to “get by” with the 
least amount of effort.

Judith
Judith participates in no extra-
curricular activities. Programs 
of a social rather than com-
petitive nature would be of 
value to her.

Judith would prefer a student-centered cur-
riculum because it involves more active par-
ticipation. She may benefi t more, however, 
from a subject-centered curriculum with 
lots of drill and practice.

With regard to schoolwork, Judith just tries 
to get through. It is simply a task that has 
to be accomplished and has no value be-
yond pleasing the teacher.

Tiffany
Since elementary school, Tiffa-
ny’s parents and teachers have 
tried to involve her in as many 
activities as possible. She tries 
them for a few days or weeks 
and then decides she does not 
like the activities. She has 
gone through more than 15 
different sports, dance groups 
(ballet, jazz, etc.), and school 
activities (band, orchestra, art 
enrichment, etc.). She showed 
remote interest in the reading 
club but quit because she 
thought the books were too 
easy and that no one liked 
her.

Tiffany thrives on a curriculum that is 
subject-centered. The more content she can 
learn, the better. She does not like to be 
the center of attention or develop her own 
ideas. She needs direction and a saturation 
of knowledge. The most common analogy 
Tiffany’s teachers and parents use is that 
Tiffany is like a sponge. She loves the con-
tent and craves the knowledge!

Tiffany is extremely driven to master con-
tent. Her teacher has reported that she be-
gan sobbing during class when the content 
was too abstract for her. In fact, she has 
been given to loud outbursts followed by 
withdrawal quite frequently during physical 
science, which is not her strongest area.

Sam
Extracurricular activity partici-
pation has been very impor-
tant to Sam. Though not one 
of the “stars,” he attends all 
practices and competitions of 
the cross-country and track 
teams, and takes great pride 
in being a member of the 
team.

Sam has a defi nite preference for a subject-
centered curriculum. He is not inquisitive 
but instead is a concrete thinker who does 
best when he knows exactly what to do. 
He relies on being taught specifi c informa-
tion and skills.

Sam is not always able to master a subject 
but does well enough to pass his classes, 
usually with a C or better. He is conscien-
tious about his work (and thus will question 
a grade with which he disagrees) but is not 
inclined to investigate topics.

Bao
Because extracurricular activi-
ties are fun, social, and status-
giving, Bao is active in Future 
Business Leaders of America 
and on the cheer squad.

Bao vastly prefers subject-centered curricu-
lum and does better on multiple-choice 
tests than on essays. She is skilled with fact 
recall and dislikes inquiry-driven education 
because there is (often) no right or wrong 
answer.

Bao is interested in maintaining her 3.1 
grade point average. She does not indepen-
dently seek out the big picture, instead 
viewing success in school as a clean disci-
pline record, involvement in activities, and 
good grades. Neither mastering subjects 
nor investigating topics is relevant to her 
because they don’t have the extrinsic value 
that her GPA carries.
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Designing the School of the Future
Th e answer to the questions of curriculum will provide 
the foundation for much of what eventually emerges as 
your plan for a school of the future. By now you should 
have decided whether you are planning a school for 
5 years from now, 20 years, or 50 years. Projecting into 
the future is always diffi  cult, but even if you were de-
signing a curriculum for next year, the basic questions 
would still remain to be answered.

 1.  Consider these two questions from the Tyler ratio-
nale (see page 162) and answer each for the school 
you are designing. Keep in mind that these are two 
fundamental questions that will require you to con-
sider a wide range of concerns and possibilities. 
Th ink carefully, for the people who make these de-
cisions are making decisions for thousands, if not 
millions, of students.

  a.  What educational purposes should the school 
seek to attain?

  b.  What educational experiences can be provided 
so that students are likely to attain these pur-
poses?

 2.  What part will extracurricular activities play in your 
school? For example, will some activity be required 
of all students? Will athletics be intramural rather 
than interscholastic? Will they be specifi cally tied to 
the academic mission of the school?

 3.  How will the null curriculum be represented in 
your school of the future? For example, are there 
things that you think should not be taught in 
school? Are there topics that are widely known but 
still too controversial for school children on all lev-
els? You might keep in mind that as recently as 1987  
(Edwards v. Aguillard), the issue of teaching cre-
ationism together with evolution was challenged in 
the U.S. Supreme Court. In this case, a Louisiana 
law requiring the teaching of creationism whenever 
evolution was taught was struck down. Th is law was 
an interesting approach to the null curriculum, for 
rather than forbidding the teaching of one perspec-
tive, it instead required the teaching of another as 
well. Is there no place for a null curriculum in the 
school of the future, or must a null curriculum al-
ways exist? Explain your thinking.

 1.  How does the child’s participation in extracurricu-
lar activities aff ect his or her performance in school? 
What would be the consequence if this child did not 
have the opportunity to participate in such activi-
ties? As this child’s classroom teacher, how could 
you make extracurricular activities relevant to class-
room work; or if the student is not involved in such 
activities, based on what you know, are there activi-
ties that you would recommend?

 2.  Consider these general statements: A child who fa-
vors an emphasis on mastery learning may tend to 
become frustrated with minor mistakes and thus 
focus on “correctly completing the assignment” 

more than on learning from the assignment. A child 
who favors the inquiry approach may fail to under-
stand the consequences of minor mistakes along the 
way and thus complete assignments that are not as 
concise as they should be. How do these statements 
apply to the child you are studying? As a teacher, 
how could you infl uence the situation of your stu-
dent to overcome these concerns?

 3.  As you consider what you know about the student 
you are following, would you favor a subject-
centered or a student-centered approach to the cur-
riculum? Explain your answer.
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Praxis Practice
Many states will require that you successfully com-
plete the Praxis Series of examinations to qualify for 
certifi cation. One or more of those tests will be 
subject-area tests. Another, which has a more practi-
cal orientation, will be the Principles of Learning and 
Teaching (PLT) examination that is appropriate for 
your certifi cation area.

Completing the Quick Check quizzes for Chapter 5 
in the Unit Workshop will give you practice with the 
multiple-choice format of the PLT. Th e Case Studies in 
Education and Designing a School of the Future activi-
ties will help prepare you for exercises that require read-
ing a scenario and providing short answers to questions 
asking what you might do in such a situation.
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6

Your Chapter Study Guide
• Conceptualize Here are the major themes you will 

encounter in this chapter:

1.  Parents, business needs, and legislators are among 
the infl uences on curriculum.

2.  Standards have emerged from national organiza-
tions for the various subject areas.

3.  Curriculum designers are in a constant struggle to 
balance a wide range of issues.

• Preview Read through the chapter headings; look at 
any fi gures, tables, and activities; and read through the 
items in the conclusion.

Activity 6.1:  Field Observation Activity—Attending a 
Meeting of the Legislature or School 
Board

Activity 6.2: Evaluating Textbooks

Activity 6.3:  Go Online! Considering the Pros and Cons 
of Issues in Education

TeachSource Video Case 6.1 Culturally Responsive 
Teaching: A Multicultural Lesson for Elementary 
Students

TeachSource Video Case 6.2 Elementary Reading 
Instruction: A Balanced Literary Program

• Read Now read through the chapter. Mark or high-
light information that you consider to be especially 
important or about which you have a question.

• Refl ect Refl ect on the following questions as you 
read:

1.  How would you resolve some of the perplexing 
issues of curriculum that face the schools?

2.  Who should manage or arbitrate the various 
perspectives of curriculum design?

3.  Should the United States have a national 
curriculum?
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Contemporary Curricula: 
Infl uences and Standards

A Standards Sampler
In this chapter you will be introduced to academic standards for the vari-
ous content areas. Here’s a sampler of questions taken from state stan-
dards across the country. See how you do!

1. When an electric fan is running, most of the incoming electrical energy 
changes into which kind of energy?
a. heat energy
b. light energy
c. mechanical energy
d. sound energy

2. Which of the following organisms have the greatest effect on an eco-
system because of the changes they make to their environment?
a. bees building a hive in a hollow tree
b. wasps building a nest in a leafy bush
c. beavers building a dam across a stream
d. fi sh digging a burrow on a river bottom

3. Jon is 8 years old. His brother, Tom, is 2 years older than Jon, and their 
brother, Henry, is twice as old as Tom. Which number sentence could be 
used to fi nd h, Henry’s age?
a. 8 � 2 � h
b. (8 � 2) � 2 � h
c. (8 � 2) � 2 � h
d. 8 � 2 � 2 � h

4. 2, 18, 9, 54, 6, 27, 3, and 1 are the eight factors of which number?
a. 18
b. 24
c. 54
d. 27

5. Edmund Halley, an astronomer in the late 1600s, was very interested in 
comets. The origin of the word astronomer is the Greek root astro
meaning
a. comet.
b. light.
c. mystery.
d. star.

Ice Breakers
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6. The word distracted is derived from the Latin root tract, meaning “to 
draw.” Based on this information, the reader can tell that the literal 
meaning of to distract is
a. to be unhappy with.
b. to draw poorly.
c. to draw away.
d. to be confused.

7. In today’s economy, the United States
a. has achieved a favorable balance of trade.
b. has about equal amounts of imports and exports.
c. has more exports than imports.
d. has more imports than exports.

8. Which two continents would a person 100 miles in space directly above 
the South Pole not be able to see?
a. Australia and Europe
b. Africa and North America
c. Asia and Africa
d. Europe and North America

Here are the answers for the questions on the previous page. How did you do?

 1. c 3. b 5. d 7. d
 2. c 4. c 6. c 8. d

Many tests use several reading passages for the Language Arts questions. You 
may also have noticed an emphasis on word problems and problem-solving 
situations. All of the questions in our sampler were taken from fi fth-grade 
and seventh-grade standardized tests. Has the curriculum changed since you 
were in these grades? Take a look at the rest of this chapter to see how 
various forces infl uence the curriculum that is presented to students.

Sources:
Science (questions 1 and 2): Massachusetts Comprehensive Assessment 
System (MCAS) 2004, Grade 5, Science and Technology/Engineering

Mathematics (questions 3 and 4): Texas Assessment of Knowledge and Skills 
(TAKS) 2004, Grade 5, Mathematics

Language Arts (questions 5 and 6): California Standards Test—2003–2004, 
Standardized Testing and Reporting (STAR) Program, Grade 5, ELA

Social Studies (questions 7 and 8): Illinois Standards Achievement Test (ISAT) 
2001, Grade 7, Social Science  ■
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Introduction
When people speak of accountability in education, they refer to the curriculum that 
schools are charged with teaching and the degree to which students learn that cur-
riculum. With so many dimensions and variations of curriculum, there must be a 
lot of people infl uencing decisions about what will be taught. Parents, legislators, 
special interest groups, and various aspects of the school all have a voice in what 
eventually reaches children in the classroom. Not surprisingly, all of these voices are 
rarely unifi ed, and frequently they are in stark opposition. You need not attend a 
session of your state legislature during a debate concerning educational issues to 
witness this (though it would be a valuable experience for all beginning teachers), 
for debates just as passionate can be experienced at a meeting of your local school 
board. If at all possible, avail yourself of the opportunity to attend a school board 
meeting. Although you typically cannot address the board without having fi rst been 
placed on the agenda, the meeting itself (for a public school) is open to the public.

Infl uences on the Curriculum
As we look at the various infl uences on the educational curriculum, our discussion 
will begin with the narrowest view (parents concerned about their child’s education) 
and widen to the broadest perspective (infl uences of the popular culture). We do not 
propose that any perspective is superior or inferior to any other, simply that the dif-
ferent perspectives see a diff erent picture of what we know of as school.

Parents and the Schools
Parents can be the most impassioned of infl uences on the educational curricu-
lum. Particularly on the local level, parents can, and do, have a profound eff ect on 
what is taught in the school. Admittedly, their perspective tends to be narrow in 
that their chief concern is with their own children in school at the given time. 
Nonetheless, every parent of a school-aged child has a vested interest in what 
happens between the morning bell and the dismissal bell (as well as on the school 
bus). In terms of numbers, aside from the students, parents represent the largest 
constituency with a direct interest in the school.

Parents can have an impact on the curriculum of a school by formal or infor-
mal means. By “formal” we are referring to participation as school board mem-
bers or in parent organizations such as parent–teacher associations (PTAs). As 
school board members—which usually are locally elected positions—parents can 
have direct infl uence on the district’s curriculum. Th ough curriculum in a local 
district is largely derived from the guidelines or frameworks handed down by 
state departments of education, the fi ner points of what actually occurs in a given 
school are determined by the board.

School boards, of course, have a limited number of members. Organizations 
such as the PTA provide the opportunity for greater numbers of parents to speak 
with a unifi ed voice. PTAs usually serve as support groups for schools by raising 
funds or contributing time and labor for school projects. However, when volatile 
issues sweep through a community, school boards need to be attuned to the opin-
ions of a parents’ organization.

Parents can also aff ect curriculum through more informal means. Some par-
ents believe they can speak to the board more frankly from the podium rather 

The obligation of schools to 
be accountable to their 

communities is matched by the 
obligation of the government to 

be accountable to schools.

—David Berliner (2007)
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than being confi ned by the “politics” of being an elected board member. Th ere is 
considerable truth to this position. Short of slander or libel, individuals in the 
community are free to raise topics and press issues that they deem important 
without worrying about off ending voters. If people agree with them, fi ne. If 
people disagree, well, that’s also acceptable. An elected offi  cial, however, must 
have more guarded opinions and must express them more carefully.

Th ough parents can make their opinions known in discussion with other 
parents, in conversation with their child’s teacher, through dialogue with the 
principal, or with the district superintendent, addressing the board of education 
is an appeal to the top level of the local education agency. Th is contact oft en 
concerns the curriculum categories discussed in Chapter 5: explicit, implicit, null, 
and extracurriculum. For example, Sheurer and Parkay (1992) note that in a 
1-year period, half of Florida school districts received complaints about the cur-
riculum. Th ese complaints included the undermining of family values, overem-
phasizing globalism, underemphasizing patriotism, teaching taboo subjects 
such as Satanism and sex, and the increasing use of profanity and obscenity. Th e 
teaching of evolution continues to be debated. Th e underrepresentation of mi-
norities in history textbooks has long been an issue that parents bring to their 
local school boards. We increasingly see attempts to ban various books from 
school libraries—and this runs the gamut from children’s fairy tales and the 
Harry Potter series to the perennial complaints over Catcher in the Rye.

Th e infl uence of parents cannot be discounted. But it must also be considered 
as the double-edged sword that it represents. Th ough virtually all parents have the 
best interests of their own children at heart, school is a socializing and enculturat-
ing experience that must serve the needs of our pluralistic society. Balancing 
these two interests will always be an issue. An eff ective system of education can-
not exclude any constituency, but it does require that all constituencies come to 
agreement on clearly articulated decisions.

Special Interest Groups
Th ere are issues that transcend local boundaries and touch a nerve in communi-
ties throughout the country. In these cases, the voices of parents combine into 
groups that feel their interests have, to one degree or another, been disenfran-
chised from the process of curriculum development. Most notable in the United 
States are religious groups that endeavor to have their perspective represented in 

step into the classroom
TEACHSOURCE
Video Case 6.1

Culturally Responsive Teaching: A Multicultural 
Lesson for Elementary Students

Go to the premium website to view Culturally Responsive Teaching: A Multicul-
tural Lesson for Elementary Students. In this video, you will see how a develop-
mental psychologist presents a lesson on the fi ve-paragraph essay structure but 
with a multicultural twist. Having watched the video, consider these questions:

 1.  What infl uences would suggest that schools should seek a multicultural 
tone to the curriculum?

 2.  In what ways might “culturally responsible education” contribute to the 
standards-based curriculum?

local education agency  
A separate school 
district responsible 
for administering the 
education program 
for a county, city, or 
other local education 
unit.

09388_06_Ch06_184-217.indd   18809388_06_Ch06_184-217.indd   188 11/18/09   4:26:30 PM11/18/09   4:26:30 PM



Chapter 6: Contemporary Curricula: Influences and Standards  189

the curriculum. But groups such as these are by no means the only examples of 
special interest groups. Organizations such as People for the American Way 
advocate a liberal agenda that specifi cally seeks to counter what they see as the 
extremist right infl uence. In our increasingly diversifi ed country, we can also fi nd 
organizations that represent the interests of various cultures, ethnicities, and non-
Christian religions.

Special interest groups are valuable in that they represent the ability of the 
American people to speak out loudly about their wants and needs, and to inform 
decision-making bodies about perspectives that might not have been considered 
adequately. As consciousness-raising enterprises, special interest groups serve a 
worthwhile function in an ever-changing social environment.

However, the perspective of a special interest group is, almost by defi nition, 
a narrow one. Th ere is some special interest that the group promotes and has ei-
ther found lacking or has found its opposite thriving in the curriculum. For in-
stance, Joel Spring (2000, p. 237) cites the following complaints against the con-
tent of books used in the schools as represented in more than 300 censorship 
cases during 1995–1996:

• Sexual content—44 percent
• Off ensive language or profanity—24 percent
• Anti-Christian or endorsement of another religion—18 percent
• Objections to historical interpretations, environmentalism, feminism, 

discussions of government, and other issues—14 percent

Spring goes on to report that 41 percent of the complaints were successful. 
Special interest groups can have a strong eff ect on what goes on at school. Th e 
schools are ultimately faced with at least two critical questions: Whose special 
interest do we represent, and is that representation equitable for all students?

State Legislatures
Public schools are political entities in that they are funded by taxpayer dollars and 
governed by the respective states and their designated state agencies. Th at means 
that our discussion of infl uences on the curriculum takes an important change of 
direction: Th e emphasis is now on children in general rather than someone’s child 
in particular. Th is is because legislators must concern themselves with what is best 
for all children. Certainly, most parents and organizations would argue that their 
perspective is not only good for all children but is indeed the right perspective. Of 
course, if there were unanimity on the particular point, there would have been no 
need for a special interest group. Legislators are supposed to take a more reasoned, 
comprehensive, and balanced look at educational issues (see Activity 6.1).

Th e legislative input can be seen in at least three ways. At the most basic level, 
it is the legislature that allocates the funds for the education budget. For better or 
worse, having control of the money endows the holder with a considerable 
amount of input regarding how that money will be spent. Next, as an institution 
of our social system, much of what occurs in the school is a matter of law, and 
those laws are passed by the state legislature. Th ough recommendations concern-
ing testing policies, teacher certifi cation requirements, and aspects of the explicit 
curriculum are off ered from the state’s department of education, they nonetheless 
must pass through legislative scrutiny and ultimately receive the legislature’s ap-
proval. Finally, the legislature infl uences the direction that the state’s department 
of education takes; that is, it infl uences the priorities and, to a considerable 

special interest groups  
Groups that advo-
cate and lobby for a 
particular direction, 
focus, or policy. A 
group may represent 
the interests of a 
particular culture, 
ethnicity, or religious 
group, and may ad-
dress issues from a 
liberal or conserva-
tive perspective.
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degree, the philosophy that will underlie the activities of the agency. As you can 
imagine, it is important to elect individuals who will best serve the needs of edu-
cation in our diversifi ed society.

An additional concern that speaks more directly to contemporary curricula 
is that political administrations serve at the pleasure of the voters. Th at means 
that it is likely that the administration in offi  ce when a child begins prekindergar-
ten will no longer be in offi  ce when that child graduates from high school. Th e 
contemporary curriculum, therefore, is at best a function of the tone of the ad-
ministration in offi  ce at any given time.

Schools
Schools infl uence the contemporary curriculum as well. As is the case with 
changing political leadership, various aspects of the school enterprise aff ect what 
eventually becomes the actual curriculum of the day. A key diff erence between 
the school’s infl uence and that of the legislature is that school personnel see chil-
dren every day. Th ough legislators can discuss education-related issues with an 
eye toward the greater good of all children, they do so on their own terms and on 
their own schedule. School personnel know that funding and curriculum deci-
sions take time, but children are in school now. Th erefore, their infl uence revolves 
around both the philosophical picture of what schools should accomplish and the 
practical picture of what to do with the students today.

Th ink back to one of the schools you attended. Was the school organized 
in the traditional way with a long hallway fl anked by individual classrooms? 

Activity 6.1  Attending a Meeting of the Legislature 
or School Board

1.  If you live in or near a state capital, it would be a valuable experience for you 
to attend a legislative session and watch the state legislators in action. Con-
tact the local representative and fi nd out how close you can get to observing 
a debate on educational issues (this would most likely be a budget debate). 
Alternatively, invite a local representative to visit your class and discuss educa-
tion legislation.

2.  Another valuable experience would be to attend a meeting of the school 
board of a local education agency. Some meetings are certainly more inter-
esting than others, but becoming aware of how a school board functions is 
worthwhile for all teachers. Meetings are open to the public (unless the 
board is meeting in executive session). Contact the local district offi ce to fi nd 
out when the next meeting will be held and to obtain a copy of the agenda 
for that meeting. You will not be able to address the board during the meet-
ing unless you have requested to be on the agenda. However, many boards 
provide time during the meeting for comments from the audience. Perhaps 
you and your class could formulate a question or two regarding the curricu-
lum issues discussed in this chapter.

3.  After attending either of the sessions described above, be sure to chronicle 
your impressions and opinions of what you have observed. If your professor 
requires that you keep a refl ective journal during the semester, that 
would be an ideal place to write your thoughts about the experience.

F I E L D  O B S E R V A T I O N
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Perhaps you had a large room that served as a cafeteria and as an assembly 
area. Th e physical facility infl uences the type of curriculum that will be of-
fered. For example, a traditional layout is not readily suited to an “open class-
room” plan. Similarly, the length of the school day and year, as well as that of 
the class periods, will have an eff ect on the curriculum to be delivered. Even 
the lighting of the school will aff ect the curriculum, particularly the implicit 
curriculum. For instance, a school that has bright and cheery hallways tends 
to foster a similar attitude among the students. Another school with dark and 
strictly “functional” hallways may produce quiet and conforming students. 
Infl uences such as these are readily observed in your fi eld experience or pract-
icum placements. If at all possible, try to visit diff erent schools during your 
teacher education program, and compare and contrast the various environ-
ments you encounter. See whether you can identify a relationship between the 
physical facility and the tone of the school.

Th e competencies of the teaching faculty have a strong eff ect on the curricu-
lum that reaches the students. An obvious example is that of technology. If the 
faculty of a particular school is comfortable with the use of computer technology, 
it is likely to appear as a regular component of instruction. On the other hand, if 
the teachers do not understand computer soft ware that would work with their 
classes, it will not matter how many computers are provided or how much money 
the district is willing to spend—the computer equipment will likely sit idle in a 
corner of the room.

Another example of faculty impact relates to the philosophy that individual 
teachers and the faculty as a whole bring to instruction. Lecture-oriented and 
inquiry-oriented curricula, for example, require signifi cantly diff erent instruc-
tional expertise. To a degree, it could be argued that both of these sample con-
cerns (technological literacy and instructional technique/philosophy) are func-
tions of the administration in that administrators can hire personnel with (or 
without) particular skills. Nonetheless, once the faculty is substantially in place, 
it takes on an identity of its own, and the characteristics that defi ne that identity 
will also defi ne the curriculum that the school presents. As a practical matter, you 
might want to keep this in mind when the time comes to interview for a teaching 
position. Rather than accepting a job at any school that says yes to your applica-
tion, you might want to ask whether your talents and strengths are a good match 
with those of that school.

Standardized testing is yet another major infl uence on contemporary cur-
ricula. You will hear much about testing (both standardized and teacher-
designed) through the course of your teacher education program. As states be-
come increasingly concerned with what is presently referred to as “accountability 
in education” and with the federal requirement of testing in reading and math in 
grades 3–8 (under Public Law 107-110, the No Child Left  Behind Act of 2001), 
the number of tests given to students can be expected to dominate much of cur-
ricular thinking. At this time, 42 states require achievement testing beginning as 
early as the fi rst grade.

Testing is a complex and controversial issue. Proponents of extensive testing 
programs can argue with credibility that education will always remain “hit or 
miss” if data are not collected to show where the successes and failures occur 
within the curriculum. Further, if high school diplomas, for example, are to have 
any credibility, they must be able to represent academic achievement to a particu-
lar level of mastery.

Used properly, standardized tests can provide districts, states, and the na-
tion with worthwhile data for guiding curriculum design and development. 

standardized testing  
The use of norm-
referenced tests to 
determine the per-
formance of individ-
ual students, the 
grade and school 
achievement levels, 
and the progress of 
students from one 
year to the next 
(spring-to-spring or 
fall-to-spring admin-
istrations).
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Unfortunately, as Edward Fiske argues (1991), standardized tests “measure the 
wrong things in the wrong way for the wrong reasons” (p. 117). Indeed, it is not 
uncommon for schools and teachers to place tremendous emphasis on prepara-
tion for the standardized tests that their students will complete. As the account-
ability movement gains momentum, decisions regarding school funding and the 
hiring of teaching personnel are tied to the results of those tests. Yet, many factors 
can infl uence a student’s performance on these examinations—not the least of 
which is the stress the students begin to feel because of the pressure the school is 
explicitly and implicitly applying.

Assessment experts such as Stiggins (2001) argue that, in terms of individual 
achievement of specifi c curricular goals, the most useful measure is that of 
teacher-designed tests. Such tests are tailored to the actual students in class and 
the actual learning experiences that were provided. Standardized tests are useful 
for obtaining a broader picture of student achievement in a school or district. 
Depending on the particular test administered, students can be compared with 
other students around the state or nation, or areas of relative strength or weakness 
with regard to specifi c criteria can be identifi ed.

A fi nal school-related infl uence on contemporary curricula is extension of 
school beyond the 12th grade, that is, college. College and university entrance 
requirements and their expectations of academic preparation of incoming 
students infl uence the curriculum of the PreK–12 schools. Th is infl uence will 
be a function of the proximity of college opportunities and the expectations of 
the parents in the community. If the local constituency expects their children 
to go on to college aft er high school, the school will be pressured to provide a 
college preparatory course of study in tune with the academic requirements of 
the colleges their students are most likely to attend. Th is alignment of high 
school and college expectations does much to facilitate the educative process 
(Conley, 2005). In other geographical areas, under other circumstances, this 
emphasis on academics and curriculum alignment may not be as important a 
curricular infl uence. However, there is a trend toward expecting all students to 
graduate with skills and knowledge preparing them for the world of work or 
postsecondary study, or both. Achieve, Inc., a nonprofi t organization estab-
lished by the nation’s governors and business leaders, is spearheading an eff ort 
to align the high school curriculum with the college curriculum. It notes that 
21 states have already done so, and that 23 other states and the District of 
Columbia are planning to do so as a means of removing the “expectations gap” 
(Closing the Expectations Gap 2008).

Textbooks
With all the time you’ve spent reading textbooks you probably never stopped to 
think about how they infl uence the curriculum. Th e typical expectation is that 
someone came up with a curriculum and then someone else wrote a book to go 
along with it. Th at, however, is not necessarily so. According to a number of col-
lege textbooks on education, the textbook pretty much determines the PreK–12 
curriculum. Th at might be a bit of an overstatement, but as you will see, it is only 
a slight exaggeration.

How can it be that textbooks drive the curriculum, you ask? Aft er all, we have 
no national curriculum, so textbooks can diff er from state to state. Th e textbook 
business is a very big business, a multibillion-dollar business. Th at makes sense 
given that there are millions and millions of children in school, and almost every 
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Activity 6.2 Evaluating Textbooks

Either as an exercise in your Introduction to Education class or in another area 
of study in which you have an interest, conduct an evaluation of textbooks 

that could be adopted for the class. It is likely that your professor (or the professor 
for another class you choose to use) has several different textbooks on the topic 
that could be used for this activity. First, discuss the class syllabus with your profes-
sor to fi nd out what requirements he has. Then develop a list of evaluation crite-
ria to guide your selection. If this is done as a class activity, it might be worthwhile 
for the entire class to decide on the evaluation criteria and for the entire class to 
review the same texts. Working in smaller teams, you can review the texts, make 
your decisions, and then see whether the other teams came to the same conclu-
sions. If they didn’t, what does that tell you about the textbook adoption 
process?

e-publishing Elec-
tronic publishing that 
enables each state 
to custom-tailor text 
materials to its spe-
cific interests.

one of them has not one but several textbooks. Clearly, it would not be good busi-
ness for textbook publishers to try publishing 50 diff erent sets of books—each of 
which will have to compete for adoption or acceptance in any given state. Also, it 
is easier for states to select from the available textbooks rather than writing all of 
their own materials. So to a degree, it is a two-way street. Activity 6.2 provides 
you with an opportunity to take a critical look at some textbooks.

Th e result is that the states that represent the greatest possible business for the 
publishers can have tremendous infl uence over the content of the books. Th ose 
states are essentially two: California and Texas. Th ese two states alone represent ap-
proximately 20 percent of the textbook market. Publishers, therefore, attempt to 
satisfy the curricular wishes of these two major markets and then sell those books 
to the rest of the nation as well. Th e curriculum in many states is subsequently drawn 
from those textbooks. We have no offi  cial national curriculum, but the curriculum 
in many states is largely derived from the Texas and California curricula.

It will be interesting to see how the textbook publishing industry adapts to our 
increasingly electronic environment. E-publishing already allows states to pick and 
choose curriculum topics and have them combined into a custom textbook. Th is 
raises a whole host of questions, as you might imagine. For instance, will the states’ 
ability to choose their own instructional materials lessen whatever “national” orien-
tation exists now in education? If curricula vary greatly from state to state, will 
families lose some of the mobility that Americans enjoy? Would you want to be re-
quired to repeat a grade simply because your family moved from one state to another 
and your new home had substantially diff erent curriculum requirements?

Aside from the economic circumstances that give some states more control 
over textbook content than others (and one cannot blame large states for exercis-
ing such control in the best interests of their children), some see other negative 
consequences to the textbook development and dissemination process in the 
United States. Many critics claim that the homogenization of textbooks leads to 
materials that are “dumbed down” to suit as broad an audience as possible. 
Michael Kirst (1984) describes contemporary texts as “dull, drained of excite-
ment, and diluted in content” (p. 21). Because textbooks are written for a national 
audience, discussion of local issues and community concerns are necessarily ex-
cluded. Because in many states the series must be approved by textbook adoption 
committees, publishers tend to avoid controversial or politically charged issues 
(though as you know, exclusion of issues can also aff ect the educational experi-
ence vis-à-vis the null curriculum). And because the books must be used by a 
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wide range of students, writing tends to be directed toward an average reading 
level. Each of these represents what we might call ancillary academic issues. But 
content issues arise as well.

In an eff ort to be all things to all people, textbook publishers seek to include 
as much subject-area content in a book as possible. Th e result is a tremendous 
amount of information with little depth or explanation about any of it. Did you 
ever “read” a chapter in a high school text by just skimming the bold headings, 
section summaries, and the chapter summary? Some textbooks (you are likely to 
see this in your college-level texts) oft en include marginal notes that summarize 
individual paragraphs. If this is the case, you can expect that the book has at-
tempted to “overstuff ” the pages between the front and back cover. As a reference 
book, this would not be a problem. However, a textbook is supposed to provide 
depth and stimulate intellectual inquiry.

In states that are not adoption states, groups of teachers at the various grade 
levels review available textbooks in their specialty areas and make recommenda-
tions to textbook committees on the local level, who make the fi nal selections. 
Private schools might similarly select their textbooks, though they also keep an 
eye toward the books sanctioned by the accrediting agency in that state.

As of 2005, 20 states, Puerto Rico, and the U.S. Virgin Islands are adoption 
states (see Figure 6.1). In these states, adoption committees review textbooks 
and compile a list of textbooks for adoption. Individual school districts then 
select their books from the list of state-approved books. Whether the books are 
approved fi rst at the state level or the local level, the work is typically carried 
out by committees.

Critics of the adoption process argue that review committees typically have 
insuffi  cient fi nancial support for the task, an insuffi  cient amount of time to 
complete the work eff ectively, and insuffi  cient qualifi cations for making such 
determinations. Connie Muther (1985) suggests that “adoption states, special 

Figure 6.1
Textbook adoption states 
(in dark yellow).
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adoption states Those 
states that narrow 
the list of eligible 
textbooks to a small 
number (usually five 
or fewer) and re-
quire school districts 
to select materials 
from that list.
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interest groups, and readability formulas have all contributed to produce text-
books designed by committee, written by committee, and selected by commit-
tee to please all and off end none” (p. 48). If you consider the scope of textbook 
selection, you will readily understand this criticism. Aside from the issues of 
state infl uence on content and the writing of textbooks to serve the widest pos-
sible audience, the adoption process alone is one that could be expected to in-
volve tremendous amounts of time and considerable expertise beyond simply 
knowing the subject area.

For example, suppose you were asked to serve on an adoption committee as 
the preservice teacher representative. Let’s assume that you have three textbooks 
to review in the area of social studies. Given the constraints on your time already 
(remember, your daily responsibilities do not cease), do you think you will read 
each book cover to cover and thoroughly evaluate each book? Will you then take 
the time to compare your three evaluations and develop a rubric of some sort that 
will balance out the relative strengths and weaknesses of each textbook to identify 
the most appropriate text for the school to purchase? How about pedagogy? To 
what degree will that aff ect your evaluation? What about pictures? Are activities 
more important than content? How about the binding? Is it durable enough to 
last through the punishment it will receive from schoolchildren? And what of the 
content? Will you check the citations and references? Is it up to date? Are impor-
tant issues addressed? How about ancillary materials—are there teacher’s guides 
and test banks? Should there be? So many questions! Table 6.1 summarizes the 
infl uences on curriculum that we have discussed.

Emerging Standards
From the settlements to the colonies to the states, schools have existed in one 
form or another from the advent of our national history. However, as the respon-
sibility of each individual state, curriculum has lacked a national cohesiveness 
even though it has developed a signifi cant national “sameness.” Th e tension be-
tween forces advocating state control and those advocating a national orientation 
has resulted in the fragmented though purposeful approach to curriculum design 
that is discussed throughout this chapter. Nonetheless, it could be argued that in 
this arrangement we have the best of both worlds. Th at is, the sovereignty of the 
states—a key element of our political foundation—remains intact at the same 
time that there exists a degree of educational consistency from sea to shining sea. 
Still, some wonder whether this has been the most expedient process for the de-
velopment of a high-quality system of formal education.

Th e development of national educational standards has emerged from na-
tional organizations including:

• National Council of Teachers of Mathematics (NCTM)
• American Association for the Advancement of Science (AAAS)
• National Science Teachers Association (NSTA)
• National Council for the Social Studies (NCSS)
• National Center for History in the Schools (NCHS)
• American Council on the Teaching of Foreign Languages (ACTFL)
• National Council of Teachers of English (NCTE)
• National Association for Sport and Physical Education (NASPE)
• National Association for Music Education (NAME)
• National Art Education Association (NAEA)

09388_06_Ch06_184-217.indd   19509388_06_Ch06_184-217.indd   195 11/18/09   4:26:39 PM11/18/09   4:26:39 PM



196  UNIT II: Curriculum, Management, and Assessment

In many cases, these organizations represent the professional organiza-
tions for educators in that discipline. In all cases, the standards are voluntary. 
States may wish to adopt all or some of the standards of any given discipline. Th ey 
may amend the standards to emphasize or de-emphasize a particular topic or 
strand. However, the hallmark of these eff orts at developing standards is that they 

professional organiza-
tion A group of ed-
ucators organized to 
promote a particular 
interest. A group may 
be general in scope 
(e.g., the National 
Education Associa-
tion) or subject-
specific (e.g., the 
National Science 
Teachers Association).

Table 6.1 Infl uences on the Contemporary Curriculum

Parents

Parents’ chief concern is with their own children in school at the current 
time.

Parent infl uence can include participation as school board members or in 
parent organizations such as the parent–teacher association (PTA).

Some parents feel that they can speak to the board more frankly from the 
podium rather than as a board member.

Special Interest Groups

Parents combine into groups that feel their interests have, to some degree, 
been disenfranchised.

Such groups can provide the American people with the ability to speak out 
loudly about their wants, needs, and concerns.

Legislators

Legislators must concern themselves with what is best for all children.

Control of the budget allows a considerable amount of input regarding 
how that money will be spent.

The legislature can infl uence the priorities and philosophy of the state’s 
department of education.

Curriculum is a function of the vision of the administration in offi ce at any 
given time.

School

School personnel see children on a regular basis.

The physical facility infl uences the type of curriculum that will be offered, 
for example, self-contained classrooms as opposed to an “open concept.”

Competencies of the teaching faculty infl uence how the curriculum is 
presented.

The philosophy that individual teachers and the faculty as a whole bring 
to instruction is apparent in the presentation of the curriculum.

Standardized testing can affect how the curriculum is presented.

College and university entrance requirements can affect the curriculum 
that will be offered.

Textbooks

Some experts feel that textbooks determine the PreK–12 curriculum.

States that represent the greatest business for publishers have tremendous 
infl uence over the content of the books.

Insuffi cient fi nancial support for the task of textbook evaluation, 
insuffi cient time to complete the work effectively, and insuffi cient 
qualifi cations for making such determinations affect the content of text-
books and ultimately the curriculum.
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represent a nonpolitical approach to identifying the important concepts and 
knowledge of a particular discipline. Th is is by no means to say that the standards 
have not introduced new controversy, but simply to acknowledge that practitio-
ners in the given subject area were responsible for deriving the standards. In a 
sense, it represents American initiative at its best.

Some believe that the development of these guidelines represents just one 
more step toward the eventual establishment of nationally imposed standards. 
Th at remains as a matter for speculation. Others (for example, King-Sears, 2001) 
maintain that standards clarify the curriculum and provide a guide for selecting 
instructional content. Something you can consider right now is the degree to which 
the separate development of standards contributes to the subject-centered curricu-
lum. Th en again, with clearly articulated standards in hand, perhaps it will fall to 
another generation of educators—your generation—to weave those standards into 
an integrated curriculum that emphasizes the relationship between subjects and the 
world at large.

Th e academic disciplines are taught on many levels and by virtue of many 
course off erings. Th ere are, however, eight major categories of academics that 
serve as the basis of the contemporary curriculum: math, language arts (in-
cluding reading, writing, grammar, literature), science (increasingly including 
technology and the social impact of science), social studies (including history, 
geography, political science, current events, economics, sociology, psychology, 
and anthropology), foreign language, the arts, physical education (including 
physical, mental, and emotional health, sexuality, nutrition, substance abuse, 
and prevention and control of disease), and vocational education (including 
career awareness, job training, and school-to-work education). We will intro-
duce each of these subject areas and then provide the conceptual strands rec-
ommended by the current standards. For your present and future reference, 
you may want to refer to a website that includes all of the subject-matter stan-
dards in all states and at all grade levels: http://www.education-world.com/
standards/state/toc/index/shtml.

The lessons and experiences that 
students have in school increas-
ingly refl ect a standards-based 
curriculum.
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Feature 
6.1

T E A C H E R  T E S T I M O N I A L

Impact of Teachers on Curriculum

Like many issues in education, there is no scarcity of 
opinions about curriculum. Throughout your teaching 

career, many groups will want to infl uence not just what 
is taught in your classroom, but how you teach it. This will 
range from the teacher next door to the micromanaging 
legislator who helps make a state law that a particular 
lesson must be taught on a particular day in every class-
room in the state. The current standards movement, both 
at the state and federal levels, coupled with high-stakes 
testing, is the latest mandate infl uencing classroom cur-
riculum decision making.

Although many groups vie for a greater say in cur-
riculum decisions, no group has more infl uence over what 
is taught in your classroom than you. Certainly, curricu-
lum standards, textbook adoptions, school board deci-
sions, building administrators, university professors, and a 
myriad of other interest groups will have an impact on 
your decision making as an educator. However, the day-
to-day teaching and learning that occur within the four 
walls of the classroom come down to what you decide will 
be the curriculum objectives and instructional approach. 
Classroom teachers are the fi nal conduits through which 
all curriculum decisions must fl ow. No one knows better 
than you how students in your class respond to the mate-
rial put before them, and in this regard, classroom teach-
ing is much like being in private practice. However, this 
practice is not so private that there will not be many in-
terested in the outcome of your curriculum decisions—
from concerned parents to the district administrator who 
tracks the Adequate Yearly Progress of subgroups desig-
nated by the No Child Left Behind Act.

With attention on accountability at both the state 
and federal levels, it behooves each teacher to maintain 
an active interest in curriculum discussions at all levels. 
It’s easy to become so immersed in daily classroom and 

school occurrences that you pay little attention to politi-
cal undercurrents until they emerge as mandates that 
directly affect your classroom practice. To be too busy or 
reluctant to become actively involved means you defer 
some of your authority and responsibility as the frontline 
practitioner.

Active involvement can mean as little as volunteering 
to serve on a textbook adoption committee or reading the 
daily newspaper to regularly attending school board or 
legislative committee meetings. Professional organiza-
tions are excellent channels for the latest developments in 
curriculum discussions, and the Internet gives you ready 
access to national education organizations and media 
reports.

Perhaps you can encourage your colleagues to main-
tain regular communication with your local school board 
members or elected offi cials. Dialogue during calm peri-
ods builds the kind of trust and respect that goes a long 
way during more controversial times.

Having worked in the political arena for many years, 
I believe teachers forget how powerful a thoughtful letter 
to a local elected offi cial on a current school issue can be. 
After all, you see each day what many offi cials know only 
in the abstract. As the professional educator, you can 
provide the insight and real-world experience to a pro-
posal that they have seen only on paper. The greatest in-
fl uence on curriculum is not the signature of the governor 
or the bang of the legislative gavel; it’s the quiet click of 
your closing classroom door.  

Sally Huguley teaches the Gifted/Talented program at 
Pontiac Elementary School. Before becoming a teacher, 
she was a journalist and speech writer for the Honorable 
Richard Riley, former Secretary of Education, during his 
years as governor of South Carolina.  •

Mathematics
In 1989, the NCTM released curriculum and assessment standards that en-
joyed wide acceptance by teachers around the country. As opposed to more 
traditional drill and practice, the standards emphasized reasoning, problem 
solving, communication, technology, and the practical applications of mathe-
matical concepts. Th e newer Standards 2000 emphasizes fi ve mathematical 
content standards and fi ve mathematical processes for the acquisition and use 

09388_06_Ch06_184-217.indd   19809388_06_Ch06_184-217.indd   198 11/18/09   4:26:42 PM11/18/09   4:26:42 PM



Chapter 6: Contemporary Curricula: Influences and Standards  199

of mathematical knowledge. Th e standards recommended by NCTM have 
been adopted in more than 49 states.

   Th e Content Standards Th e Process Standards

1.  Number and Operations 1.  Problem Solving
2.  Algebra 2.  Reasoning and Proof
3.  Geometry 3.  Communication
4.  Measurement 4.  Connections
5.  Data Analysis and Probability 5.  Representation

Science
Th e science standards developed through a somewhat circuitous route. As you 
should recall, the science curriculum (and math as well) garnered signifi cant 
public attention in the late 1950s. Th e ensuing development eff orts concen-
trated on the development of science curricula rather than on the development 
of standards for the teaching of science. Th e National Science Education Stan-
dards, released in 1996, were developed by the National Research Council of 
the National Academy of Sciences. Th eir work followed the preparatory work 
done by the American Association for the Advancement of Science. Also in-
volved was the National Science Teachers Association’s Scope, Sequence, and 
Coordination Project. Th e National Science Education Standards emphasize 
learning through investigation and inquiry rather than presenting science as 
an isolated compendium of facts and fi gures to be memorized.

Th e Th ree Content Areas

 1.  Physical Science
 2.  Life Science
 3.  Earth and Space Science

This photo shows a number of 
mathematics standards being ad-
dressed. Which items from the 
content standards and the pro-
cess standards can you identify?
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Th e Five Additional Content Areas

 1.  Unifying Concepts and Processes in Science
  a.  Systems, order, and organization
  b. Evidence, models, and explanation
  c.  Change, constancy, and measurement
  d.  Evolution and equilibrium
  e.  Form and function
 2.  Science as Inquiry
  a.  Abilities necessary to do scientifi c inquiry
  b. Understanding about scientifi c inquiry
 3.  Science and Technology
 4.  Science in Personal and Social Perspectives
 5.  History and Nature of Science

Language Arts
Without question, the teaching of reading is the most basic of all the basics pre-
sented in school. Yet, the teaching of reading is perhaps the most controversial of 
all subject areas in terms of pedagogy. Th e range of instructional approaches is 
varied, and proponents of any particular approach tend to give little credence to 
other techniques. Th e two most prevalent camps within reading instruction ap-
pear to be phonics and whole language (though whole language is in itself a 
philosophy of instruction). A combination of the two approaches is referred to as 
a balanced approach to reading instruction and is the concept advocated by the 
International Reading Association. In 1996, the International Reading Associa-
tion in collaboration with the National Council of Teachers of English released 
national standards for English Language Arts.
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Social Studies
As is the case with language arts, social studies is not a discipline in itself but rather 
a collection of disciplines. Diff erent grade levels, particularly in terms of bulk divi-
sions of the PreK–12 experience (elementary, middle, high school) will emphasize 
diff erent disciplines within the social studies. For example, the lower elementary 
grades focus on family and community; upper elementary and middle school transi-
tions into history, geography, and civics. U.S. history, government, and more nar-
rowly focused courses in world history, sociology, economics, and so forth can be 
found on the high school level. Current issues in the social studies revolve around 
the relative inclusion or exclusion of minorities and non-Western cultural perspec-
tives in the curriculum. Given our brief national heritage and burgeoning ethnic 
diversity, one can expect that debates on these issues will begin to yield a less Euro-
centric presentation of social studies topics as curriculum materials develop over the 
next decade. In 2008, the National Council for the Social Studies released its draft  of 
10 curricular themes for organizing social studies:

 1.  Culture: Social studies curriculum should include experiences that provide 
for the study of culture and cultural diversity.

 2.  Time, continuity, and change: Social studies programs should include expe-
riences that provide for the study of the ways human beings view them-
selves in and over time.

 3.  People, places, and environments: Social studies curriculum should include 
experiences that provide for the study of people, places, and environments.

 4. Individual development and identity: Social studies curriculum should in-
clude experiences that provide for the study of individual development and 
identity.
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 5.  Individuals, groups, and institutions: Social studies curriculum should provide 
for the study of interactions among individuals, groups, and institutions.

 6.  Power, authority, and governance: Social studies programs should include 
experiences that provide for the study of how people create, interact with, 
and change structures of power, authority, and governance.

 7.  Production, distribution, and consumption: Social studies programs should 
include experiences that provide for the study of how people organize for 
the production, distribution, and consumption of goods and services.

 8.  Science, technology, and society: Social studies programs should include ex-
periences that provide for the study of relationships among science, tech-
nology, and society.

 9.  Global connections: Social studies curriculum should include experiences 
that provide for the study of global connections and interdependence.

 10.  Civic ideas and practices: Social studies curriculum should include experi-
ences that provide for the study of the ideals, principles, and practices of 
citizenship in a democratic society.

Courtesy of National Council for the Social Studies.

Foreign Languages
Th ere was a time when Americans expected the world to come to them. In many 
respects, it did. English was the language of business, and without major markets 
speaking a foreign language along the country’s borders, U.S. citizens had no 
particular need for learning a second or third language.

Before World War II, foreign language study in the schools focused on reading 
and writing. But in the postwar years, the new audio-lingual approach to language 
education came into vogue, and the emphasis switched to speaking and listening. 
Still, the study of foreign language was required but not emphasized. In 1980, only 
5 percent of high school students continued their studies of a foreign language be-
yond 2 years. Today, of the 40 percent of students who take foreign language courses, 
most are enrolled in one of only three languages: Spanish, French, and German. In 
1996, the American Council on the Teaching of Foreign Languages stated:

Language and communication are at the heart of the human experience. 
Th e United States must educate students who are linguistically and cul-
turally equipped to communicate in a pluralistic American society and 
abroad. (www.actfl .org/fi les/public/standardsforFLexecsumm_rev.pdf).

Th e council recommended standards of foreign language instruction that ad-
dressed the “fi ve C’s of foreign language education”:

Communication: Communicate in languages other than English.
Cultures: Gain knowledge and understanding of other cultures.
Connections: Connect with other disciplines and acquire information.
Comparisons: Develop insight into the nature of language and culture.
Communities: Participate in multilingual communities at home and around 

the world.

The Arts
Th e four comprehensive arts are dance, theater, music, and the visual arts. Within 
the context of these four areas, programs in the arts seek to develop an ability to 
create art, an understanding of art in its cultural context, and an aesthetic apprecia-
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tion of the various art forms. Most prevalent of the programs in the arts is music, 
likely because it serves as a group activity; that is, the band or choir in a school can 
accommodate a large number of students under the direction of one teacher. Even 
so, in times of budgetary cutbacks or another round of “back to basics” in the cur-
riculum, programs in the arts are oft en fi rst to suff er. A clear example was during 
the movement for curricular reform in science and math during the early 1960s. As 
the social climate changed in the 1970s, programs in the arts began to reemerge. 
Th at momentum has continued to the point that, in our current magnet-school 
environment, school districts, particularly in larger metropolitan areas, are likely to 
have a school dedicated to an emphasis on the fi ne arts.

In 1994, a panel of artists, educators, and business representatives recom-
mended voluntary standards for the arts curriculum. Th e standards indicated 
that by the time a student graduates from high school, he should have developed 
a basic level of competency in each of the four following disciplines: dance, mu-
sic, theater, and visual arts.

Standards for the Four Comprehensive Arts

 1.  Students should be able to communicate at a basic level in the four arts 
disciplines—dance, music, theater, and the visual arts. Th is includes knowl-
edge and skills in the use of the basic vocabularies, materials, tools, tech-
niques, and intellectual methods of each arts discipline.

 2.  Th ey should be able to communicate profi ciently in at least one art form, in-
cluding the ability to defi ne and solve artistic problems with insight, reason, 
and technical profi ciency.

 3.  Th ey should be able to develop and present basic analyses of works of art 
from structural, historical, and cultural perspectives, and from combinations 
of those perspectives. Th is includes the ability to understand and evaluate 
work in the various arts disciplines.

 4.  Th ey should have an informed acquaintance with exemplary works of art 
from a variety of cultures and historical periods, and a basic understanding 
of historical development in the arts disciplines, across the arts as a whole, 
and within cultures.

Artistic creation is just one 
aspect of the art education 
standards.
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 5.  Th ey should be able to relate various types of arts knowledge and skills 
within and across the arts disciplines. Th is includes mixing and matching 
competencies and understandings in art-making, history and culture, and 
analysis in any arts-related project.

Physical Education
Over the years, fairly or not, physical education has been the target of two com-
plaints: It is not particularly physical, and it is not education. Because of the 
metamorphosis of physical education from calisthenics to its emphasis on com-
petitive sports, programs in physical education were destined to attract the stu-
dents with athletic ability and to discourage students whose skills were not up to 
the challenge.

During the 1970s and 1980s, a change began to occur in physical education 
programs. Not the least of these was Title IX in 1972, which required that physical 
education classes be coeducational. Much gender segregation even within coed 
classes persists today. However, the scope of physical education has expanded to 
encourage the use of lifelong sports, which are less gender-specifi c, to maintain 
physical fi tness and more rigorously address issues of health, disease prevention, 
human growth and development, and combating substance abuse. Notably, in the 
standards of the National Association for Sport and Physical Education that fol-
low, neither individual nor team competition is mentioned at all when describing 
the physically educated student.

Physical Education Standards

 1.  Demonstrates competence in motor skills and movement patterns needed to 
perform a variety of physical activities.

 2.  Demonstrates understanding of movement concepts, principles, strategies, 
and tasks as they apply to the learning and performance of physical 
activities.

 3.  Participates regularly in physical activity.
 4.  Achieves and maintains a health-enhancing level of physical fi tness.
 5.  Exhibits responsible personal and social behavior that respects self and oth-

ers in physical activity settings.
 6.  Values physical activity for health, enjoyment, challenge, self-expression, 

and/or social interaction.

(National standards for physical education, second edition. (2004). Reston, VA: 
National Association for Sport and Physical Education.)

Vocational/Technology/Computer Education
Like the arts, and to an extent physical education, vocational education is an as-
pect of the curriculum that is very much aff ected by prevailing social attitudes. Th e 
dialogue over vocational training as part of a public school has been hotly debated 
for decades and will likely continue in that manner for some time to come. Once 
again, the critical question is the purpose of school: Is it to prepare students to 
enter productive citizenship with the ability to learn, or is it to prepare students 
to take positions in the workforce with skills learned at school?
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Th ough the nation will always need farmers, mechanics, carpenters, and a 
myriad of other service-industry workers, the shift  in the economy from indus-
trial to information processing will aff ect the off erings of vocational programs 
throughout the country. Not only will the shift  aff ect job training, but computer 
training of a general nature may be expected to become so indispensable that it 
leaves the vocational aspect of education and becomes part of the “academic” 
track for all students.

Two newer variations of the vocational theme have appeared on the educa-
tional scene. One is a concerted eff ort at what might be called prevocational edu-
cation directed at middle school students. Most typical of districts with strong 
vocational/career education centers, these programs are intended to start middle 
school students thinking about vocational training in the high school and the 
coursework that would lead to successful completion of such programs. Th e other 
variation is the national movement toward “tech-prep” or “school-to-work” pro-
grams. Targeted most specifi cally for the non–college-bound student, these 
programs prepare students to transition into the workforce by spending time dur-
ing their fi nal 2 years of high school working with local businesses and industries. 
Alternatively, they prepare students to enter 2-year postsecondary training pro-
grams. Th e scope of vocational education is undeniably broad. Th ough standards 
do exist, they are representative of the many specifi c categories in particular 
(e.g., manufacturing, mechanical, and agricultural).

Issues in Curriculum
You now know that many issues in education await fresh minds and fresh per-
spectives to help sort out the best course of action for educating children. In this 
part of the chapter, we present just a handful of those issues with arguments pro 
and con for each. We encourage you to look over the topics before reading each 
section and decide what your position is at this time. Th en read the sections and 
see whether your perspective is strengthened or perhaps changed to some degree. 
Similarly, discuss these issues with your classmates to see whether as a cohort you 
have relative agreement. Activity 6.3 will help you to organize and broaden your 
research on these topics.

Testing
In 2001, the federal government mandated achievement testing in reading for 
grades 3–8 through the No Child Left  Behind Act. Th at requirement adds another 
layer of tests to the ones students already take, both at the elementary levels and 
in middle and secondary schools. Proponents and opponents of achievement 
testing as it currently exists raise serious questions and concerns. A few of the 
issues are considered next. What additional ones can you raise?

The Pro Point of View
 1.  State and federal agencies need a yardstick to determine whether education 

funds are being well spent and whether the changes that the funds are in-
tended to institute signifi cantly aff ect progress rates. Indeed, especially at the 
middle and secondary school levels, and even at the elementary levels with 
the highest achievers, academic progress of students since the 1970s appears 
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Activity 6.3  Considering the Pros and Cons 
of Issues in Education

This chapter provides arguments in favor of and opposed to several issues in 
education. These points will not be suffi cient to resolve the issues, but they 

should be enough to start you on the way to forming your opinion on the mat-
ters. There are several ways in which you can proceed.

1. Review the points that are raised for one of the issues that you fi nd 
interesting.

  a.  What is your initial perspective on the issue? Are you in favor or opposed?

  b. Now take the opposite view. Use the Internet to fi nd more information 
about the issue and then write a cogent opinion statement supporting the 
opposite perspective from yours. Why? So that you will be better able to 
appreciate that those who oppose your opinion may also have a valid 
argument.

2. Use these issues as the basis for class debates.

  a. Select an issue that interests you, read the points that we provide, and 
then decide what your position is on the issue. A classmate of yours 
should take the opposing view.

  b. Use the Internet to locate the most current arguments that support your 
position. Prepare an argument that can be presented in class as a debate 
with the classmate taking the opposing side.

  c. Let the rest of the class act as the school board that must decide which 
position to adopt. A simple vote from the class is not suffi cient. Someone 
on the “board” must explain why one argument proved more convincing.

to have stagnated, and periodic multigrade testing is essential to determine 
whether funding leads to more positive student outcomes. Th is argument 
represents the professional accountability issue.

 2.  Anecdotal reports, promotion rates, graduation rates, school grades, and the 
like are insuffi  cient barometers for documenting student progress. Compara-
tive data based on fi eld testing with nationally developed norms are neces-
sary to ensure that student progress is accurately measured. Standardized 
tests provide high-quality, consistent data to ensure that high levels of 
growth actually occur. Th is is the verifi cation issue.

 3.  Schools need information from standardized achievement tests to evaluate 
their academic programs and to determine what changes are appropriate. 
Achievement tests can identify patterns at various grade levels in a variety 
of subject areas. With disaggregate analysis, the tests can reveal strengths 
and weaknesses among special subpopulations such as students from di-
verse economic backgrounds, minorities, and students with exceptionali-
ties. Achievement tests can also provide analyses of school and individual 
student performance according to subskills and processes tested in the as-
sessment programs. Th is argument is the equal opportunity to learn issue.

 4.  Students and teachers who know they will be tested are more likely to focus 
on the academic skills that are tested, and thus the quality of education is 
likely to be enhanced. Th is is also a professional accountability issue.

 5.  Schools and teachers need reliable information to communicate student and 
school progress to the community in general and specifi cally to parents and 
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other caregivers. Positive information can engender community support for, 
among other things, bond issues for buildings and increased salaries for 
teachers. Th is is the public relations issue.

The Con Point of View
 1.  Standardized achievement tests tend to drive the curriculum. Th at is, they 

encourage schools to teach the content of the test. Th us, the curriculum is 
determined not by the local or state education community based on what is 
most appropriate for the students, but by the content prescribed by the pub-
lishers of the assessment devices. Th is is the local control of education issue.

 2.  Teaching to the test discourages signifi cant activities that are not “covered” 
by the test. For instance, having students write articles on events in the colo-
nial era for a class-produced newspaper is likely to be sacrifi ced for addi-
tional study of the Townsend Act, the Molasses Act, and the Battle of Bunker 
(actually Breeds) Hill. Th is is the importance of curriculum activities issue.

 3.  Teachers spend large amounts of time preparing students to “bubble in” an-
swers to multiple-choice tests. Indeed, in the 2 months before an achieve-
ment test is to be administered, many teachers “stop teaching” and start as-
signing practice sheets by the ream. Th e result is a greatly diminished 
amount of teaching time, which, in turn, decreases the likelihood of in-
creased achievement. Any test gains may be the result of the practice in tak-
ing tests, not because students have a better education. Th is is the use and 
value of teaching to the test issue.

 4.  Because achievement test data are norm referenced, there must be 50 stu-
dents above the mean for every 50 students who score below it (Culyer, 
1984). Likewise, for every high-achieving school, there must be a low-
performing school with a similar number of students. In essence, for every 
“successful” school, there must of necessity be an “unsuccessful” school. 
Some schools must always be “losers,” regardless of how much progress they 
make. Th is is the guaranteed failure issue.

 5.  Achievement tests do not take into consideration demographic factors that 
are widely recognized as contributing to student outcome diff erences. Th us, 
a school with a large clientele from professional families almost certainly will 
show much more academic growth than will a school with signifi cant num-
bers of single-parent, low-income, non–English-speaking families. As a re-
sult, the data from “defi cient” schools do not provide even the semblance of 
accuracy. Moreover, if both schools make one year of gain, the result still re-
mains: Th e “professional family” school is successful, and the “blue collar” 
school is not. Th is is the predetermined results issue.

 6.  Because achievement tests are timed, they discriminate against children who 
are slow or methodical or poor readers. Because these tests are typically 
multiple-choice, they yield infl ated scores that diff er from child to child, de-
pending on the number of lucky guesses made. Th is is the accuracy of infor-
mation issue.

A National Curriculum?
Th e Constitution of the United States does not mention education. According to 
some scholars, education thus comes under the clause that grants to the states 
and local agencies powers not expressly delegated to the federal government. An 
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alternative interpretation of the U.S. Constitution is that education properly be-
longs under the article that relates to the power of Congress to “provide for the 
common welfare” of the people. Herein lies a basis for the diff erences between 
those who advocate a national curriculum and those who oppose it. Th ink about 
the sample issues identifi ed next. What additional perspectives can you add?

All in Favor, Say Aye
 1.  Research over many decades has clearly demonstrated that the quality of ed-

ucational opportunities diff ers from school to school and from geographic 
region to region. For example, students in the southeastern region of the 
United States have long averaged lower achievement scores on standardized 
tests, regardless of which tests were administered. To more closely equalize 
educational opportunities, the federal government, working in conjunction 
with the states, should develop a comprehensive outline of the goals, objec-
tives of education, and expectations at each grade level and for each major 
subject, such as reading, writing, and mathematics. Th e resulting curriculum 
would come much closer to providing equal educational opportunities to all 
children, regardless of student backgrounds, environmental circumstances, 
and geographic location. Th is is the equity issue.

 2.  A norm-referenced nationwide assessment test (the National Assessment of 
Educational Progress [NAEP]) has been used for four decades to provide 
valuable information about student achievement. Referred to as the nation’s 
report card, these tests are administered according to a carefully planned 
schedule such that every major curriculum area is assessed periodically 
among students at ages 9, 13, and 17 (roughly equal to the end of elemen-
tary, middle, and high school). Results of these tests clearly point to the need 
for a national curriculum. Th is is the case for a national curriculum.

   As a result of the No Child Left  Behind Act, all states participate in the 
NAEP sampling. Th us, a national assessment tool that provides longitudi-
nal data (e.g., reading and math scores increased from 1992 to 2007 in 
both grades 4 and 8, whereas reading scores in grade 12 in 2005 were sig-
nifi cantly lower than in 1992) is already in place (Nation’s Report Card: 
Math 2007, 2007; Nation’s Report Card: Reading 2007, 2007; Nation’s Re-
port Card: Reading and Math, Grade 12, 2005, 2006). (Math comparisons 
for grade 12 could not be made because of changes in the assessment con-
tent and administration in 2005.) Th e NAEP can, therefore, be used to 
note trends and identify relative levels of performance. Th is is the curricu-
lum assessment issue.

 3. A major component of NAEP is its series of questions to students and teach-
ers about aspects possibly related to academic progress. Th us, questions 
about the amount of time students spend doing homework, watching televi-
sion, and reading for fun are also included. When quantitative data are cor-
related with levels of student academic achievement, they provide guidance 
to classroom teachers, as well as to policymakers. Likewise, information 
about demographic characteristics of students, school, and community facili-
tates the development of appropriate policies at the federal level. Th ese are 
the demographic and cultural issues related to policy development.

 4.  Research informs us that there is a considerable mismatch between the cur-
riculum that is taught and the content that is assessed. Under these circum-
stances, one cannot determine the eff ectiveness of the school experience, ei-
ther at the local or the national level. Unfortunately, local and district staff  
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typically lack the expertise and time to ensure congruence between the cur-
riculum and the assessment measures. Even if they did, changing circum-
stances would soon require that the congruence issue be revisited. New de-
velopments in curriculum and instruction, and new (syntheses of) research 
require periodic changes in curriculum and, therefore, in the assessment 
measures. Only the federal government can marshal the resources (funding 
and expertise in curriculum development and assessment) to provide indi-
vidual schools with the measurement tools they need to assess the eff ective-
ness of their eff orts. Th is is the continuous congruence between curriculum 
and assessment issue.

 5.  National data relative to the eff ectiveness of the school’s curriculum can be 
helpful to policymakers who need to make educational decisions and allo-
cate funds where they are most needed. Likewise, schools require useful data 
as they engage in program development. Th is is a child benefi t issue.

 6.  Th e public is best served and is most supportive when it is assured that its 
schools have a “world-class” curriculum that adequately prepares students 
for life in a society in which change is the most obvious constant. Th is is the 
community support of schools issue.

All Opposed, Say Nay
 1.  Education is a local issue and a local responsibility. If the founders of our 

country had intended to provide federal control over education, they would 
have said so explicitly in the U.S. Constitution. No national curriculum can 
meet the needs of a diverse society that is becoming more heterogeneous 
each year. A national curriculum appropriate for an affl  uent suburban com-
munity would be totally inappropriate for an inner-city area with a large pro-
portion of children for whom English is a second language. No across-the-
board curriculum can encompass the needs of all types of students. Th is is 
the local control based on local needs issue.

 2.  Less than 10 percent of the money allocated to schools is provided by the 
federal government. Th ose who pay the bills (i.e., people at the state and lo-
cal levels) should exercise jurisdiction over the schools. Th is is the fi nancial 
accountability and responsibility issue.

 3.  If there were a national curriculum, and hence a national test such as the 
NAEP, the curriculum would need to be established fi rst and then a test de-
veloped to match its objectives and content. Th ose who advocate a national 
curriculum based on a national test have the sequence backward. As dis-
cussed in the fi rst item in this list, no national curriculum fi ts state and local 
needs, either currently or in the future. Attempting to develop a national 
curriculum to increase achievement test results is putting the cart before 
the horse. Th is is the “tail wagging the dog” issue.

 4.  Tests cannot measure such objectives as character development, social re-
sponsibility, and “worthy use of leisure time.” A national curriculum would 
de-emphasize such desirable qualities and overemphasize items that lend 
themselves to multiple-choice tests. (Recent experiences in several states 
reveal that open-ended questions are not scored adequately—and perhaps 
cannot be.) Many teachers give short shrift  to handwriting and social studies 
“because they are not tested.” Some districts decrease off erings in the fi ne 
arts because of budgetary constraints. A national curriculum likely would 
reduce curriculum to bits and pieces of easily measured but relatively insig-
nifi cant learning outcomes.

09388_06_Ch06_184-217.indd   20909388_06_Ch06_184-217.indd   209 11/18/09   4:26:52 PM11/18/09   4:26:52 PM



210  UNIT II: Curriculum, Management, and Assessment

 5.  A national curriculum likely would be based on recommendations dissemi-
nated by the learned societies (e.g., NCTM, National Science Teachers Asso-
ciation) or by a small number of large states (such as California and Texas). 
Yet, all of these organizations and political entities have changed direction 
from time to time, sometimes proceeding along paths completely inconsis-
tent with their previous courses. One must question whether it is desirable to 
subject an entire nation to a set of recommendations that may put all of the 
children at risk. Th ese are the trend of the moment and the tyranny of the ma-
jority issues.

 6.  A national curriculum likely would manifest itself in unrealistic standards 
that would result in increased academic failure and dropouts. Not everyone, 
for instance, needs to study algebra, even a watered-down version. Current 
teachers whose students are unable to meet that graduation requirement ei-
ther fi nd creative ways to circumvent the intent of the course or teach an in-
tellectually honest class that results in large-scale student failures. Th is is the 
unrealistic expectations issue.

Emergent Literacy Programs
By far the most controversial debate on curriculum issues focuses on various as-
pects of literacy, especially at the beginning stages. Unlike other topics, which 
have only one issue that is the primary focus of a pro and con discussion, emer-
gent literacy programs have a multitude of issues. Th e one considered here is the 
“great debate” over the role of phonics as opposed to whole language, oft en recast 
as phonics versus literature-based instruction. Several defi nitions may set the 
stage for the pro and con positions.

Phonics (also called letter-sound associations or phoneme-grapheme corre-
spondences) is considered by some educators as a body of generalizations or 
rules about letters and the sounds they represent. Others discuss phonics as a 
method of teaching, either starting with individual letters and sounds and 
progressing to whole words (buh plus a plus tuh equals bat) or starting with 
whole words (bat) and breaking them down into their individual sounds. Th e 
fi rst way is called part-to-whole, or synthetic phonics; the second way is whole-
to-part, or analytic phonics.

Whole language has been defi ned in 
numerous ways, with the common 
thread being a philosophy rather than a 
set of instructional strategies (Altwerger, 
Edelsky, & Flores, 1987). Th e philosophy 
advocates learning to read by reading, 
just as one learns to talk by talking. 
Skills are taught as needed and in the 
context of written text. Like whole lan-
guage, literature-based instruction uses 
trade books, usually fi ction, rather than 
basal reading texts. Th e approach is child 
centered rather than textbook or curricu-
lum centered. Consider the following 
perspectives and decide what additional 
issues you believe should be raised.

Standards dictate what a student 
should be able to do. How they 
learn to do it can be a matter of 
great debate, such as the ques-
tion whether to use a phonics or 
a whole-language approach to 
the teaching of reading. Do you 
have an opinion?
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Phonics as a Means of Facilitating Emergent Literacy
 1.  Although there are exceptions, English is an alphabetic language with letters 

that represent sounds. Th us, mastering the written language requires learn-
ing the common letter-sound associations.

 2.  Research indicates that good readers have mastered the letter-sound associa-
tions (Report of the National Reading Panel, 2000), knowledge that enables 
them to decode most words they are likely to encounter in print. Children 
who learn to sound out words become good readers.

 3.  Much practice is necessary for children to acquire the letter-sound associa-
tions. Th ese relationships should be taught early and learned thoroughly. De-
codable stories that children can read help them appreciate the value of pho-
nics and succeed in early reading.

 4.  Whole language de-emphasizes skills because they are taught only when a 
child needs them—and diff erent children need them at diff erent times. Th e 
most time-effi  cient method is to teach the letter-sound associations to all 
children simultaneously so they will be ready to use the phonic elements 
when they encounter them in new words.

 5.  Th e incidental teaching of skills that characterizes whole language and the 
“skills as needed” approach of literature-based instruction typically result in 
“accidental” rather than carefully planned teaching. Research indicates that 
direct instruction of the basics is a highly eff ective means of facilitating 
emergent literacy.

 6.  Although it is true that children learn to talk by talking, it is not true that  
they learn to read just by reading. Th ey must be taught to read. Talking and 
reading are two diff erent language processes. What is true of one is not nec-
essarily true of the other.

 7.  Literature-based texts have too many diffi  cult words. Even when children 
can pronounce the words, they don’t necessarily know what the words mean, 
and that interferes with comprehension. Furthermore, the number of new 
words in a story is far too large to preteach, and even if they could be pre-
taught, the words are not reinforced enough for mastery to occur because 
the next literature-based text has many diff erent diffi  cult new words and in-
suffi  cient practice for the ones included in the previous text.

 8.  Providing one literature text for all members of a class ensures that some 
children will have assignments and expectations that exceed their capabili-
ties. Children at average and below-average reading levels have diffi  culty 
keeping up with their peers when reading the diffi  cult high-quality literature.

Whole-Language or Literature-Based Instruction 
as a Means for Facilitating Emergent Literacy
 1.  Phonics is a boring way of teaching and involves rote memory of a large 

number of isolated sounds; this is hardly a way to entice young learners to 
engage in reading.

 2.  Exposing children to the best writing encourages them to want to read.  
Children like quality literature.

 3.  Children learn to read by reading, not by doing worksheets or sounding out 
words. Th ey learn to read by being immersed in reading activities. Th e more 
they read, the better they get.
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step into the classroom
TEACHSOURCE
Video Case 6.2

Elementary Reading Instruction: 
A Balanced Literary Program

The teaching of reading is a multidimensional activity, and there are many dif-
ferent perspectives with regard to the task. Go to the premium website and view 
Elementary Reading Instruction: A Balanced Literary Program. As you watch, 
consider the following questions:

 1.  What teaching strategies can you identify in this teacher’s approach to the 
teaching of reading? Are some techniques more effective than others, or 
are particular techniques better suited to some students than to other 
students?

 2.  How does this approach compare with the pro and con arguments regard-
ing emergent literacy programs as presented in this chapter?

 4.  Children need full-length texts, not the dull short stories found in basal 
reading series.

 5.  Learning the sounds does not make one a good reader. Comprehension is 
the most important aspect of reading, and children do not acquire under-
standing by reading selections with phrases such as “Dan can fan a cat. Dan 
sat on a hat. Dan sat on a cat. Can a cat fan Dan?”

 6.  Studies show that 10 to 30 percent of children do not learn well from a pho-
nics approach (McGuiness, 1997). Th ey lack either phonemic awareness or a 
strong sensory approach.

 7.  Because children diff er, it should be obvious that not all of them need certain 
phonics skills. Furthermore, even when they do, why should they learn the 
skills at a time when they don’t need to apply them? How will they remem-
ber them without that practice? Whole-class phonics teaching is not devel-
opmentally appropriate.

 8.  Children who learn by a phonics approach oft en become slow readers who 
laboriously sound out words, have diffi  culty blending parts of words, and 
word call rather than comprehend the text.

School Uniforms
School uniforms? Is that a curriculum issue? It is if you think back to Chapter 5. 
In that chapter, we discuss a perspective of curriculum known as the implicit 
or hidden curriculum. Th e wearing of uniforms is more than just a fashion 
statement. Like other controversial issues, the debate over whether to require 
students to wear uniforms is one that excites emotions and poses a number of 
interesting perspectives. Unlike some of the other issues, it has only a few ma-
jor contentions, but those viewpoints clearly are contentious. As you consider 
this issue, try to identify some of the lessons that the wearing of uniforms 
teaches. For example, do you think requiring uniforms represents a lesson in 
conformity or community, discipline or singularity of purpose, a refl ection of 
intellectual sameness or a movement away from the distractions that interfere 
with individual intellectual achievement? Can you think of additional per-
spectives to add to either point of view?
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The Pro Position
 1.  Th e term school uniform is really a misnomer. In actual practice, the term 

typically refers to a dress code that provides many options about the clothes 
children wear to school. It is not uncommon for a school to have more than 
one dozen alternatives of the “school uniform.” Th us, even when we use the 
term school uniform, what we really are referring to is a dress code, which 
schools already have in some form. Th is is the defi nition issue.

 2.  Requiring school uniforms diminishes the obvious fi nancial diff erences among 
the children’s families. Without uniforms, wealthy children may wear designer 
outfi ts, whereas poorer children may have fewer and lower-quality clothes. 
Th ese disparities cause numerous problems, with more advantaged children 
sometimes making fun of their classmates. Th is is the economic parity issue.

 3.  Requiring school uniforms can decrease distractions that interfere with 
learning. Th ese distractions include gang colors, low-hanging jeans, raun-
chy visuals or language, midriff -baring blouses, and short shorts. When 
students are required to dress neatly and appropriately, clothing-caused 
distractions are minimized, and students can focus on the academics. Stu-
dents who wear school uniforms are more likely to focus on acceptable 
academic and social behavior. Usually the school colors or an emblem are 
included to foster school spirit. Typically, there is a concomitant decrease 
in behavior problems. Th is is the discipline and school safety issue.

 4.  School uniforms cost less than most clothing because schools and school 
districts can contract with businesses to provide quality outfi ts at a reason-
able cost. Schools can also maintain a clothing closet consisting of items that 
students have outgrown. Th ese clothes can be distributed to students from 
economically less advantaged homes. Likewise, new uniforms can also be 
purchased by parent–teacher organizations or be contributed by the busi-
nesses that sell the uniforms. Th is is the cost factor issue.

 5.  Uniforms are common in life, among both children and adults. Service men 
and women wear uniforms. So do doctors and nurses. Teachers follow a dress 
code. Children wear uniforms in Scouts or the uniform of their soccer team. 
Th ey also are expected to adhere to dress codes in public and in houses of wor-
ship. Childhood is a good time for children to learn that expectations diff er 
from one setting to another. Th is is the awareness of diff ering expectations issue.

The Con Position
 1.  Requiring students to wear school uniforms tends to diminish children’s in-

dividuality. Th at is, students are denied the opportunity to express them-
selves in the selection of their clothes and the ways they wear them. Instead, 
they are expected to dress like a group of identical mannequins. Th e decision 
whether to wear school uniforms should be a parental and child choice, not 
a requirement foisted on the family. Th is is the freedom of expression issue.

 2.  Requiring students to wear school uniforms forces parents to buy clothes 
that children are unlikely to wear aft er school or on the weekends. Th us, they 
are likely to outgrow the uniforms before the clothes wear out. Th is is a fi -
nancial issue.

 3.  Wearing school uniforms is developmentally inappropriate. Although it is 
true that adults are sometimes required to wear uniforms, children should be 
allowed to be children. When they wear uniforms, it should be because they 
make the choice (as in Scout activities). Th is is the “children should be al-
lowed to be children” or developmentally appropriate issue.
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Conclusion
Th e contemporary curriculum that exists in the 21st 
century is in many ways similar to the curriculum that 
ushered in the 20th century. Th is is not surprising 
given that the infl uences on curriculum, particularly in 
the public schools, are the same today as they were 100 
years ago. Only the names have changed. Still, parents, 
legislators, the structure and administration of the 
schools, special interest groups, and the use of text-
books printed for a national audience are the key as-
pects that determine what is taught in school. It is in-
teresting to note that many of the special interest group 
agendas are little changed, if at all, aft er decades of cur-
riculum “reform.”

Th is chapter also provides you with a consider-
ation of some common issues in education. Keeping in 
mind that issues are problems for which there is no 
absolutely right or absolutely wrong position, these 
several presentations were intended to help you under-
stand that there can be two sides, two passionate sides, 
to many of the problems that face formal education. 
Although there may not be a right or wrong answer, 
these are issues that need some sort of resolution. 
Th ose in education do not have the luxury of “abstain-
ing” from taking a position or of postponing making a 
decision. No matter what arguments adults may get 
into, children still show up to school every day. It is the 
responsibility of those adults—and particularly of pro-
fessional educators—to fi nd the most appropriate reso-
lution to these questions under the prevailing circum-
stances and with an eye toward the future. Now, here 
are some of the major points from the chapter:

 1.  Factors that infl uence curricular design can range 
from the parents of the children attending a partic-
ular school to the desires of popular culture.

 2.  Particularly on the local level, parents can, and do, 
have a profound eff ect on what is taught in the 
school and oft en bring an impassioned perspective 
to the discussion.

 3.  Special interest groups, though by defi nition narrow 
in their focus, are valuable in that they enable the 
American people to speak out loudly about their 
wants and needs.

 4.  Th e legislative input can be seen in at least three 
ways: the allocation of funds for the education bud-
get, laws passed by the state legislature, and the 
legislature’s infl uence over the direction that 
the state’s department of education takes.

 5.  A key diff erence between the school’s infl uence and 
that of legislatures is that those who work directly 
with the school see children on a regular basis.

 6.  Th e curriculum in many states is a function of what 
is written in textbooks even though textbook con-
tent is largely derived from the requirements of 
Texas and California.

 7.  From its beginnings as a regional concern, curricu-
lum has lacked a national cohesiveness, even though 
it has developed a signifi cant national “sameness.”

 8.  Th e development of national educational stan-
dards has emerged from the work of national 
professional organizations even as states retain 
the responsibility for public education within their 
sovereign boundaries.

Key Terms
local education agency
special interest groups
standardized testing

e-publishing
adoption states
professional organization

214  UNIT II: Curriculum, Management, and Assessment

09388_06_Ch06_184-217.indd   21409388_06_Ch06_184-217.indd   214 11/18/09   4:26:55 PM11/18/09   4:26:55 PM



Case Studies in Education
Enter the information from the table below into the 
Educational Record for the student you are studying.

Degree of Parental Involvement
Child’s Success 
with Standardized Tests How Well the Child Tests

Davon
Davon’s mother stays completely out of 
the picture. She ignores the daily commu-
nication folder and refuses to attend par-
ent conferences.

Davon has no problem reaching 
state standards.

Davon is able to demonstrate 
his skills. Kindergarten assess-
ment is child friendly and not 
set up as formal testing situa-
tions. He is assessed through 
collecting authentic work sam-
ples and observations noted in 
anecdotal records.

Andy
Andy’s grandparents agree that he has 
diffi culties in school but do not actively in-
volve themselves on a consistent basis. His 
grandmother met with his teachers during 
the fi rst 9 weeks of this school year. She is 
aware of his diagnosis of ADHD but is 
very hesitant concerning medication. She 
asserted that they do homework together, 
but often his homework is not completed. 
Unfortunately, his grandparents do not 
seem to understand, regardless of notes 
sent home or phone calls made concern-
ing his poor progress, that Andy is in dan-
ger of being retained this year because of 
the state’s testing criteria.

As stated in previous chapters, Andy 
is 2 years below level in reading. 
He has great diffi culty decoding text. 
He also does not attend to what he 
reads, probably because of his low 
fl uency ability, and therefore does 
not comprehend what he reads. He 
is not meeting state standards for 
reading. In addition, Andy has great 
diffi culty with written expression. 
Poor spelling skills aside, he does not 
write complete sentences. His writ-
ten thoughts are fragmented and 
hard to comprehend. Conversely, he 
does perform within the average 
range in math.

Andy has great diffi culty with 
testing. He has trouble attend-
ing to the time on task required 
of standardized testing and of-
ten does not complete the re-
quired number of questions 
within the allotted time period.

Judith
There is little involvement of the parents. 
Most work that Judith brings home is be-
yond the academic level of her parents. 
They will sign papers and will respond to 
requests for conferences (though schedul-
ing is often diffi cult).

Judith has diffi culty with state stan-
dards in all subjects. She comes clos-
est in reading but is nowhere near 
passing. She can read fairly well on a 
fourth-grade level.

Judith fi nds testing, particularly 
standardized testing, very frus-
trating. It is diffi cult for her to 
remain focused throughout a 
lengthy test.

Tiffany
Tiffany’s parents are very involved in her 
education. They always attend parent 
conferences and visitation days, and keep 
in contact throughout the year with the 
teacher. They are available to help as 
needed, and teach Tiffany to value educa-
tion and respect teachers.

Tiffany does not have diffi culty 
reaching any state standards.

Tiffany thrives on tests and as-
sessments. She comes to school 
prepared with pencils and eras-
ers. When results are distrib-
uted, she learns what they 
mean, asks questions, and ana-
lyzes her work.

Sam
Sam’s mother is involved with his educa-
tion though she usually does not take the 
initiative to contact the school. She at-
tends all of his IEP (Individual Education 
Plan) meetings and is an active partici-
pant, asking questions and offering help-
ful insights. She responds immediately 
and positively to phone calls regarding 
any educational issues.

Sam has passed Functional Reading, 
Writing, and Math tests, which had 
previously been a state requirement 
for all students expecting to receive 
a high school diploma. With the im-
plementation of the No Child Left 
Behind Act, these tests are being re-
placed with the High School Assess-
ments (HSA). Because he will gradu-
ate soon, he will not be required to 
pass the HSA.

Sam has diffi culty demonstrat-
ing achievement in testing situa-
tions. His signifi cant processing 
defi cits and marginal responses 
to questions impede his success. 
Testing accommodations/modifi -
cations as outlined in his IEP in-
clude taking tests in a small 
group or individually, having 
tests read orally, and being al-
lowed extra time and the use of 
a calculator.

[continued on next page]
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Degree of Parental Involvement
Child’s Success 
with Standardized Tests How Well the Child Tests

Bao
Mr. and Mrs. Nguyen don’t feel confi dent 
with their English, so they avoid open 
houses, teacher conferences, and other 
forums, and are unable to help Bao with 
her homework. She does have an older 
brother who is able to help her when 
she asks.

Bao has met standards in every sub-
ject. She knows what is expected of 
her in school and works very hard to 
meet those expectations. Whether 
that translates into deep under-
standing of subjects and topics is a 
different matter entirely.

Bao is a strong test-taker and 
does better on normed tests 
than she does with her grades. 
Again, this could be a function 
of her knowing the expecta-
tions, and that standardized 
tests often focus on skills and 
information rather than on com-
prehension and understanding.

 1.  How involved are the parents in the education of 
this child? Do they help with homework? Attend 
parent-teacher conferences and open house events? 
Do they support the work of the school and class-
room teacher? From the picture that the informa-
tion provided to you presents, what challenges and 
collaborative opportunities do you see for your 
work with this student?

 2.  Would you say that your student is able to demon-
strate his or her achievement on standardized tests? 
If the information indicates that a true picture of 
achievement is not being provided through stan-
dardized testing, how would you argue to your local 
principal or district offi  cials that you are being suc-
cessful in the teaching of that child?

Designing the School of the Future
In the previous chapter you had the opportunity to 
articulate the general curriculum of the school you are 
designing in terms of the four types of curriculum. At 
this point, you need to start fi lling in the blanks with 
the courses and course work that will meet the de-
mands of that curriculum.

 1.  Will your school have an arts program? If not, why 
not? If so, how extensive will it be?

 2.  Will your school have a vocational program? If not, 
why not? If so, what trades and skills will be 
taught?

 3.  Select any two of the content areas discussed in the 
section Emerging Standards. Use the Internet to 
look up the full listing of standards from the spon-
soring professional organizations. (Note: Do not 
look up your state’s version of the standards. In that 

case, decisions have already been made about what 
to include and what not to include.) Rather than 
downloading the standards for all grades, select a 
level such as elementary, middle school, or high 
school. Within the standards, mark those that you 
feel the school should address. Cut and paste the 
standards so that you are left  with a document rep-
resenting the standards for the school you are de-
signing. Provide a brief introduction to the separate 
content areas that explains the reasoning you used 
in selecting the particular standards.

 4.  Will students at your school wear uniforms? Why or 
why not? If so, design the uniform. How do uni-
forms relate to any or all of the four curriculum 
types?
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Praxis Practice
Many states will require that you successfully com-
plete the Praxis Series of examinations to qualify for 
certifi cation. One or more of those tests will be 
subject-area tests. Another, which has a more practi-
cal orientation, will be the Principles of Learning and 
Teaching (PLT) examination that is appropriate for 
your certifi cation area.

Completing the Quick Check quizzes for Chapter 6 
in the Unit Workshop will give you practice with the 
multiple-choice format of the PLT. Th e Case Studies in 
Education and Designing a School of the Future activi-
ties will help prepare you for exercises that require read-
ing a scenario and providing short answers to questions 
asking what you might do in such a situation.
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7

Your Chapter Study Guide
• Conceptualize Here are the major themes you will 

encounter in this chapter:

1.  A teacher’s repertoire includes skills in classroom 
pragmatics: assessment, classroom management, 
and effi cient completion of noninstructional tasks.

2.  There is a distinction between assessment and 
evaluation.

3. Successful classroom management involves plan-
ning and practice.

4.  Teachers must establish an environment conducive 
to learning.

• Preview Read the chapter headings; look at any fi g-
ures, tables, and activities; and read through the items 
in the conclusion.

Activity 7.1: Go Online! An “A” for Effort?

Activity 7.2: Gain Scores or Mastery of Objectives?

Activity 7.3: Rules in the Classroom

Activity 7.4:  Field Observation Activity—Identifying 
Classroom Procedures

Activity 7.5:  What Teachers Will Say about Working 
with Parents

TeachSource Video Case 7.1 Formative Assessment: 
High School History Class

TeachSource Video Case 7.2 Classroom Management: 
Best Practices

• Read Now read through the chapter. Mark or high-
light information that you consider to be especially 
important or about which you have a question.

• Refl ect Refl ect on these questions as you read:

1.  Do you see classroom management as a challenge 
or as a worry?

2.  Who is best prepared to assess a student’s progress?
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Pragmatics: Assessment 
and Classroom Management

Ice Breakers

How Should You Be Graded?
How many grades do you suppose you’ve received through all of your 
school years? Counting quizzes, reports, tests, and grades for classes and 
courses, it has to number in the thousands! With all of that experience, 
this Ice Breaker should be a cinch.

Let’s suppose that your professor has decided to let you determine how 
the grading should be done for this class. How should you be graded? What 
would be the most appropriate assessment methods from your perspec-
tive? We’ve provided a list of possibilities and considerations. Select those 
that you feel would provide the best picture of your achievement. Circle 
the number for each item you will use, and make any appropriate decisions 
within the item.

Assessment Opportunities

 1. A.  This course will have _____ examinations. Exams will / will not be 
cumulative.

 B. Exam formats (can be more than one):
  _____ Selected response (e.g., multiple choice, matching, 

true/false)
 _____ Essay
 _____ Performance (demonstrating a skill)
 _____ Personal communication (one-on-one discussion with 

the professor)
 2. There will be ______ quizzes. Quizzes will / will not be regularly 

scheduled.
 3. Students will write _______ report(s) / paper(s). Topic(s) will be se-

lected by the student / assigned by the professor.
 4. Students will receive points for participation in class discussions and 

assignments.
 5. Attendance will count for part of the fi nal grade.
 6. There will be a graded project or assignment.
 7. Students will be required to keep a journal.
 8. Students will receive points (or consideration at the fi nal evaluation) 

for “effort.”
 9. Extra-credit assignments will be allowed.
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Assigning Grades

 10. Final grade will be the average of all grades received during the 
course.

 11. Different assignments/requirements will have different values toward 
the fi nal grade (e.g., exams might be worth more than quizzes).

 12. The grading scale will be based on a percentage of the points avail-
able as follows:

 A  � _____ to 100%

 B  � _____ to _____

 C  � _____ to _____

 D  � _____ to _____

 F  � below _____

If you have included item 11 as part of your plan, it will be necessary 
to decide how much weight (or how many points) will be given to each of 
the items you selected. After thinking it over, write out your list of require-
ments and your rating scale (item 12), then see what your professor has to 
say about it! Be prepared to support the choices you have made.

Course Requirements

Possible Points or Item Percentage of Final Grade

_________________________ ___________

_________________________ ___________

_________________________ ___________

_________________________ ___________

_________________________ ___________

_________________________ ___________

_________________________ ___________

_________________________ ___________

Grading Scale
A  � _____ to 100%

B  � _____ to _____

C  � _____ to _____

D  � _____ to _____

F  � below _____   ■
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Introduction
Classroom pragmatics is a term we use for tasks that a teacher routinely accom-
plishes apart from “instructional” activities. As the name is intended to imply, these 
are practical concerns that are just as much a part of a teacher’s day as is the teach-
ing. Assessment of student progress, the fi rst topic of this chapter, is something that a 
teacher does on a regular basis. In addition to providing an opportunity for students 
to demonstrate their progress and receive a grade for their work, assessment is the 
practical tool that a teacher uses to make instructional decisions. Classroom man-
agement, the second major topic in this chapter, is another area of expertise that a 
teacher must develop. It is not necessarily an instructional activity, but it does dra-
matically aff ect the educational environment within the classroom.

We have assembled these topics as a stand-alone chapter because we believe 
you need to know right up-front that teaching is just one aspect of a teacher’s 
professional responsibilities. You should not assume that the tasks described in 
this chapter “take care of themselves,” or that they can be “worked in.” It would be 
unfair to lead you to believe that such is the case. Assessment, management, and 
the other noninstructional tasks that we will present are each viable subject areas 
in their own right. We are sure that over the years you have noticed considerable 
diff erences among teachers with regard to each of these tasks. It is likely that some 
of your teachers wrote horrible tests, and you never felt as if your understanding 
of a topic had really been tapped. Without a doubt you have seen wide diff erences 
between teachers’ styles when it came to managing a classroom. It is just as fea-
sible that you have known teachers who were organized and ready for any con-
tingency, and others who were working from bell to bell. Th is chapter should give 
you a broader understanding of what teachers do and a foundation for developing 
your own expertise. We will begin with the topic of assessment because it is some-
thing you should be planning for before your students ever enter the classroom.

Assessment
So much time is put into the planning and preparation of a lesson, followed by 
the actual presentation, that assessment is oft en thought of as something that 
just “happens” at the end. It is much more than that. Assessment is the means by 
which information is gathered to make a variety of decisions ranging from what 
and how to teach a topic to determining what your students have learned. Because 
it comes at the beginning and end of instruction, it is a major component of any 
eff ective educational strategy. You should become familiar with the idea of data-
driven instruction (Bambrick-Santoyo, 2007/2008), for that approach to teaching 
will surely be expected of you. Th is section considers assessment from four per-
spectives: the aims of assessment, standardized and classroom assessment, assess-
ment as part of instruction, and the assigning of grades.

Aims of Assessment
Assessment devices on any level can serve either or both of two purposes. One 
purpose is to give an individual some indication of actual achievement. Th e other 
purpose is to identify trends among groups. In the context of administrative deci-
sion making, assessments are used in several areas:

classroom pragmatics  
Tasks that a teacher 
routinely accom-
plishes apart from 
“instructional” activi-
ties. Examples in-
clude classroom man-
agement and the 
assessment of stu-
dent performance.

assessment The means 
by which a teacher 
gathers information 
to make a variety 
of decisions. It may 
include paper-and-
pencil activities, 
demonstrations, 
reports, teacher 
observation, projects, 
and so on.

What you do on the fi rst days 
of school will determine your 

success or failure for the rest of 
the school year. You will either 
win or lose your class on the 

fi rst days of school.

—Harry K. Wong (1991)

09388_07_Ch07_218-258.indd   22109388_07_Ch07_218-258.indd   221 11/18/09   4:44:21 PM11/18/09   4:44:21 PM



222  UNIT II: Curriculum, Management, and Assessment

• Policymaking
• Selecting appropriate schoolwide curriculum materials
• Funding decisions
• Measuring school accountability

Th ese decisions are most oft en based on the results of the standardized tests 
that are administered each spring. Clearly, the focus in this instance is on group 
trends. Th e information compiled from standardized tests tells districts how their 
students are doing compared with students in similar situations around the state 
or nation. From this information, districts can make decisions about the delivery 
of their educational program. 

Of less immediate concern to you but still of importance (because the test 
data impact national policy) are three international assessments. Trends in Math 
and Science Study (TIMSS) was administered to random samples of fourth grad-
ers in 36 countries and eighth graders in 48 nations. Although students in the 
United States scored above the international average in both math and science, 
the 2007 scores were lower than those of 1995. Th e Program for International 
Student Achievement (PISA) was last administered in 2006, and it tests func-
tional skills in reading, math, and science on a 3-year cycle. American students 
scored below the international average. Progress in International Reading 
Literacy Study (PIRLS) focuses on reading comprehension on a 5-year cycle and 
was last administered in 2006.

Standardized and Classroom Assessment
Standardized testing refers to a system of assessment that is administered to a 
wide population of students. A test could be used districtwide, statewide, nation-
ally, or even internationally. Elementary and secondary schools may use a stan-
dardized test to measure student achievement in various subject areas. College 
entrance examinations might refl ect verbal and mathematical abilities.

Standardized tests are typically administered to all test takers under the same 
conditions and restrictions. Th e results of the test are reported in terms of the 
scores for a group of test takers who were identifi ed as being representative of 
the population that would be using the test. Th e scores for that group, the norm 
group, were used to set the standard for the test.

Standardized testing from fi rst grade through high school has embraced a 
statistical model, the normal curve (sometimes called the bell curve), that an-
ticipates a particular distribution of test scores (Figure 7.1). According to the 
model, we can expect a distribution of students’ scores to have a certain percent-
age of grades in the high range, a similar percentage in the low range, and the 
majority of scores (approximately two thirds) to be distributed just above and 
below the average.

Across the broad spectrum, the concept of the normal curve seems to make 
sense. If the performances of enough people are measured on any characteristic, 
scores do seem to distribute themselves normally. If you watch the distribution of 
scores from your own teaching over the years, you will likely see a normal distri-
bution. Keep in mind that, even if the grades are consistently high, those high 
grades will distribute themselves into the few that are really high, those that are 
low high (so to speak), and a majority of grades in the mid-high range. Th is dis-
tribution occurs if your assessment instruments are well designed. If not, you may 
have scores of 100 on a 100-point scale year in and year out. But in this case, it is 

standardized testing  
The use of norm-
referenced tests to 
determine the per-
formance of individ-
ual students, the 
grade and school 
achievement levels, 
and the progress of 
students from one 
year to the next 
(spring-to-spring 
or fall-to-spring 
administrations).

norm group A group 
of test takers spe-
cifically identified as 
being representative 
of the population for 
whom the assessment 
was designed. Re-
sults from the norm 
group are used to 
set the standard for 
the test.

normal curve A sta-
tistical model in 
which 34 percent of 
the scores fall at or 
just below the mid-
dle score and an-
other 34 percent fall 
at or just above the 
middle score. An-
other 13 percent of 
the scores fall far-
ther above the mid-
dle, whereas 13 
percent more fall 
farther below the 
middle. About 3 per-
cent of the scores 
fall at one extreme 
and another 3 per-
cent at the other.
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more likely that the assessment instrument was not as fi ne an indicator of the 
diff erences among students as it could have been. Th e concept of the normal 
curve is intriguing both in theory and in practice.

Classroom Assessment
Of greater importance to you as a teacher is classroom assessment of the stu-
dents with whom you will work. We refer now to the tests you will use as you 
assess the students on what has been specifi cally presented in your class. Even 
here it can be anticipated that the principal in your building will expect your grad-
ing to refl ect the normal curve. You probably don’t like this idea of being expected
to assign low grades to some of your students. However, you can overcome such 
expectations and bring a greater number of your students to a level of excellence 
as long as your assessment program eff ectively documents that your students have 
achieved at a higher level. To accomplish this, you will have to understand the dif-
ference between assessment and evaluation, and how each comes into play as part 
of an educational strategy.

Assessment versus Evaluation
Assessment is a term that tends to be used interchangeably with another similar 
term and consequently loses some of its meaning. To avoid such a situation, we 
want to make a clear distinction between assessment and evaluation. We cannot 
ensure that you won’t see them used interchangeably elsewhere, but our hope is 
that you will have a broader perspective of this important instructional tool.

When information about the characteristics or qualities of something is gath-
ered, that constitutes an assessment. For example, a house may be assessed in 
terms of size, building materials, location, and number of bathrooms. Th at’s the 
assessment. Typically, another step is taken by which the assessment information 
is compared with some value structure that assigns a dollar amount to the house 
for tax or sale purposes. Th at second step represents evaluation. In your work as 
a teacher, there will be times when you need information for purposes of making 
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Figure 7.1
The normal curve.

classroom assessment  
Assessments that are 
typically designed 
by the classroom 
teacher to assess a 
very specific popula-
tion with regard to 
material specifically 
presented in that 
class.

evaluation The pro-
cess of placing a 
value (a grade) on 
a piece of student 
work.
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224  UNIT II: Curriculum, Management, and Assessment

instructional decisions and other times when you will need to place an academic 
value on the information gathered.

For instance, your professor might assess a paper you’ve written by writing 
comments in the margin. She might even include a summary statement on the 
last page that indicates strengths and weaknesses. To that point, what you have is 
an assessment. You could use that information to rewrite the paper in a diff erent 
way. If, on the other hand, your professor adds a grade to your paper, then she has 
placed a value on the assessment information and represented it as a score that 
has some meaning in terms of your academic achievement (at least in her opin-
ion). So as you can see, evaluations always include assessments, but assessments are 
not necessarily evaluations.

Formative and Summative Assessments: Tools for Teachers
Rather than switching back and forth between assessment and evaluation, we can 
simplify our discussion by considering assessment in two categories. A formative 
assessment is an assessment in which information is gathered for instructional pur-
poses. For instance, if your professor asks questions while teaching a class, she is likely 
conducting a formative assessment that will tell her whether the students are grasp-
ing the subject matter. If it seems they are not, she might rephrase something, rec-
ommend additional reading (or that students read what they were supposed to have 
read already), or perhaps take an entirely diff erent instructional approach. In any 
event, what has occurred is an assessment of student understanding for the purposes 
of modifying instruction. No grades are assigned, no bad marks are written in the 
grade book, and no one is given a note to take home to a parent.

Summative assessment, which we might typically think of as evaluation, is 
intended specifi cally for the purpose of assigning a grade. Th e instructor does not 
plan to reteach the topic based on the assessment results but instead considers the 
instruction for the particular topic to be complete; students are assessed for their 
mastery of the material, and the class will move on to the next topic. Both forms of 
assessment are indispensable aspects of eff ective instruction, but clearly the aims are 
diff erent. Th e former is used to modify or plan instruction, and the latter for recog-
nizing the level of academic achievement a student has reached. Both are a vital part 
of mastery teaching and learning (Bloom, Hastings, & Madaus, 1971). Table 7.1 
summarizes the distinctions between formative and summative assessment.

step into the classroom
TEACHSOURCE
Video Case 7.1

Formative Assessment: 
High School History Class

Go to the premium website and view Formative Assessment: High School History 
Class. In this video, you will hear a teacher explain his frequent use of formative 
assessments so that he knows what progress his students are making. You will 
also hear something that does not coincide with what the chapter presents 
about formative assessments. Can you spot it?

 1. What do you think about having a quiz that is “open notes”? Be sure to 
consider this question from the perspective of a teacher rather than as a 
student!

 2. The students in the video obviously understand that these quizzes are part 
of an overall assessment plan. How might that improve their academic 
achievement?

formative assessment  
An assessment in 
which information is 
gathered for instruc-
tional purposes. Usu-
ally the assessment 
is based on a rela-
tively small body of 
information.

summative assessment  
An assessment given 
to assign a grade. 
Usually it is based 
on a relatively large 
amount of informa-
tion and addresses 
content that will not 
be retaught.
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Assessment as Part of Instruction
Th e decisions regarding the selection and administration of standardized tests are 
usually made at district and state levels, and thus are out of the hands of the class-
room teacher. Classroom assessments are a diff erent matter. Many writers, such as 
Stiggins (2001), suggest that it is classroom assessment that paints the true picture 
of a student’s academic achievement. Aft er all, the assessments that are provided 
in the classroom are designed for those students in particular and are based on 
what has actually been done in class. Th is assumes that the assessment instru-
ments used are of a high quality.

Ensuring quality is a responsibility of the classroom teacher. Curricular 
materials are oft en provided by the textbook publisher, together with test 
banks, quizzes, and worksheets. Th e presumption that these materials are of 
high quality is dangerous on at least two counts. First, the prepackaged assess-
ments draw from the entire text, though teachers may choose not to cover 

Teachers use formative assess-
ments before and during lessons, 
and summative assessments 
when a lesson is completed.
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Table 7.1 Formative and Summative Assessment

Formative Assessment Summative Assessment

Teacher might ask questions, use obser-
vations, or give a written test.

Teacher might ask questions 
or use a written test.

Responses tell the teacher whether stu-
dents are ready to move on or whether 
students need more instruction.

Responses are used to assign 
a grade; there will be no 
reteaching.
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everything in each chapter. Second, the assessments, whether written by the 
textbook authors or (as is oft en the case) delegated to others, may not have 
been prepared using best assessment-design practice. On the other hand, a 
teacher with a solid background in test design is well equipped to construct 
and administer assessment instruments—and to evaluate the data they 
collect—for any topic she has taught.

A key aspect of the assessment component of an eff ective teacher’s strategy 
will be consistent use of formative assessments. Rather than plowing through 
some unit of study and simply having a test (summative assessment) at the end, 
a teacher who uses formative assessments throughout instruction can monitor 
the progress of her students and adjust instruction accordingly. Th is is the purpose 
of formative assessments. Whether as structured as pencil-and-paper tests or as 
informal as asking questions during instruction, ongoing assessment can provide 
the teacher with valuable feedback about group and individual understanding of 
the lesson being taught.

It is important for you to understand that formative and summative assess-
ment techniques are skills that a teacher must develop. Simply asking a class, 
“Does everybody understand?” will not suffi  ce. Students who do understand will 
likely answer affi  rmatively, while students who don’t understand may prefer not 
to make that point known. No one likes to look foolish in front of one’s peers; 
thus, formative assessments must be conducted in a manner that protects the 
student’s self-concept.

A teacher might conduct formative assessments by asking open-ended ques-
tions and watching to see who responds and who does not. She might direct 
questions at individual students but ask for opinions or rephrasing. Th e teacher 
could also ask a question and, on receiving no response, rephrase the question as 
if the diffi  culty had been in the original phrasing. Paper-and-pencil tests, quizzes, 
and other exercises that are ungraded protect the anonymity of a student among 
classmates but provide the teacher with assessment data that can clarify the in-
structional route she needs to pursue either with the group or with individuals in 
need of additional assistance.

When constructing summative assessments, Stiggins (2001) recommends that 
teachers keep the perspective that the real users of assessment data are the stu-
dents themselves. Merely receiving a letter or numerical grade advises a student 
of the value placed on her work, but it does not do anything to clarify the learning 
that has—or has not—taken place. Th at is, what questions were answered cor-
rectly? Which were incorrect? Assuming that the information was taught because 
it bears some importance, what does the student still need to learn? Keeping the 
focus on students and learning as assessments are designed represents the fi rst 
step toward high-quality assessments.

As listed in Table 7.2, Stiggins (2001) suggests that a high-quality assessment 
has a clear target, focused purpose, appropriate method, suitable sample size, and 
no distortion. Th e fi rst three are concerned with the questions of what, why, and 
how. Th e implication is that if the test designer cannot answer these questions 
clearly, the assessment instrument is likely of poor quality. Th ink of it in terms of 
designing a building. If the architect does not know what the building will be 
used for, why the client wants it built, and how best to build given the circum-
stances, she will fi nd it diffi  cult to design an appropriate building.

Th e teacher must now address the fi nal two considerations: how best to 
sample the material that has been taught and how to ensure that the testing 
materials clearly present the academic challenge. With regard to the fi rst of 
these two, a teacher typically can’t ask about everything discussed in class and 
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the accompanying materials, so she must decide how much to include on a test 
to safely infer a student’s level of achievement. With regard to the fi nal con-
cern, the test designer must be sure that the test items do not impede assess-
ment by having errors or obstacles within the questions themselves. For in-
stance, questions written at a reading level that is higher than that of the test 
taker or in a language that the test taker does not understand fl uently will af-
fect performance for reasons other than the student’s understanding of the 
material taught.

Test design is a skill that the teacher must develop. You can begin to de-
velop these skills by paying close attention to the techniques your teachers use. 
Listen for questions that fall into the category of formative assessment during 
a lesson. And by all means, look closely at the summative assessment instru-
ments that are presented to you. Ask yourself (and if you dare, your professor) 
whether you can fi nd evidence of each of the fi ve keys to quality assessment 
within the instrument.

Assigning Grades
All of this discussion of assessment leads to one of the professional facts of a 
teacher’s life—the assigning of grades. When the grades are good, and every-
one can smile, this is not a particularly diffi  cult situation. However, for a wide 
variety of reasons, there will be many times when the grades are not so good 
and the teacher will agonize over what to do. Th ough this would seem to be 
a very clear-cut issue, education is nonetheless a human and personal experi-
ence. When you consider that grades are a communication not just between 
the teacher and the student but also between the teacher and the parent or 
caregiver, you can see that grading can involve more than counting up the cor-
rect responses on a test.

Table 7.2 Keys to Sound Assessment

Clear Target

What is the teacher trying to assess? This is a question of the specifi c 
content or skill.

Focused Purpose

Why is the assessment being conducted? For example, is this assessment 
formative or summative?

Appropriate Method

How should the student be assessed? Should the assessment be multiple 
choice? Essay? Performance? What is the best way to assess the target?

Sample Size

Of all the content taught, or all the skills taught, how much does the stu-
dent have to demonstrate so that the teacher is confi dent of the student’s 
achievement?

Free from Distortion

How can the teacher be certain that the test items are clear to the test 
taker?

Adapted from Stiggins, R. (2001). Student-involved classroom assessment (3rd ed.). Upper Saddle 
River, NJ: Prentice Hall, by permission.
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Meeting Objectives
In their most fundamental form, grades represent the degree to which a stu-
dent has or has not met identifi ed objectives. To facilitate grading in this man-
ner, preservice teachers typically receive instruction in the writing of objec-
tives. As in-service teachers, they oft en write objectives that are keyed to the 
subject matter contained within the adopted curriculum materials, to district 
standards for what children are to learn, and usually to statewide educational 
standards. Although this degree of cross-referencing is of little consequence to 
the child sitting in a classroom, it does speak to the emphasis on clearly articu-
lated educational objectives.

In many districts, teachers are ex-
pected to post daily objectives in the class-
room. Th e familiar “TSWBAT” (“the stu-
dent will be able to . . . ”) format of a 
Mager objective (1975) states the skill, 
knowledge, or understanding that a stu-
dent is to demonstrate, together with the 
conditions under which the demonstra-
tion will occur and the degree of mastery 
expected. For instance, as part of your ob-
servations in schools, you may visit a class-
room and notice the following written on 
the board: “Th e student will be able to 
complete 30 two-digit-number by two-
digit-number multiplication problems 
within 10 minutes with a degree of accu-
racy of at least 80 percent.” In this case, the 
expectations are very clear, and the grad-
ing is obviously based on a simple matter 
of whether the student succeeds.

An “A” for Effort?
Let’s assume for a moment that one of the children attempting to meet the objec-
tive just described comes in for help aft er school each day for the week before 
the test. Let’s also assume that she stays up late studying and practicing, and you 
have even heard from the parent that the student is working diligently to succeed. 
Now the big day comes, and try as she might, she gets only 70 percent of the ques-
tions correct. Would you say she has failed to meet the standard, or would you 
boost that score just a bit in view of the extraordinary eff ort and commitment the 
student has shown? Aft er all, dedication to a task and working beyond what is 
asked are both characteristics of a strong work ethic, something that schools try 
to encourage.

Whether you would choose to report the grade as is or instead provide those 
few extra points, you would not be alone. Th e debate over awarding points for 
eff ort has raged for a long time and likely will continue to do so. It must be ac-
knowledged that work ethic, character, citizenship, and cooperation are all vir-
tues that schools very defi nitely attempt to foster in students. Yet, it is also true 
that those same characteristics are not assessed on the yearly achievement tests, 
or on tests such as the SAT or any of the standardized tests that you will take on 
your way to certifi cation as a professional teacher. Th e establishment of clear 

In many classrooms, teachers 
post the day’s goals and objec-
tives so that students know 
what to expect.
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Activity 7.1 An “A” for Effort?

1.  To begin, consider whether you think it is appropriate to award students 
credit for effort as part of their academic grade.

 2.  Survey any 10 of your friends or classmates and ask the same question. Avoid 
infl uencing their answers or making them justify the response; just ask.

 3.  If you are observing in a school as part of your teacher education program, 
ask fi ve educators—including, if possible, a principal or other administrator—
the same question as in item 1. Again, just ask rather than look for 
explanations.

 4.  Now that you know how some people feel about the topic, use the Internet 
to fi nd an argument in favor of recognizing effort as part of one’s grade and 
an argument in opposition. You might begin with a search for “grading stu-
dents for effort.”

 5.  What is your opinion now? Did you change your opinion from what you’d 
said in item 1? If so, why? If not, what evidence have you found that supports 
your opinion?

gain score The dif-
ference between 
pretest and posttest 
scores; that is, the 
student’s progress in 
a specific body of 
information.

objectives is supposed to clear up this dilemma, but the humanistic side of educa-
tion is one that cannot be ignored. Activity 7.1 will help you formulate your own 
position on this issue.

Gain Scores
Th e argument over rewarding eff ort becomes even more diffi  cult with the ques-
tion of gain scores. Th ough oft en seen as a solution to the eff ort versus achieve-
ment debate, gain scores open up the discussion to an entirely diff erent line of 
thinking in terms of how student achievement should be measured. As opposed 
to simply meeting or not meeting a predetermined standard, gain scores measure 
student progress. Th at is, a system based on gain scores will determine precisely 
where a child stands, academically speaking, before instruction, and then mea-
sure the progress made aft er instruction is complete.

Let’s use reading as an example for this discussion. It is not at all uncommon 
that by third grade many students are reading below grade level. So let’s assume 
one child enters third grade reading on a 2.2 level (i.e., second grade, second 
month according to an achievement test). Another child in the same class begins 
the year on a 3.4 level. At the end of the year, our fi rst child is reading at a 2.9 level, 
whereas the second child in our example is reading at a 3.5 level. According to the 
test, our fi rst child has gained seven months in terms of reading ability but none-
theless has failed to reach a third-grade level. Our second child has gained only 
one month over the course of an entire school year, yet is on the third-grade level. 
How should each of these students be graded? Notice that we are not asking about 
eff ort in this example. One student has gained seven times as much as the other. 
Do we consider that failure? Admittedly, there is a catch to this example. Schools 
are currently structured to grade students on the meeting of objectives rather 
than on how much they have gained during the year. So our question to you is 
really one of broader educational policy: Is our current structure the most ap-
propriate perspective for the assessment of learning? And how does that structure 
vary from school to school? Activity 7.2 will help you articulate your own posi-
tion on this issue.
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Activity 7.2 Gain Scores or Mastery of Objectives?

Which approach would you prefer in your college courses: gain scores or mas-
tery of objectives? Of course, not all of your classes are appropriate for a 

gain score approach because they involve new concepts or skills. But what about 
some of your general courses in English composition, literature (where reading 
comprehension is the focus), mathematics, or even foreign language?

 1.  For which courses might this be most appropriate?

 2.  Would you prefer to be graded on how much progress you make in a course 
rather than on whether you master some percentage of the objectives? Why 
or why not?

 3.  What differences do you see between your college education and your 
PreK–12 schooling in the context of gain scores and mastery of 
objectives?

Grade Infl ation
Grades, like money, are only as valuable as the standards on which they are based. 
Grade infl ation is what happens when the questions that we have been raising for 
you in these last sections remain unanswered. You have probably found already 
that students from other high schools seem to have received higher or lower grades 
than your own in the same subjects, yet you fi nd yourself superior (or inferior as 
the case may be) and wonder how this could happen. How could an A at one 
school be only as good as a B at another? It seems as though something is amiss.

Grade infl ation is also a function of the humanistic side of education. It 
would be easy enough to say that a student receives credit for correct answers, 
and the percentage correct will dictate the grade. But it is also true that education, 
or learning, occurs in a context. Th at is, rather than being something that can be 
separated from all other infl uences, human performance on any task is aff ected 
by real and extenuating circumstances. Th e problem is that we have yet to fi nd a 
way to account for the humanistic side in a fair way. Should the child who over-
comes a substantial obstacle (recent illness, the death of a close family member, 
etc.) be given “special” consideration when it comes time for grading? Sounds fair 
for that child, but is it fair for the child who doesn’t have to overcome some pe-
culiar obstacle but receives a higher score based purely on performance?

Th is is a real problem because grades are supposed to be refl ective of a stan-
dard. You might think of it this way: Would you want to trust your life to a sur-
geon who made it through medical school with infl ated grades? Th is may sound 
like a drastic example, but the example has credence when you consider that the 
precedent for grade infl ation was established long ago in elementary school when 
that surgeon was “just a child.” Also, keep in mind that this problem is national 
in scope, not confi ned to just the local or state levels (Wildavsky, 2000). Grades 
represent the “currency” by which students gauge their own academic achieve-
ment and by which the achievement of students is gauged against that of other 
students, schools, and even nations.

When assigning grades, you will fi nd it diffi  cult to completely separate the 
humanistic aspect of this situation from the established objectives. Students will 
always ask if they can do “extra credit” work, if they can have more time, if they 
can do things over. Yet, the classroom teacher needs to be able to balance extenu-
ating circumstances against whether a student has actually learned what it is 
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necessary for the student to know. A focus on earning “points” has shift ed the 
educational emphasis from learning to the completion of requirements. If all of 
those requirements add up to learning, so be it. If, however, those requirements 
add up to little more than completing a variety of activities, then the diffi  culties 
of assigning grades can be expected to persist.

Eff ort, character, citizenship, and so on can be a part of the grading ingredi-
ents, but they can’t be haphazard or widely varying ingredients. As someone just 
beginning to join the educational profession, you should start thinking about 
how to combine the humanistic and academic aspects of education in a way that 
truly refl ects the learning that is accomplished in school. Th ough we cannot re-
solve the questions of grade infl ation for you within this text, we encourage you 
to consider how you will ensure that grades you assign will truly represent what 
you intended, expected, and announced in advance that your students should be 
able to do as a result of instruction in your class.

Assessment, much more than an instructional aft erthought, is an integral 
component in the development of an educational strategy. Whether planning 
centers on a unit of study, on the study of a chapter from a novel, or on year-long 
goals for classroom instruction, a teacher can design and use assessments to im-
prove her instruction and the overall achievement of her students.

Th ough you have been receiving grades for your work throughout the years 
you have spent in school, you may fi nd the idea of assigning grades to others dif-
fi cult to accept. Th is is not uncommon. However, a teacher’s greatest ally when 
the time for grading arrives is a well-planned and well-executed strategy for high-
quality assessment.

Classroom Management
“Eff ective classroom management,” according to Darling-Hammond and 
Bransford (2005), “starts with the creation of curriculum that is meaningful to 
students and with teaching that is engaging and motivating” (p. 37). Most of your 
teacher education program will focus on preparing you to do just that. However, 
that’s the “start.” Despite your best eff orts to design the perfect lesson, it will not 
be perfect enough for the child who comes to school one morning just aft er her 
parents announced that they are getting a divorce, or who forgot to bring in a 
signed permission slip and thus cannot take part in some special function, or who 
just got back a failing grade on a history paper. Th e behavior of your class involves 
many factors that you cannot anticipate. And that’s where a classroom manage-
ment plan becomes important.

Classroom management is included in this chapter about the pragmatics 
of teaching to demonstrate to you that it is not something to be considered 
aft er the students have arrived. It is not something that one can simply spend 
a few minutes thinking about when all of the other instructional concerns have 
been addressed. It is a complete topic in and of itself. As Weber (1990) sug-
gests, teaching involves two major activities: instruction and management. 
Instruction is concerned with the presentation, demonstration, and assess-
ment of a curriculum, and it is what most people think of when they consider 
what it is to be a teacher. Management involves those activities in which a 
teacher engages before, during, and aft er interacting with children to allow 
instruction to take place.

classroom management  
Activities in which a 
teacher engages be-
fore, during, and af-
ter interacting with 
students. These ac-
tivities, which focus 
on the prevention of 
misbehavior, allow 
instruction to take 
place.
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Perhaps no other topic in education receives greater attention or causes more 
concerns for teachers and parents than that of classroom discipline. Th ey add that 
it is the lack of eff ective classroom discipline or behavior management skills that 
is the major stumbling block to a successful career in teaching. Cangelosi (2004) 
notes the range of teacher eff ectiveness in classroom management:

Some teachers orchestrate smoothly operating classrooms where stu-
dents cooperatively and effi  ciently go about the business of learning with 
minimal disruptions. Other teachers exhaust themselves struggling 
with student misbehaviors as they attempt to gain some semblance of 
classroom order. Th ose from the latter group who remain in the teaching 
profession eventually give up the struggle, deciding that today’s students 
are so unmotivated and out of control that it is futile to attempt anything 
more than surviving the school day. (p. 4)

A survey of K–5 and 6–12 teachers (Shuler et al., 1998) revealed the following:

• 40 percent of K–5 students and 71 percent of students in grades 6–12 
cheated “oft en” or “almost always.”

• 35 percent of K–5 and 34 percent of 6–12 students oft en or almost 
always made verbal wisecracks about the teacher.

• 36 percent of K–5 and 73 percent of 6–12 students were tardy oft en 
or almost always.

• 30 percent of K–5 and 31 percent of 6–12 students engaged in dis-
ruptive personal grooming activities.

• 38 percent of K–5 and 42 percent of 6–12 students oft en or almost 
always tried to humiliate the teacher in class.

• 28 percent of K–5 and 49 percent of 6–12 students oft en or always 
talked back to the teacher.

• 40 percent of K–5 and 52 percent of 6–12 students oft en or almost 
always lied or made ridiculous excuses.

Yes, instruction and management are at the heart of the educator’s profession, but 
no, they are by no means the same thing.

Some Perspectives on 
Classroom Management
A discussion of classroom management 
can take many diff erent perspectives and 
theoretical approaches. For example, the 
Assertive Discipline program developed 
by Lee Canter and Marlene Canter (1976) 
puts the teacher squarely in control of the 
classroom environment. Th is is the teacher-
centered approach. Th e assertive teacher 
they speak of is “one who clearly and fi rmly 
communicates her wants and needs to 
her students, and is prepared to reinforce 
her words with appropriate actions. She 
responds in a manner which maximizes 
her potential to get her needs met, but in 

A classroom management pro-
gram that works for you will be 
the basis for establishing an en-
vironment where learning can 
take place.
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no way violates the best interests of the students” (p. 9). In a sense, this might be 
thought of as teachers “taking back” control of the classroom.

Others argue that the traditional notion of teacher as controller is not neces-
sarily a good thing. Kohn (2003) believes that educators can fi nd themselves 
caught in a sort of undertow pulling them back to traditional perspectives and 
practices that have teachers doing things to students rather than working with 
them. In this approach, the student is at the center of the educational enterprise, 
and we might well expect the student also to be at the center of an eff ective ap-
proach to classroom management. Such a perspective sees the student in a col-
laborative relationship with the teacher. Discipline with Dignity (Curwin & 
Mendler, 2000) is an example of an approach that involves the use of social con-
tracts and teaching students to make responsible choices. In contrast with the 
high-control Canter approach, this one is medium control (LePage, Darling-
Hammond, & Akar, 2005).

And then there is the broad expanse between the teacher-centered and 
student-centered perspectives. Some schools adopt a particular classroom 
management/discipline program, or develop their own, and then expect all 
teachers to follow that plan. In many situations, however, teachers combine ap-
proaches. It is not at all uncommon to fi nd as many variations on the classroom 
management theme as there are teachers on a given faculty.

As you progress through your teacher education program, you will likely 
learn about classroom management from a theoretical perspective in much greater 
detail. Our intention is to off er a pragmatic—practical—look at classroom man-
agement just to introduce you to the topic. Table 7.3 will give you an indication of 
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the various approaches and perspectives that may be taken. Our discussion rep-
resents a blend of many perspectives together with personal experience.

Th e challenge of classroom management can be reduced to workable terms 
with a good foundation in what classroom management is all about. We will 
approach the matter in terms of two areas of concern: keys to successful class-
room management and establishing a learning environment in the context of 
managing a classroom.

Feature 
7.1

T E A C H E R  T E S T I M O N I A L

Advice on Classroom Management

I went into teaching to be the deliverer of content and to 
truly make a difference. I just knew the children would 

come to me ready to learn and engage in all of my 
planned activities. Well, I was in for a surprise!

Let’s just say my lovely class of 30 fi fth graders chose 
to chew me up and spit me out. After many tears (in pri-
vate) and talking with my school mom and friends, I knew 
I would have to make a change if I couldn’t fi gure this out. 
Then the answer was so close: a Saturday classroom man-
agement workshop. Finally, an answer to my prayers!

Being a most conscientious student, I sat on the front 
row ready to take down each and every direction. I left 
disappointed. I realize that there is really no straight an-
swer for questions of classroom management.

Classroom management is a mindset. It is a personal-
ity, a climate, or a perception. When I realized this, I be-
came a teacher watcher. I watched my colleagues and 
then began experimenting but putting my own personal 
twist on things. I began to analyze what worked and what 
motivated my students. I began to get to know my stu-
dents and used interpersonal relationships to build class-
room community. I saw a tremendous change when my 
attitude changed. At that point, I viewed classroom man-
agement with excitement and became very motivated to 
learn what made students tick. It was amazing how the 
pieces started meshing together, and teaching and learn-
ing was now falling into place.

Though the pieces never fi t together perfectly, I have 
found that these components helped me learn to love the 
classroom management part of teaching:

1. Recognize the differences in children. Many chil-
dren come from unstable environments. The 
teacher should be a constant in the child’s every-
day experiences. A warm, inviting teacher is reas-

suring to the child, and this climate sets the tone 
for the day’s activities. All children need many op-
portunities to feel successful.

2. Teach discipline. Teach discipline techniques 
throughout the day. Use a lot of positive reinforce-
ment. For example:

I like the way Antwon is walking down the 
hallway.

Who will be a good citizen and lend Billy a 
pencil?

Thank you, class, for sitting so nicely.

When you set up your class rules, discuss to-
gether why we walk in a straight line. Explain to 
kids how if other classes are coming down the 
hallway, you will have enough space. We walk 
quietly down the hallway so we will not disturb 
other children’s learning.

3. Set high expectations for behavior. Most kids 
today are asking for structure. Let kids know ex-
actly what you expect, and it will be done in that 
manner. If they aren’t sure about how to do it, 
model the behavior. Then let them practice and 
praise them for their practice. Expect your class 
to be the best!

4. Be a role model for behavior. My experience as a 
teacher tells me that students—of any age—learn 
from watching their teachers in all sorts of situ-
ations. The older kids might not be as obvious 
about wanting to emulate their teacher, but they 
are internalizing what they see. So if I want my 
students to walk quietly in the hallway, I can’t 
walk along with them and chat with another 
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Keys to Successful Classroom Management
Beginning teachers usually spend a lot of time going over the fresh new curricu-
lum materials that the school principal has placed in their hands. In those weeks 
before school, they cut out letters, prepare bulletin boards, and perhaps even 
practice a “good morning, class” or two. Th ese are good things to do. But before 
teachers can realize the fruits of any of those instructionally oriented labors, they 

teacher all along the way. If I want my students 
to learn preparedness and responsibility, I have 
to be prepared for class, and I have to demon-
strate that I take responsibility for my actions. 
And above all, if I want my students to have a 
positive and caring attitude, then that’s what 
they have to see from me in all situations—at 
school and away from school as well.

5. Model happiness and show humor. I believe that 
you need to teach your kids how to laugh and 
enjoy. Sure, children know how to laugh, but it is 
in school that they learn the difference between 
appropriate and inappropriate situations in a 
social setting. Humor is wonderful, and model-
ing happiness gives kids a real respect for your 
commands.

Another important skill to teach is how to cut it 
off and get back on task. This again has to be 
taught, not just expected. Let them know what 
your signals are for getting back on task.

6. Be a motivator. Get excited about what you are 
going to teach! Try to take the positive route 
because positive energy increases the odds for 
success. The bases are loaded with two outs, and 
your team is behind by one run. You are up to 
bat. You view this as a challenge, a chance to 
succeed! The burnouts view it as an opportunity 
to fail, and then the odds are greater that you 
will fail.

Plan your lessons so they will enable you to 
share your excitement and enthusiasm for learn-
ing. This climate will draw the excitement for good 
behavior. “Speaking of exciting lessons, we are go-
ing to do one right now,” I would say. “I need good 
listeners so you will know exactly what to do.” This 
style of teaching will motivate the children to be 

good learners. Excitement prevails and children 
are tuned in.

7. Provide hands-on materials for “doing” learning.
Hands-on materials provide many creative ways to 
teach a skill. The use of these manipulatives helps 
children to understand concepts and gives them 
concrete practice. Hands-on materials help to 
make the learning real. Many educators agree and 
research supports that doing is the best road to 
learning.

8. Communicate nonverbally. I discovered nonverbal 
communication accidentally. With trepidation I 
walked into a fi fth-grade classroom one day with 
no speaking voice. Relying on my nonverbal com-
munication skills proved to be one of my most 
successful measures of control. Thanks to this 
powerful tool, I had a great day.

One of the most effective ways to change a 
behavior is eye contact. Together with eye con-
tact, closeness with calmness will aid in chang-
ing behavior. This often avoids power struggles 
and allows you to emerge from the situation 
without breaking stride. For more blatant behav-
ior, eye contact with wait-time will sometimes 
solve the problem. With some children, a com-
forting hand on one’s shoulder will remind them 
to stay on task. While moving around the room 
monitoring activities, I walk toward children 
who need to feel my presence.

Beth Elliott is Principal at Pontiac Elementary School, a 
Presidential Blue Ribbon School. Consider carefully what 
she has presented to you here, as well as what has been 
said throughout this discussion of classroom manage-
ment. It can make all the difference in your teaching!  •
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must have a solid system of classroom management in mind and in place. A well-
founded program of classroom management requires understanding classroom 
management terms, planning, and practicing.

Classroom Management Terminology
Classroom management refers to the things a teacher does to organize students, 
space, and time to prevent or minimize behavior problems that would interfere 
with instructional time. Among the concerns that fall under this heading are the 
behaviors that the teacher expects of the students, the materials needed for vari-
ous lessons together with the convenient storage and retrievability of those mate-
rials, the consequences for inappropriate behavior, and the means by which those 
consequences will be meted out. We also want you to understand that classroom 
management diff ers from discipline, which diff ers from rules. Understanding the 
diff erence between the terms, which unfortunately are oft en used interchangeably, 
will help you develop a clear picture of behavior management in the classroom.

We also advise you to expand your perspective on classroom management to 
include preventing inappropriate teacher behaviors, as well as student misbehav-
iors. What teacher behaviors might one want to avoid? Having to leave the class-
room or send a student out to retrieve papers or materials needed for a lesson just 
begun would be an inappropriate behavior. In this case, instructional time is be-
ing lost because of something the teacher has failed to accomplish. Lowering a 
student’s academic grade as punishment for misbehavior is an example of inap-
propriate teacher behavior because academic achievement and discipline are 
separate issues.

Discipline Whereas classroom management focuses on the prevention of 
misbehavior, discipline refers to actions a teacher takes aft er misbehavior has 
occurred. Clearly, planning for how the class is to run is a diff erent matter from 
planning for what to do if things run awry. Keeping the distinction between man-
agement and discipline in mind will help you plan for each with much greater 
clarity of purpose.

Th e effi  cacy of discipline in a teacher’s classroom will be directly related to the 
rules established for the class, the consequences announced, and the enforce-
ment, or nonenforcement, of the consequences. Rules are discussed in greater 
detail in the next section. For now, the pertinent notions to keep in mind 
are these: (1) merely posting rules does not constitute planning for discipline; 
(2) rules are enforced by imposing consequences; and (3) whether rules are made 
to be broken, for one reason or another, at one time or another, they will be 
broken—so be sure the announced consequences are something you can com-
fortably impose.

Rules Rules are another primary concern in the development of a manage-
ment plan. During the course of your teacher education program, you will spend 
time observing, assisting, and eventually practicing the things you learn in real 
classrooms with real students. Particularly during those observation opportuni-
ties, look around in each classroom you visit. Almost without exception you will 
fi nd “the class rules” posted somewhere in the room (though you may have to 
search). Locate and read the rules for the classes you observe; then compare the 
rules with the behavior of the class and the teacher’s enforcement of the rules. See 
Activity 7.3 for an opportunity to begin observing and considering the various 
ways that teachers use rules in the classroom.

discipline Actions a 
teacher takes after 
misbehavior occurs.

rules Descriptors of 
required observable 
behaviors.
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Activity 7.3 Rules in the Classroom

A classroom should not have more rules than students can readily remember; 
generally fi ve and no more than seven is a good range. Your rules should be 

positive, descriptive of the behavior you require, observable, and enforceable. 
“Think happy thoughts” is a nice rule but not one you can observe or enforce. 
“Treat others as you wish to be treated” is also a nice rule but subject to individual 
interpretations. You may fi nd it helpful to discuss, role-play, and give examples 
that follow or that violate the rules (Jones & Jones, 2001).

 1.  Write a list of fi ve rules to govern your Introduction to Education class. What 
should they be so that college students can get the maximum educational ex-
perience for their education dollar?

 2.  Now compile a list of fi ve rules that would be suitable for the grade level you 
wish to teach.

 3.  Compare your lists with those of three of your classmates. Did you all have 
the same rules? Did you see a better way to phrase your own rules? Did 
some classmates have rules for your class that were appropriate for 
them but not for you? Explain your answers.

Clearly stated and conspicu-
ously posted, classroom rules 
represent the code of behavior 
that a teacher expects from the 
students.
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consequences The re-
sults that inevitably 
follow when students 
fail to observe the 
rules.

Class rules represent the code of behavior that a teacher expects the students 
to follow (Burden, 2003). As such, they are clearly a part of the overall classroom 
management plan. Of particular importance is that the students are aware of the 
rules, that the rules are considered fair and reasonable (that doesn’t mean that 
everybody has to like them), and that abiding by the rules clearly serves the best 

interests of the students. Without doubt 
you have seen lists of “don’t do this, don’t 
do that” rules. In such a situation, the only 
motivation to abide by the rules is to avoid 
some sort of punishment. So rather than 
focusing on “don’t” rules, the teacher may 
emphasize “do” rules. For example, “Don’t 
be late” could be written as “Be on time 
and ready to begin class.” In this way, the 
teacher can continually emphasize the be-
havior that is desired rather than empha-
sizing the behavior that is considered inap-
propriate.

For rules to be eff ective in managing 
behavior and fostering positive social be-
havior, rule-following must be acknowl-
edged by the teacher. In the early weeks of 
the school year, a teacher could bring suc-

cessful rule-following behavior to the students’ attention daily. As time goes by, 
acknowledgment of appropriate behavior may come less oft en, but nonetheless 
it must be made evident to the students if the teacher wishes to see that behav-
ior continue.

Consequences It is also important that failure to follow reasonable rules that 
serve the best interests of the student carries consequences. Th ese consequences 
must be made as clear to the students as the rules themselves. As was the case with 
the rules, the consequences must be fair and reasonable even though they will 
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necessarily be aversive from the students’ perspective. Th e teacher’s perspective is 
important here as well. If a teacher announces a consequence that she is uncomfort-
able administering (or perhaps could lead to problems, such as sending too many 
children to the offi  ce), those consequences need to be reconsidered. We cannot 
overemphasize that if rules and consequences are part of the classroom manage-
ment plan, they must be consistently enforced. Th e teacher who believes the rest of 
the class will not notice when she fails to enforce the class rules a time or two makes 
a serious mistake. Innocent though it may be, children always test the limits. Within 
a week they will know whether the teacher means what she says.

According to Borich (1996), “Consistency is a key reason why some rules are 
eff ective while others are not. Rules that are not enforced or that are not applied 
evenly and consistently over time result in a loss of prestige and respect for the 
person who has created the rules and has the responsibility for carrying them 
out” (p. 364). Note that Borich doesn’t mention in this passage that instructional 
time is lost or that students fail to learn necessary lessons. Rather, he makes it 
clear that the teacher loses prestige and respect in the eyes of those for whom she 
bears the responsibility for teaching. Th is, in itself, is an important lesson for any 
prospective teacher to learn very early on. Classroom management is not only a 
matter of what the student may lose (in terms of educational opportunities), but 
very much a matter of what the teacher stands to lose.

Procedures and Routines Procedures are the manner in which particular 
activities are to be carried out. Of course, during the school day, many diff erent 
procedures must be followed. At the elementary levels, they include the categories 
relating to diff erent spaces within the room, throughout the school, whole-class and 
small-group activities, and miscellaneous procedures. At the secondary levels, pro-
cedures can be grouped as beginning class, instructional activities, ending the class, 
and miscellaneous (Jones & Jones, 2001). Th ere are also procedures for taking at-
tendance, for collecting lunch money, and for walking in the hallway as an indi-
vidual or as a class. Th is is a short list; certainly you could think of many more ex-
amples. Th ose procedures that are used to the point of being “automatic” behaviors 
are referred to as routines. For example, a teacher’s process of taking attendance 
may become a routine. For students, the manner in which they are expected to 
enter the class and begin work (procedure) should become something they can do 
on their own without the teacher having to instruct them to do so (a routine). Ac-
tivity 7.4 will allow you to observe the degree to which some teachers emphasize 
procedures whereas others do not. Watch for diff erences in student behavior.

Wong and Wong (2009) assert that the number one problem in classrooms is 
not discipline but a lack of procedures and routines. Th e paradox is that proce-
dures are a major part of any school day and a major part of any person’s life. So 
rather than leaving the following of procedures and the development of routines 
that facilitate learning to chance, teachers must specifi cally teach procedures and 
routines. In fact, the teaching of procedures, which carries with it a clear descrip-
tion of behaviors expected of students, should occupy much of the fi rst weeks of 
school each year. Th e learning of procedures not only makes classroom tasks 
easier to accomplish, it also minimizes the opportunities for misbehavior.

Planning for Classroom Management
A most important key to successful classroom management is planning for 
classroom management. Much as we all would like to have this element of edu-
cation take care of itself, the bottom line is that it will not. Th e teacher must be 

procedures The ways 
in which particular 
activities (e.g., taking 
attendance, collecting 
money, moving from 
place to place) are 
conducted.

routines Behaviors 
that are learned or 
demonstrated so well 
that they become 
automatic.
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Activity 7.4 Identifying Classroom Procedures

Classroom procedures differ from rules in that procedures tell the student how 
to do something. You will likely have many more procedures for your students 

than rules. For that reason, practicing the procedures will be very important.

 1.  Select a grade level that you are interested in teaching, or use the classroom 
that you are observing if your course includes observations in the schools.

 2.  List as many procedures as you can think of that would help your class run 
smoothly. We have mentioned some already (e.g., taking attendance and 
walking in the hallway). What others can you think of? If you are stuck, 
think of your own Introduction to Education class. What procedures can 
you identify?

 3.  From your list, consider how you would teach that procedure to your stu-
dents and how you would let them know that they are carrying out the pro-
cedures well.

 4.  If you are observing a classroom, ask the teacher about procedures that 
she has implemented in the classroom. Are there more or less than you 
had expected?

F I E L D  O B S E R V A T I O N

well ahead of the students long before any one of them sets foot in the class-
room. Planning. Let us say that another way just so that you will understand 
how important it is: planning. OK, that was the same way, but that’s because 
there is no getting around it. As Wong (1991) states, “Readiness is the pri-
mary determinant of teacher eff ectiveness” (p. 94). He’s not talking about the 
teacher’s knowledge of subject material in this instance. No, he’s talking about 
readiness for managing the class.

Researchers at the Research and Development Center for Teacher Education 
at the University of Texas found that eff ective classroom managers are nearly al-
ways good planners (Evertson, Emmer, & Worsham, 2006). Th is is to be expected 
when you think about it, for despite the fact that curriculum does not change 
much from year to year, the combination of students entering your classroom 
certainly does. In fact, if you are teaching above the elementary level, those com-
binations change several times a day with each new class period. Th ough plan-
ning for classroom management is defi nitely an exercise in preparing for an un-
known quantity, there are some consistencies that can guide that planning and 
preparation. Understanding that planning is imperative is the fi rst step. Under-
standing what must be planned comes next.

Table 7.4 lists some of the items that a teacher needs to address when concep-
tualizing a classroom management plan. Th e list is certainly not exhaustive, but 
we want you to understand the broad range of concerns that fall under the head-
ing of managing a classroom. Diverse as they may seem, however, the underlying 
theme throughout is organizing for maximum instructional eff ectiveness and 
limiting opportunities for behaviors that interfere with learning.

If all a teacher had to be concerned with was keeping a child in her seat, 
classroom management might not require quite the fi nesse that it does entail. In 
fact, a mark of a truly eff ective teacher is so much fi nesse that one doesn’t even 
notice that a classroom management program is in place and running. Anybody 
can spot a poorly managed class, but leave a room that has a well-thought-out 
and well-implemented program, and you are likely to think that you “didn’t see” 
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any evidence of classroom management techniques. Th ey were there, and that’s 
fi nesse! And what is more, the planning and organization involve activities before 
school starts and on opening day (Flaxman, 2000).

Practice
Th e third and fi nal key to successful classroom management is practice using 
the rules, following the procedures, and developing the routines that the teacher 
expects of her students. Th ink about this for just a moment. How oft en do peo-
ple learn a new skill or behavior without practicing it for some period of time? 
Everything from handwriting to painting masterpieces requires practice. Yet, how 
oft en is it the case that teachers present students with a list of rules and an expla-
nation of procedures they want the students to follow but fail to allow time to 
practice? We all know that repetition facilitates developing a new skill, but it is 
also true that practice provides the opportunity for students to experience the spe-
cifi c behavior the teacher is requiring. Th rough practice they come to know what 
expectations the teacher has for them.

Particularly with elementary children, but not to exclude secondary students 
(or college students, for that matter), time spent at the very beginning of the 
school year (or new course of instruction) practicing procedures, developing 
routines, and demonstrating appropriate behavior will be time that more than 
pays for itself through the prevention of lost instructional time later in the year. 
Th is can be an enjoyable experience that brings the class together around a com-
mon goal.

As mentioned earlier with regard to classroom rules, it is also important to 
keep in mind that practice is not something done in a few weeks and never done 
again. Take a look at the medical and legal professions. Th ose folks refer to their 
entire careers as a practice! Similarly, be prepared to practice again when skills 
seem to be slipping. And by all means, be sure to acknowledge both the demon-
stration of appropriate behavior and procedures or routines carried out well and 
the positive results of having done so.

Student seating:
 Assigned?
 Group?
 Rows?

Traffi c fl ow in the classroom

Learning centers (if any)

Emergency management

Responding to student behavior

Storage:
 Teacher materials
 Student materials

Preparation of materials

Assignments:
 Academic
 Student responsibilities

Handling student birthdays 
and holidays

Class rules

Routine procedures:
 Collecting lunch money
 Beginning the day
 Attendance
 Leaving (bus, parent pickup, 
  walking, driving)

Bathroom breaks

Practicing procedures

Grading

Parent contact

Disciplinary consequences

Decorating the room:
 What’s enough?
 What’s overstimulating?

Classroom Management ConcernsTable 7.4
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Establishing a Learning Environment
Th e previous section, Keys to Successful Classroom Management, examined what 
a teacher needs to consider in preparing an organizational plan. In this section, 
the attention turns to the implementation of that plan. Keep in mind that despite 
the fact that we are talking about managing student behavior, our emphasis is on 
teacher behaviors. Herrell and Jordan (2007) off er six ideas to keep in mind as you 
establish the classroom community:

 1.  Keep the plan simple.
 2.  Adjust any of your routines or procedures that are not working.
 3.  Learn to be responsive to situations rather than reactive.
 4.  Celebrate the things that are working!
 5.  Add in new elements of the plan slowly.
 6.  Keep the ancillary personnel (e.g., administrators and parents) informed.

Communicating Expectations to the Students
Th e following three guidelines will help ensure that your students understand 
and accept your classroom management plan as something that is in their best 
interests:

 1.  Communicate expectations to the students.
 2.  Involve the students (and others) in the development of the rules and behav-

ior management procedures.
 3.  Make sure the rules and procedures are positive behaviors that facilitate in-

struction and the development of positive self-esteem.

As long as the rules are reasonable and clearly communicated to the students, 
many of the arguments about “not knowing I couldn’t do that” are eliminated. 
But, of course, there’s more to it.

Th e loss of instructional time because of misbehaviors has led to an increas-
ing sense of the teacher as the boss and the students as the followers. However, in 
an enterprise such as education—one in which the students are not willingly trad-
ing their time for an agreed-on compensation (as in an employer/employee rela-
tionship)—a very special relationship exists that motivates the behaviors that 
occur. William Glasser (1997) suggests that teachers “must give up bossing and 
turn to leading” (p. 600). He recommends that “quality” environments be estab-
lished in classrooms in accordance with choice theory. Th e idea is that people 
make choices that help them satisfy four needs: (1) the need to belong, (2) the 
need for power, (3) the need for freedom, and (4) the need for fun. Th e misbe-
havior you see occurring in classrooms indicates that the classroom environment 
is preventing students from creating their own quality worlds.

Of course, it is not reasonable to say that one must set up the classroom in 
a manner that allows children to simply do whatever they please. Actually, the 
understanding of limitations within a society is part of the educational experi-
ence. In the section on classroom management terminology, we discussed rules 
as being the behavioral guidelines for your classroom. Here we want to elabo-
rate by suggesting that students can be involved in the formation of class rules 
under the teacher’s guidance, and thereby feel that they have a stake in how the 
class will operate.
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Note that the recommendation being made is to help students follow the 
rules by allowing them to help make the rules. Th is is a far cry from the typical 
attempt at “buying” rule conformity by off ering gift s, candy, and even the 
trade-off  of instructional time for free time. If the rules are worth following, 
the following of them should be rewarding. Table 7.5 ties together this idea of 
rules as instructional tools for enhancing the learning environment and posi-
tive self-esteem.

Notice the degree to which the Principles of Eff ective Discipline swirl around 
interpersonal relationships much more so than adopting a tone of “my way or the 
highway.” Perhaps you can see the three classroom management guidelines (com-
municating expectations, involving students in the development of rules and 
procedures, and seeing that the rules and procedures are positive parameters) as 
being very much evident in this list shown in Table 7.5. How diffi  cult do you 
think it would be to garner the support of parents and your school administrators 
for a program based on principles such as these?

From what we see in Table 7.5, teachers could go about establishing class 
rules with the assistance of the class.When doing so, it is important to keep in 
mind that the task at hand is not to take on the legislative load of Congress. 
Rather, the teacher and students simply need a list of perhaps fi ve rules to govern 
the class (fewer than fi ve probably won’t cover enough, many more than fi ve are 
diffi  cult to readily remember).

Th e rules should be draft ed by the students themselves. Th is ensures that 
they are understandable by those who are expected to abide by them. In keeping 
with this, the rules should be simple. If extensive discussion is required to clarify 
a rule, the rule is too cumbersome. Break it into two rules or decide what is to 
be expressed, then rephrase the rule more succinctly. Try to keep the rules posi-
tive. Emphasize the appropriate behaviors that are expected rather than focusing 
on examples of inappropriate behavior. As teachers, we don’t want to practice 
bad behavior just so we can then say, “And then I would tell you to stop doing 

Table 7.5 Principles of Effective Discipline

 1.  Students should be treated with dignity and respect.

 2.  Effective teaching reduces discipline problems.

 3.  Students need a limited say in what happens in the classroom.

 4.  It takes time to develop an effective classroom management plan 
and style.

 5.  Most discipline problems are created by how teachers teach and treat 
people.

 6.  Bored students become discipline problems.

 7.  Lack of self-esteem is a major reason why students act up.

 8. No one wants to fail. A student would rather be bad than appear to be 
stupid.

 9. Anything you can do to make people feel good about themselves will 
help to minimize discipline problems.

10. People who feel powerless will fi nd ways of expressing their lack of 
power.

11. We deny most the students who need to learn responsibility by deny-
ing them the experience to have responsibility.

Adapted from Wong (2009), by permission.
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that.” And fi nally, academic issues should not be a part of the rules as prescrip-
tions for behavior and certainly not as consequences for misbehavior. Keep the 
two separate.

Communicating expectations to the students, involving them in establishing 
the rules that will guide their behavior, and utilizing rules that foster positive 
classroom participation are the themes that drive an eff ective management pro-
gram. Relinquishing some of one’s own sense of “power” is a requirement for 
empowering others. Th is is as true in the teacher/student relationship as it is in 
the administrator/teacher relationship. Interesting how that happens, isn’t it? See 
Table 7.6 for guidelines in preparing class rules.

Consequences for Inappropriate Behavior
Inevitably, some student will violate the established rules of your classroom. It 
will happen for a wide variety of reasons, but the teacher must keep a particular 
perspective in mind. Part of that perspective is to remember two things: (1) the 
focus should be on the behavior, not the person; and (2) discipline and academics 
are two diff erent entities. With any discipline problem at least one person will be 
operating from an unreasonable position. Whenever possible, that person should 
not be the teacher. Keep a clear head and clear focus, and address the behavior.

Responding to Student Misbehavior Students will be very much at-
tuned to a teacher’s enforcement or nonenforcement of the class rules. If the 
students were involved in establishing those rules, they will be even more aware 
of whether violations occur and whether the teacher responds as she promised. 
Your own classes in college have students (certainly not you) who will test the 

Table 7.6 Involving the Students in Making the Rules

1.  Communicate your expectations to the students.

2.  Involve students in establishing the rules that will guide their behavior.

3.  Use rules that foster positive classroom participation.

4.  Keep the list of rules to about fi ve so that they are easily remembered.

step into the classroom
TEACHSOURCE
Video Case 7.2

Classroom Management: 
Best Practices

Go to the premium website and view Classroom Management: Best Practices.
This particular video will show you how teachers, across a variety of grade levels, 
establish their expectations for student behavior. In particular, you will also hear 
the perspective of a middle school student. Consider the following questions in 
relation to what you see in the video.

 1. What similarities and differences do you see between attending college 
classes and your high school classes with regard to expectations for 
behavior?

 2. How do the comments of the middle school student support what has been 
said in this chapter about the teacher’s relationship with the student in 
regard to managing behavior?
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limits, and children are just the same. A teacher’s response to violations of the 
rules tells the students whether the teacher means what she says. If the word is 
out that she doesn’t follow through, then one can expect that many more trans-
gressions will start occurring. Th e teacher will ultimately decide that she has a 
“bad” class, but in actuality, it is her own behavior that led to the situation.

 Consequences for Misbehavior We have indicated more than once, and 
in more than one way, that rules are eff ective only when there are consequences 
to enforce them and plausible benefi ts for following them. Because we are now 
discussing a teacher’s response to misbehavior, our focus is on the aversive con-
sequences of misbehavior. Whether your approach to classroom management 
tends toward full involvement of the students, toward full control by the teacher, 
or somewhere in the middle, it is imperative that the students know and under-
stand that whatever the consequences are, the teacher will enforce them.

When students are allowed to help identify consequences, they are more 
likely to embrace the rules and perceive the consequences as fair and agreed on. 
However, some schools have an established discipline code that must be followed; 
if such is the case, it must be explained to the students. In either situation, it is 
important that the consequences for infractions be perceived as logical (in light 
of the violation) and fair. Th e best consequences are those that will enable a stu-
dent to choose between acceptable and unacceptable actions. It should be clear 
that unacceptable behavior is not worth the administration of the consequence. 
Even better, and this becomes the teacher’s task to explain, the students should be 
able to clearly understand that following the rules is benefi cial to them.

It is unlikely that a school’s discipline code will impose academic penalties for 
misbehavior (e.g., lowering a grade or giving the student a failing grade in an 
academic subject). Th e same should be true for consequences established within 
the classroom. Lowering a student’s grade in a subject area for arriving late or 
talking out of turn dilutes the effi  cacy of assessment. Keep behavior and academic 
achievement in proper perspective. When dealing with misbehavior, make every 
eff ort to address the behavior and not criticize the person. No student comes to 
school hoping to have her dignity, intellect, or decision-making ability insulted. 
Doing so will only exacerbate an already diffi  cult situation. Th e eff ective teacher 
is one who can maintain a calm demeanor, and enforce the rules quietly and 
without anger or accusations. Th e particular infraction and agreed-on conse-
quence can be pointed out to the student without further discussion. If the stu-
dent persists, the teacher can quietly speak to the student and indicate that the 
rules and consequences were established by the class, and that it was the student 
who chose to violate the rules. Additional discussion about the situation, if neces-
sary, could be held at an appropriate time if the student so desires. One more 
point is that the application of consequences should be based on three criteria: 
frequency of the off ending behavior, intensity of that behavior, and duration of 
that behavior (Hensley et al., 2007).

Enforcement of the Rules and Consequences It is obvious that having 
rules and consequences is not going to be enough when a child wishes to chal-
lenge all that has been presented. At this point, the teacher is very much engaged 
in a decision-making process. With a solid classroom management and discipline 
plan in place, these decisions can be much easier to make. Th e teacher must re-
member that allowing infractions to go by without attending to them is a mistake. 
Reference to the rules and consequences, as well as indicating who “owns” this 
particular problem, takes only a few seconds. When a student protests (“I’m late 
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because my last teacher let us all out late!”), a teacher can off er the chance to 
discuss the matter outside of class time but indicate that it is a separate issue. Th e 
issue that is obvious is that the class rule has been broken. Keep a clear head and 
clear focus, and address the behavior. We’ve said that once already, and here it is 
again at no additional charge.

Th is issue of students protesting the consequence because of extenuating 
circumstances is a good argument for choosing consequences that are reasonable 
and justifi able. As Brophy (1983) recommends, if such is the case, the conse-
quence can be enforced immediately, as briefl y as possible, and even be mildly 
severe. Instruction need not be brought to a halt and, in fact, should not be 
stopped. In a case like this, a student is not ruined for life or shamed beyond re-
demption. But it is imperative that some action be taken so that the message is 
clear: Th e rules will be enforced, and the teacher will not acquiesce based on in-
suffi  cient information. Next time around, a student who is detained by another 
teacher will ask for some sort of pass to present in class. Th ere are multiple lessons 
to be learned.

Beyond the Rules: Recognizing Extenuating Circumstances For 
most situations, reference to the class rules and pointing out that a rule has been 
violated will be suffi  cient to defuse the situation and allow instruction to con-
tinue. Th ere is no need for the teacher to enter into a power struggle if she can 
maintain a quiet demeanor and focus on the behavior. Th e teacher may even tell 
the student that she has no argument with the student; it’s just that this particular 
behavior does not serve the best interests of the student or class. In fact, the 
teacher must avoid a power struggle with a student at all costs, for in such a 
struggle the student has nothing to lose and the teacher has everything to lose. If 
you fi nd yourself in this sort of situation, ask yourself who is controlling the 
event. If you are losing your temper and saying things that will only make matters 
worse, then the child is controlling you. Th ink about that: A child is controlling 
you and your reactions. Th is seems like a good place to repeat again: Keep a clear 
head and clear focus, and address the behavior. Factors may well be at play that 
will require you to think beyond the rules and consider a broader perspective. 
Let’s consider what some of those factors might be.

A child’s inappropriate behavior can result from troubles that have abso-
lutely no relationship to school. Students can come to the classroom with 
problems, worries, and concerns that make a set of classroom rules inconse-

quential. Parents argue and sometimes 
separate or divorce. Family members, or 
pets for that matter, become sick and 
sometimes die. Lunch money is lost on 
the way to school. Some children pick on 
weaker children. Medications kick in, 
don’t kick in, or wear off . Th ere are more 
possibilities than we could mention, and 
children are not necessarily going to show 
up at school with a note pinned to their 
collars explaining the situation. What all 
of this is leading to is that sometimes a 
teacher will have to take a situation be-
yond the rules. It is too much to ask that 
a teacher solve the domestic problems for 
all children in the class, but an astute 

A problem-solving conference 
helps a student take responsibil-
ity without losing dignity.
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teacher needs to be aware that inappropriate behavior can have motivations 
that go far beyond what occurs in class.

Problem-Solving Conference A problem-solving conference is one at-
tempt to go beyond the rules with a student while still focusing on the behavior. 
As we’ve stated, the teacher can’t be expected to solve all of the student’s problems, 
and the primary goal at this point is to defuse the situation, preserve instructional 
time, and if necessary, direct the child to resources better equipped to work with 
the particular problem. With that said, the problem-solving conference helps a 
student take responsibility for her actions and fi nd a way to resolve the situation 
without losing her sense of dignity. Problem solving, sometimes called confl ict 
resolution, has several general steps:

 1.  Have the student evaluate and take responsibility for her behavior.
 2.  Help the student make a plan for a more acceptable way of behaving. Come 

to an agreement on how the student will behave in the future and on the 
consequences for failure to follow through.

 3.  Require the student to make a commitment to follow the plan.
 4.  Avoid using punishment or reacting to a misbehaving student in a puni 

tive manner. Instead, remind the student of the consequences for failing to 
follow the plan.

 5.  Stay with it! Reinforce good behavior, and ask for the student’s perspective 
on how it’s going.

Th ese steps are not an alternative to consequences. Nor does this process release the 
student from being accountable for her behavior. It does, however, allow the stu-
dent and teacher to come to terms with a situation that may have distinct outside 
infl uences involved. So although the teacher has “gone beyond the rules,” the rules 
have not been forsaken. As a result, the integrity of the learning environment and 
the classroom management plan is not lost.

Implementing Procedures and Routines
Th ere is a key word regarding the implementation of procedures and routines. Th e 
word is not “control.” Th e word is not “authority.” Th e word is practice. Practice is 
something to be done with the students. As the school year begins, the teacher will 
be well aware that there are many procedures and routines that will contribute to 
a smooth-running classroom. We are not suggesting at all that children become 
“automatons” or mindless followers. Such could not be further from the truth. 
Instead, it is now that the teacher teaches and practices those activities (skills) that 
are performed for the very purpose of enhancing the overall learning experiences 
that the students will encounter.

Th e teaching of procedures follows the same process as the teaching of any 
other skill: explain, rehearse, and reinforce. If the school in which you teach re-
quires that the class walk on the right side of the hallway, in line, silently, then you 
must explain this to the students. Do you have to justify every policy and proce-
dure for your class? No, but you should be able to explain why the procedure is of 
value. Even if you don’t particularly agree with the procedure but are expected to 
abide by it, fi nd some understandable explanation for it and make that clear to the 
students. Th en go out and practice. If your students need to walk up and down 
the hallways for half an hour to learn this, then walk up and down the hallways 
for half an hour. All the while, fi nd examples of appropriate “hall walking” behav-
ior and reinforce it with well-directed praise. Students may need to practice each 

problem-solving con-
ference A meeting 
involving the teacher 
and student (and 
perhaps the parents/
guardians) to help 
the student assume 
responsibility for her 
actions and find a 
way to resolve the 
situation without los-
ing the student’s 
sense of dignity.
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day for a week or two. If that is the case, that is what needs to be done. Th is is a 
learning experience with goals, objectives, and observable outcomes.

Following procedures and accomplishing benefi cial routines is a good thing. 
For that reason, the teacher needs to bring to the students’ attention that their 
conscientiousness is worthwhile and appreciated. Such activities can actually be-
come a source of pride. Th e teacher must also keep in mind that many factors af-
fect performance, and so when those procedure and routine skills start to slide, 
there is nothing wrong with practicing again to bring the students back up to an 
acceptable level. Th e value of this lesson is oft en lost on preservice and beginning 
teachers. But don’t let it be lost on you! We want you to know now that many 
“overwhelming” days, frustrating sleepless nights, and hours of trying to fi gure out 
what’s wrong can be avoided by spending real instructional time at the very begin-
ning of the year teaching students how to behave as you want them to behave.

Teacher Behaviors
We have become increasingly specifi c as we work our way through this topic of 
classroom management. Now let’s look at the issue in terms of what the teacher 
might be expected to do from Kounin’s characteristics of eff ective teachers (1970) 
to Emmer’s physical features of the classroom (Emmer & Evertson, 2009), plus a 
few other notions along the way.

When Jacob Kounin studied what made a teacher eff ective, he found a com-
mon theme: Eff ective teachers were good classroom managers. Th ree key char-
acteristics were “withitness,” the ability to supervise several situations at one 
time, and the adept handling of transitions from one task to another (Table 7.7). 
More than four decades later, his fi ndings are still illustrative of teacher behav-
iors that lead to well-managed classes. Th ough it’s easy to say that we should still 
be doing what Kounin advises, it may be even more important to realize that 
teachers have been doing some very eff ective things for a very long time—so let’s 
emulate them.

”Withitness” Eff ective teachers, Kounin concludes, had a certain “withit-
ness” that allowed them to know what was going on throughout the classroom. 
Have you ever had a teacher who seemed to have eyes in the back of her head? 

Table 7.7 Effective Teacher Behaviors and Classroom 
Arrangements

Teacher Behaviors

”Withitness”—Know what’s going on throughout the classroom and 
indicate quietly that you know.

Supervise several situations at once.

Handle transitions smoothly.

Classroom Arrangements

Avoid congestion in “high-traffi c” areas.

Be sure that furniture, work centers, and desks are arranged so that you 
can see all students at all times.

Organize your teaching materials so they are readily available.

Arrange furniture so that you can move easily throughout the room and 
maintain proximity to students as necessary.
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Th at’s what Kounin means. Th ese teachers stay in touch with what’s happening in 
the class at all times. Perhaps they will make a comment to a student or quietly 
walk around the room to place a hand on a student’s shoulder. It is not a mystery, 
really; it’s paying attention—and eff ective teachers do this.

Supervising Multiple Situations Another characteristic of eff ective 
teachers is the ability to supervise several situations at one time. A key here is 
knowing what needs to be done and how to do it. From that point on it is a 
matter of being able to focus on what needs to be done and not be fl ustered by 
distractions. Th is by no means suggests a teacher should ignore situations, but 
rather have the confi dence and expertise to take them in stride and deal with 
them eff ectively.

Effectively Handling Transitions Eff ective teachers are also adept at han-
dling transitions smoothly. Th is refers to bringing one activity to an end and 
moving effi  ciently to the next. Th e transition could be from one subject to the 
next, or it could be from completing a lesson to taking the children to lunch. 
Th ese actions are not accomplished automatically. Th ough the lesson has ended, 
the teacher’s work has not. Transitions may not be instructional periods, but they 
are very much management zones. Transitions are not student downtime. Eff ec-
tive teachers are very much attuned to this. Did you know that at the elementary 
level, 31 major transitions occupy 15 percent of the school day (Burns, 1984)? 
Well, now you do. Fift een percent of the day is spent in transitions; that represents 
about 1 hour out of a 6-hour day!

Arranging the Classroom for Effective Management Emmer and 
Evertson (2009) make several recommendations for the physical arrangement of 
the classroom that can enhance a teacher’s ability to function as Kounin suggests. 
When arranging the layout of the classroom, avoid congestion in what will be 
high-traffi  c areas such as near the doorway or teacher’s desk, around the pencil 
sharpeners, and around storage areas (particularly if they must be accessed dur-
ing teaching time). Be sure that you can see all students and then monitor their 
activities. Arrange teaching materials and supplies so that time is not lost during 
class. Be certain that whatever seating arrangement is used, it allows all students 
to comfortably see and participate in the activities of the day.

Proximity to Students Eff ective teachers will move around the room and 
attempt to maximize their proximity to the students. Oft en, student teachers will 
plant themselves at the front of the room and seemingly attach themselves to the 
chalkboard. Granted, this is something done out of nervousness; nonetheless, a 
teacher’s proximity to students is a major force in minimizing student misbehav-
ior. Students need to know that a comic book hidden in their social studies text-
book is eventually going to be discovered.

In summary, the teacher’s behavior when establishing rules, acknowledging 
the value of abiding by those rules, and following through with consequences in 
a calm manner when violations occur will set the tone from the very beginning. 
As David Berliner (1985) has stated, “In short, from the opening bell to the end 
of the day, the better classroom managers are thinking ahead. While maintaining 
a pleasant classroom atmosphere, these teachers keep planning how to organize, 
manage, and control activities to facilitate instruction” (p. 15). Th ere really are 
very few “bad” children, and children will typically allow the teacher to take 
charge of the classroom and lead them. Whether she does will determine the tone 
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of the school year. So the real choice of what type of classroom to have 
rests with . . . the teacher.

Without a doubt, classroom management is a complex and challenging as-
pect of being a teacher. It is not something that new teachers should learn “on the 
job.” Our discussion of classroom management and discipline has been organized 
around key aspects of the topic, so you should be able to watch for those elements 
during visits that you make as part of observations in schools. You could look for 
examples of what has been discussed in your college classes as well. It is no insult 
to say that what has been presented here can be seen in class meetings of adult 
students, for as is the case with so much of education, the fundamental aspect of 
teaching is that it is fi rst and foremost an exercise in interpersonal relationships.

Noninstructional Tasks and Responsibilities
Our fi nal topic in this chapter about the work of a teacher is addressing the real-
ity of noninstructional tasks. Th ough these concerns typically do not involve the 
amount of time and consideration that goes into developing instructional strate-
gies and classroom management plans, they do occupy some of a teacher’s time and 
always come with a measure of responsibility. Some tasks are carried out as part of 
the classroom routine. Some tasks are within school but in addition to classroom 
responsibilities. And of course, there’s that whole life outside of school!

Outside of the Classroom
Th e extent of responsibilities that teachers bear outside of the classroom varies 
from school to school. Th e school is, however, an organic whole, so teachers must 
expect to be involved in “the running of the school” beyond the walls of their own 
classrooms. Many schools require teachers to rotate through a bus-duty schedule 
in the mornings and aft ernoons. Elementary school teachers sometimes eat lunch 
with their classes, and middle and high school teachers usually serve on a rotating 
schedule of lunch duty.

Teachers are also asked to sponsor clubs and activities that may be conducted 
during the day or aft er school. Chaperoning on trips and at social functions is 
another task. Granted, much of this can be an enjoyable experience (well, maybe 
not lunch duty), but it has to be remembered that these are still responsibilities. 
Students enjoy seeing their teachers outside of school, but like it or not, teachers 
must be aware that they are teachers 24/7/365 in the eyes of their students. Th is 
is an exceptional and deeply rewarding responsibility that teachers bear.

Th en there are also parent conferences, open house, and parent–teacher as-
sociation or parent–teacher organization meetings. Parents are a very particular 
audience, indeed. Some will see the teacher as a godsend. Others see the teacher 
as the source of all the child’s diffi  culties. Yet, the teacher must work with all of 
them in a manner that brings credit to the student, the school, and the profession. 
Veteran teachers can off er excellent advice about working with and even enlisting 
the aid of parents. As a preservice teacher, you would be wise to use your practi-
cum or internship time to seek out some words of wisdom from a number of 
teachers. Activity 7.5 off ers you the opportunity to ask several teachers about ef-
fective ways to collaborate with parents. Don’t be surprised if there is a wide range 
of views about this among the teachers you interview!
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Committee Work
Schools, like most organizations, function by committee. It may not seem that 
way when a principal lays down the law without discussion. But even so, teach-
ers have many opportunities to work collaboratively with one another. Typically, 
these opportunities also extend to the district level as well. True instructional 
leaders will fi nd themselves engaged with committee work on the state level or as 
members of professional teacher organizations.

Also, many individual schools are moving toward a “site-based” management 
program. Th ough the school remains accountable to the local district, much of 
the day-to-day decision making is left  to a council composed of building admin-
istrators, teachers, parents, and perhaps college or university educators. Th ese site 
councils depend to a large degree on the principal’s willingness to relinquish a 
substantial measure of traditional control. However, the empowerment that is 
aff orded to teachers can send a wave of professionalism throughout the school.

Planning for a Substitute Teacher
We’ve discussed planning quite a bit already, but one aspect we have not discussed 
is that of preparing for someone else to do the teacher’s job, temporarily of course. 
Th at is, when that day comes that a teacher is just too sick to come to school (and 
for teachers this is oft en a matter of being really sick), plans must be in place for 
someone else to take over. Teachers cannot just call all the parents and cancel 

Activity 7.5  What Teachers Will Say about 
Working with Parents

Teachers vary in their opinions about the amount and type of help they would 
enjoy from parents. The best way to get a sense for parental collaboration in 

and out of the classroom is to ask classroom teachers.

 1. If you are observing a classroom, ask your cooperating teacher the interview 
questions listed below. Ask for permission to speak with two other teachers 
as well. If you do not have access to a classroom, compile the interview ques-
tions as a questionnaire (perhaps as a class activity) and ask the principal at a 
local school to distribute it to 10 teachers.

2. When you have received the responses to your interview/questionnaire, ana-
lyze the results for (a) differing perspectives, (b) common trends or themes, 
and (c) recommendations for having effective collaboration with parents.

The interview questions are as follows:

  A.  Does the school have a parent involvement program that brings parents 
into the classroom? If so, could you explain the program? If not, is there a 
particular reason that the school does not?

  B.  In your own classroom, how do you involve parents in the education of 
your students?

  C.  What would you say is (are) the best way(s) that parents can help you ac-
complish your job as a teacher?

  D. What advice about working with parents would you give to me as a 
preservice teacher?
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school for the day. Plans need to be drawn up, in advance, and materials need to 
be ready to go. Th ough this sounds “instructional,” it actually contributes to main-
taining the fl ow of your classroom management system.

No doubt you have had a “substitute” or two during your PreK–12 experi-
ence. You know how students typically respond to a substitute. One cannot ex-
pect that a stranger can walk into a classroom on short notice and simply pick up 
where the teacher left  off  the day before. Th at’s why it is very much a teacher’s 
responsibility to have contingency plans in place when a day simply must be 
missed. Substitutes have gotten a bad reputation and have suff ered a lot of grief 
because of a teacher’s failure to take some time to prepare for being away. Even 
worse is that in a school year already packed to bursting with instructional objec-
tives, the loss of an entire day or more can be diffi  cult to overcome. All it takes to 
avoid this is some planning. You could even start right now to develop a dossier 
of educational activities that can be left  ready to use when the time comes that 
you miss a day of school. Collect these activities over the years (good substitutes 
and veteran teachers you know will be an excellent source of this information). 
Organize the ideas and update them, and substitutes will love coming to your 
class—and of course, will lament how rarely the opportunity arises!

It might seem that noninstructional tasks alone could occupy a full workday. 
Th e keys are planning and organizing. If you have not already developed the habit 
of writing down appointments and assignments, now would be a good time to 
start. Al Devito of Purdue University has said, “Th e dullest pencil records what 
the sharpest mind forgets.” Th at’s diffi  cult to argue with. If you want to be high-
tech about it, use an electronic organizer. In any event, start practicing your orga-
nizational skills. Th at way, everyone can go ahead and believe that you are indeed 
superhuman, and we’ll just keep the secret to ourselves.

Conclusion
Th is chapter was intended to give you an honest repre-
sentation of the breadth of responsibilities that teachers 
bear. It was our feeling that to scatter the information 
across several chapters of this book would have ob-
scured the picture and would have made it diffi  cult to 
truly appreciate all that is expected of classroom teach-
ers. So we presented it to you here, and with this pic-
ture in mind, you can decide whether you feel up to the 
task and are ready to continue with all that we have yet 
to consider in this introduction to teaching. If you’ve 
been looking for a career that will challenge you each 
and every day (even when you’re away from school), 
this is it. Your understanding of classroom pragmatics 
will improve your ability to keep the passion for learn-
ing alive and well in your classroom.

Here are some of the major points presented in the 
chapter:

  1.  Assessments are used to collect data.
  2.  Evaluations place value on the data collected.

  3.  Formative assessments are those inquiries that a 
teacher makes, either formally or informally, to 
design, monitor, and modify instruction.

  4.  Summative assessments are used for assigning 
grades.

  5.  Eff ective teachers develop skills in the design and 
use of formative and summative assessments.

  6.  Classroom management does not just “happen”; 
a teacher must plan for it.

  7.  Classroom management is prevention oriented; 
discipline focuses on responding to misbehavior.

  8.  Eff ective rules represent an agreed-on code of con-
duct and are accompanied by consequences that 
are consistently enforced.

  9.  Procedures and routines are behaviors that accom-
plish specifi c tasks. Procedures typically involve 
teacher direction. Routines are tasks that students 
can be expected to accomplish without the teacher 
prompting the behavior.
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 10. For students to demonstrate appropriate behavior, 
they must know what appropriate behavior is from 
the teacher’s perspective, and be provided the op-
portunity to practice and receive feedback from 
the teacher.

 11. Noninstructional tasks include work with children 
in the classroom, work at school-sponsored events, 
work away from the typical instructional setting, 
committee work, instructional planning, and plan-
ning for days when the teacher might not be able 
to come to school.

Key Terms
classroom pragmatics
assessment
standardized testing
norm group
normal curve
classroom assessment
evaluation
formative assessment
summative assessment

gain score
classroom management
discipline
rules
consequences
procedures
routines
problem-solving conference

Case Studies in Education
Enter the information from the table below into the 
Educational Record for the student you are studying.

Work Ethic and 
Emphasis on Grades

Ability to Follow 
Rules/Procedures

Child’s Reaction 
to Substitute Teachers

Davon
Davon is not a perfectionist, but he is 
very thorough. He has diffi culty with fi ne 
motor skills. He is becoming aware of 
this and is making a conscious effort to 
develop his writing skills. He spends ex-
tra time practicing and compares it with 
his peers’ work.

Davon has diffi culty keeping his 
hands and feet to himself. If he 
feels threatened or treated un-
fairly, he reacts with aggressive 
behavior. Has learned it’s not OK 
to physically touch someone 
who has upset him. He now up-
sets peers verbally instead.

As long as he feels important 
and is given positive attention, 
Davon complies with new adults 
in charge.

Andy 
Andy cares little about completing as-
signments on time. He often daydreams 
or fi nds other things to occupy him to 
avoid completion of classroom require-
ments. He does not seem to be con-
cerned about the consequences of re-
ceiving poor grades.

Any problem Andy has with 
classroom rules concerns his off-
task behavior. He is not defi ant 
or violent. He simply does not 
see the value of completing as-
signments; nor does he appreci-
ate that he is keeping his class-
mates from completing theirs.

Andy does not like substitute 
teachers. Although he does not 
always follow classroom rules, 
he feels very secure with his 
regular teachers. His off-task 
behaviors are magnifi ed when 
a substitute is in his classroom. 
His regular classroom teachers 
are savvy to his behaviors 
and can help him avoid situa-
tions in which he will get in 
trouble. Substitutes assume his 
behavior is wanton rather than 
physiological.
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Judith
She works hard but rarely gets “good” 
grades; nor does she respond negatively 
to poor grades. By no means a perfec-
tionist, she expects low grades as the 
norm for her. As long as she remains fo-
cused, she does work hard on assigned 
tasks.

The only diffi culty Judith has 
with class rules is that she wants 
to interact with other students 
and the teacher; thus, she may 
speak out of turn. Class rules 
are part of going to school. A 
rule such as “Be prepared for 
class” could be problematic.

Judith does not give the substi-
tute any diffi culty on her own. 
She will innocently inform the 
teacher that the class is trying to 
do something inappropriate. 
When the class reacts negatively, 
she is likely to follow their lead.

Tiffany
Tiffany’s parents are concerned that Tif-
fany is becoming too much of a perfec-
tionist. They report that she is becoming 
more and more obsessive with assign-
ments and grades, and would like sug-
gestions to help her. Tiffany’s school ex-
periences have always been positive, with 
perfect grades and perfect attendance.

Tiffany respects the teacher and 
the classroom rules. She will of-
ten police other students when 
they are not meeting the class-
room expectations. Tiffany 
would never do anything 
against rules or policies.

Tiffany makes sure substitutes 
are comfortable in class and 
helps them throughout the day. 
Her name is always mentioned 
in a substitute letter as being 
very helpful, supportive, and 
honest.

Sam
When receiving appropriate instruction 
and special education support, Sam can 
be successful. He wants to work inde-
pendently, sometimes to a fault. Teacher 
monitoring of his work in all class set-
tings is very important.

Sam has no diffi culty complying 
with class rules. He understands 
what is expected and does not 
question authority. The fact that 
he has been relatively successful 
in school even though he is con-
fronted with severe educational 
challenges can be partially at-
tributed to his excellent 
conduct.

When a substitute has responsi-
bility for class, Sam is coopera-
tive and does not take advan-
tage of the situation. He may 
talk with classmates more than 
usual but does not act out. Typi-
cally, he follows directions and 
does what is expected of him.

Bao
Bao has perfected the art of working 
“just hard enough.” She knows how to 
listen well, realizing that what is needed 
on assignments can be found in class 
lectures, discussions, and teacher com-
ments. A strong reader, she has no prob-
lems comprehending texts. She struggles 
when an assignment calls for higher-
order thinking skills and then utilizes the 
teacher or another student. Because of 
this coping mechanism, Bao has never 
received a grade below a C; most of her 
grades are B’s, and she is proud of that.

Bao would never consciously 
choose to disobey a teacher, 
even if she didn’t like the rule. 
Bao rarely gets reprimanded, but 
when she does, it is for visiting 
or writing and passing notes. 
She understands the explicit and 
implicit rules of school very well 
and is willing to abide by them 
to achieve the academic reward 
of good grades.

Bao follows the lead of the other 
students in class without ever 
actually being disobedient. It is 
doubtful that a guest teacher 
would even notice Bao’s exis-
tence. If the class were behaving 
well, Bao would follow suit; if 
the class were misbehaving, so 
would Bao, but in invisible ways, 
such as writing letters instead of 
doing her assignments.

 1.  Is your student one who works hard but still fails or 
achieves only low grades? If so, what can you do to 
improve the child’s self-esteem other than to raise 
the grade based on eff ort? What advice would you 
give to a parent who sees the child working very 
hard but not succeeding? What if the parent decides 
that the problem is your teaching?

 2.  Does this child have any diffi  culty following the 
class rules? If so, what possible causes for the diffi  -
culty do you see based on all you know of the child? 

Are the extenuating circumstances suffi  cient to al-
low this child to “bend” the rules? In your opinion, 
what would be the best way to handle this child’s 
diffi  culty with the rules?

 3.  If your student is one who has no diffi  culty with 
class rules or procedures, how can you use this to 
your advantage with the rest of the class? Will you 
give a good “rule follower” special privileges? Why 
or why not?
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Designing the School of the Future
Th e topics discussed in this chapter provide many in-
teresting possibilities for your school of the future. 
From testing programs to parent involvement, it is all 
subject to your vision of what is and is not appropriate 
for a professional educational system. Consider the fol-
lowing sets of questions as part of your classroom 
pragmatics design eff orts:

 1.  What role will parents have in the school of the 
future? As the designer, you have the choice. Do 
you want parents to be regularly involved? Should 
some level of involvement be required of all par-
ents? Is their responsibility to the educational pro-
cess one of supporting the work of the school and 
assisting their children at home? Do you want 
them in the classrooms working with the teachers 
on a day-to-day basis? Will their involvement re-
quire special training?

 2.  Your school of the future is not bound to any test-
ing program in existence today. Th erefore, exam-
ine some of the issues that cause testing to be so 
controversial.

  a.  Use search terms such as “standardized testing” 
or “school accountability” to fi nd arguments for 
and against high-stakes testing programs.

  b.  Decide what the testing program of the future 
should accomplish.

   i.  What is the purpose of standardized testing 
in our school?

   ii. What will be the targets of our testing pro-
gram (e.g., academics, character education, 
citizenship)?

   iii. How oft en will students be tested?
   iv. What will the results be used for (e.g., gradu-

ation, grade placement)?
 3.  Will your school of the future adopt a single class-

room management program for the entire school? If 
so, where will teachers get their training in the spe-
cifi c program? If teachers have their own systems 
for classroom management, will they be required to 
explain that system before being hired in your 
school? To what degree will students be involved in 
making the rules in school? If the rules are violated, 
are there particular consequences that will or will 
not be allowed in your school? If so, what are they, 
and why are they allowed or not allowed?
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Praxis Practice
Many states will require that you successfully com-
plete the Praxis Series of examinations to qualify for 
certifi cation. One or more of those tests will be sub-
ject-area tests. Another, which has a more practical 
orientation, will be the Principles of Learning and 
Teaching (PLT) examination that is appropriate for 
your certifi cation area.

Completing the Quick Check quizzes for Chapter 7 
in the Unit Workshop will give you practice with the 
multiple-choice format of the PLT. Th e Case Studies 
in Education and Designing a School of the Future 
activities will help prepare you for exercises that re-
quire reading a scenario and providing short answers 
to questions asking what you might do in such a 
situation.
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The chapters of Unit II discuss three aspects of edu-
cation that are part of a teacher’s everyday life but 

are not instructional responsibilities. Curriculum to-
gether with classroom assessment and management, 
which we refer to as classroom pragmatics, are practical 
issues with which a teacher needs considerable exper-
tise. Developing a clear understanding of curriculum 
will enable you to become a participant in the process 
that defi nes and develops curriculum.

Case Studies
Suppose that you are to have a meeting with the 
parent(s)/guardian(s) of the child you have been study-
ing. Th is is not a meeting that you have requested be-
cause the child has caused some diffi  culty but instead 
is a conference to discuss the educational progress of 
the student. Th e information you have gathered thus 
far may give you some insight with regard to the coop-
eration you can expect from the parent.
1. Prepare an outline to guide the comments you 

would want to make. We suggest that you organize 
it as follows: (a) an introduction during which you 
mention that it’s your pleasure to have the child in 
class; (b) a discussion of the child’s preferences as 
noted in Chapter 5, and your thoughts about those 
preferences; (c) the child’s experience with stan-
dardized tests and classroom assessments; (d) how 
things are going in terms of classroom manage-
ment; and (e) your recommendations for how the 
parent(s) can be involved to ensure a quality edu-
cational experience.

2. Either in class or with one of your friends, role-play 
this scenario (you be the teacher) using the notes 
you have assembled. Your professor may want to 
have several of these “meetings” in class, so pay at-
tention to what happens as you watch the other 
conferences.

3. Aft er your meeting, think about your strengths and 
weaknesses during the discussion. What will you 
do diff erently next time?

Designing the School 
of the Future
In Chapter 2 you were asked to write a vision state-
ment for your school. Th at statement was to indicate 
what your school aspires to be or to accomplish. With 
that statement in mind, now write the mission state-
ment for your school. Th e mission statement, in no 
more than a paragraph or two, states very clearly “this 
is what we will do.” Eventually, the mission statement 
can be followed with a lengthy description of the plan 
for accomplishing that mission. For now, we need a 
concise statement of what this school will do.

Your mission statement should explain the type of 
curriculum (see Chapter 5) that will be exemplifi ed in 
this school and why. It should also state the school’s 
content standards. Your statement does not have to de-
lineate specifi c instructional outcomes, but you should 
be able to state which subject areas will be the focus of 
this school and why. For example, will your school em-
phasize reading skills because reading is fundamental 
to all other subject areas? If so, say so. And fi nally, be 
sure that your mission statement includes a discussion 
of how assessment and classroom management will be 
integrated into this new approach.

It may take a number of draft s to craft  a good mis-
sion statement. A mission statement should be strong 
and to the point. Elaboration can be provided in other 
formats, but the mission statement should clearly set 
the tone for what is going to be done. We recommend 
that whether you are working in groups or individu-
ally, the mission statement be presented to the class 
while a work in progress so that you can benefi t from 
other people’s reactions and interpretations. Th e mis-
sion statement helps you articulate your thinking so 
that it is clear to other people.

Unit Workshop II
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Quick Check
Answer keys with page references are in Appendix E.

Chapter 5
 1. Legislation in the 1950s that led to extensive 

curriculum changes was known as which of the 
following?
a. Elementary Science Improvement Act
b. Elementary and Secondary Education Act
c. National Public Education Act
d. National Defense Education Act

 2. Th e ancient curriculum known as the quadrivium 
included which four subjects?
a.  geography, art, music, science
b.  arithmetic, geometry, music, astronomy
c.  reading, writing, arithmetic, science
d.  art, music, physical training, mathematics

 3. Th e text suggests that you conceptualize “curricu-
lum” as which of the following?
a. an emphasis on outcomes rather than on 

providing certain experiences
b. the means and materials with which students 

interact to achieve identifi ed outcomes
c. a collection of subjects deemed suitable for 

exposure to children
d. an organized eff ort to pass on the values and 

beliefs of a given community
 4. Th e authors suggest that it is important for teach-

ers to understand the foundation and structure of 
curriculum for which of the following reasons?
a. Understanding curriculum will facilitate 

eff ective lesson planning.
b. Teachers are ultimately responsible for the 

design of curriculum.
c. Actually, they just suggest that it’s good 

“background” information to have.
d. As a teacher, you represent the curriculum in 

the eyes of the community.
 5. A curriculum concerned with the subjects that 

will be taught, the identifi ed mission of the school, 
and the knowledge and skills students are ex-
pected to require is referred to as which of the 
following?
a. explicit curriculum
b. extracurriculum

c. implicit curriculum
d. null curriculum

 6. Which of the following curriculum types refers to 
the lessons that arise from the culture of the 
school and the behaviors, attitudes, and expecta-
tions that characterize that culture?
a. explicit curriculum
b. extracurriculum
c. implicit curriculum
d. null curriculum

 7. Which of the following curricular types refers to 
the options students do not get to choose, the 
ideas and perspectives that are not introduced, 
and the skills and concepts that are not presented 
to them?
a. explicit curriculum
b. extracurriculum
c. implicit curriculum
d. null curriculum

 8. Which of the following curricula represents a 
variation of the cognitive perspective that empha-
sizes the acquisition of a particular body of 
knowledge?
a. core
b. student centered
c. subject centered
d. explicit

 9. Th e text suggests that which of the following is an 
obstacle to the mastery learning approach?
a. Not all students can master a subject.
b. Elementary teachers have broad-based 

knowledge rather than master-based 
knowledge.

c. Th e subject-centered curriculum tends to 
keep all students moving at the same rate.

d. Schools are not provided with suffi  cient 
materials to allow all children to learn to 
mastery.

 10. Character education is most closely related to 
which of the following curricular perspectives?
a. broad fi elds curriculum
b. cooperative learning
c. activity curriculum
d. humanistic education
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Chapter 6
 1. Th ough parents can have a profound eff ect on the 

curriculum of a school, one drawback to their 
infl uence is which of the following?
a. Th ey have a vested interest in the education 

of children.
b. Parents can have fi rst-hand knowledge of 

what is taught in the local schools.
c. Th eir interests tend to center around just the 

years that their children are in school.
d. Th eir taxes are what keep the schools going.

 2. Which of the following represents a vital aspect of 
the work of parent–teacher associations (PTAs)?
a. Th ey provide the opportunity for great 

numbers of parents to speak with a unifi ed 
voice.

b. Th ey regulate the hiring and fi ring of 
teachers.

c. Referendums can be cleared through them 
before being presented to the public at large.

d. By law they occupy one seat on all boards of 
education.

 3. Th at political administrations serve “at the pleasure 
of the voters” results in which of the following?
a. Th ere is consistency of educational funding 

from one administration to the next.
b. A child in kindergarten under one 

administration will most likely graduate from 
high school under a diff erent administration.

c. Th e school curriculum must be changed with 
each change of administration.

d. School boards of education must have new 
elections with changes of administration.

 4. Th e faculty of a particular school can aff ect the 
curriculum in which of the following ways?
a. Characteristics that defi ne the faculty of a 

school will also defi ne the curriculum that 
is presented.

b. It is the faculty’s option to choose which 
portions of the curriculum to teach.

c. All curriculum is unaff ected by faculty 
strengths and weaknesses because 
certifi cation programs require that all 
teachers teach in the same way.

d. Th e faculty members at each school are 
responsible for writing the curriculum.

 5. Which of the following supports the argument 
that teacher-designed tests can off er the best pic-
ture of student achievement?
a. Teacher-designed tests mirror standardized 

tests.
b. Th e results of teacher-designed tests can be 

used to compare one class with another.
c. Th ey are less expensive to design and 

administer.
d. Such tests are tailored to the actual 

students in the class and the actual learning 
experiences provided.

 6. Th e text suggests that which of the following may 
be an eff ect of e-publishing?
a. fewer publishers, more consistent textbooks
b. greater “nationalization” of the curriculum 

because of the ease of publication
c. states choosing their own curricula with little 

infl uence from other states
d. drastic reduction in the cost of textbooks

 7. States that review textbooks and select those from 
which school districts may choose are known as:
a. review states
b. curriculum assessment states
c. adoption states
d. selection states

 8. Th e tension between forces that advocate state 
control of education and those that advocate a 
national orientation has resulted in which of the 
following?
a. a lack of national cohesiveness accompanied 

by a signifi cant degree of “sameness”
b. the desire for states to band together to build 

regional “super curricula”
c. eff orts by the federal government to regulate 

curriculum
d. the emergence of privately developed 

“canned” curricula
 9. Th e development of national educational standards 

has been spearheaded by which of the following?
a. state legislatures
b. state education agencies
c. learned and professional organizations
d. the federal government
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 10. How many subjects are included as the basis for 
contemporary curriculum design?
a. 10
b. 8
c. 6
d. 4

Chapter 7
 1. “Classroom pragmatics” refers to which of the 

following?
a. design of lesson plans
b. time spent in observations and student 

teaching to “practice” teaching
c. practical concerns that are noninstructional 

responsibilities of the teacher
d. hands-on activities that are designed to 

involve students in learning
 2. How does the text defi ne “assessment”?

a. the means by which information is gathered 
to make a variety of decisions

b. providing students with grades to refl ect their 
performance

c. review of instructional plans before 
implementation

d. district-based systems for evaluating teacher 
performance

 3. In standardized testing, what is the function of 
the “norm group”?
a. to review the content of the test before 

administration to other students
b. to set a standard for the test based on a 

representative population of test-takers
c. to grade the test by following the “normal 

procedures” set for that test
d. to see that the test is administered under 

consistent conditions and restrictions
 4. A formative test diff ers from a summative test in 

which of the following ways?
a. Formative tests determine whether a child 

advances to the next grade level.
b. Formative tests are formal (such as written 

tests); summative tests are informal.
c. Summative tests take longer to administer.
d. Th e instructor does not intend to reteach 

based on results of a summative test.

 5. Which of the following represents a student’s prog-
ress as opposed to the meeting of objectives?
a. standardized scores
b. gain scores
c. summative assessment
d. grade infl ation

 6. Th ose activities in which a teacher engages be-
fore, during, and aft er interacting with students 
to allow instruction to take place are known as:
a. classroom management
b. discipline
c. assessment
d. planning

 7. According to the Research and Development 
Center for Teacher Education, eff ective classroom 
managers are nearly always good at which of the 
following?
a. managing people
b. enforcing rules
c. planning
d. evaluation

 8. According to Borich (1996), failure to enforce 
classroom rules consistently can cause a teacher 
to lose which of the following?
a. valuable instructional time
b. sleep
c. student achievement
d. prestige and respect

 9. Which of the following is not one of the underly-
ing themes of classroom management discussed 
in the text?
a. collaborating with other teachers to develop 

your own classroom rules
b. communicating expectations to the students
c. involving students in development of class 

rules and consequences
d. ensuring that the rules represent positive 

behaviors leading to positive self-esteem
 10. When responding to inappropriate behavior, it 

is important for a teacher to do which of the 
following?
a. establish who is the authority in the 

classroom
b. focus on the behavior, not the person
c. allow the student ample opportunity to 

explain his or her perspective immediately
d. establish a consensus among the student’s 

classmates
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The chapters of Unit III are concerned with what 
are often referred to as the foundations of 
education. This section includes the history of 

education, philosophy, and governance and law.

Chapter 8, History of American Education, 
provides you with an overview of formal education 
from the ancient Greek civilizations to 
contemporary times. You may be surprised to fi nd 
how little has changed even with the developments 
in education.

Chapter 9, Philosophy and Education, discusses 
the philosophical infl uences that have been brought 
to education throughout the centuries. In Chapter 
1, we asked you to consider your personal 
philosophy of education. In Chapter 9, we take a 
much broader view as we consider how philosophy 
underlies the institution of education.

Chapter 10, Ethics in Education and Matters 
of Law, addresses your own code of ethics as an 
individual and as a teacher. From ethics we move to 
a discussion of teachers’ and students’ rights under 
the law. Finally, we examine legislative acts that 
have very defi nite implications for your work as 
a teacher.

Chapter 11, Education: Purpose, Organization, 
Governance, and Funding, discusses the many 
stakeholders who infl uence the institution of 
education and the sources of revenue that make 
it all possible. From the constitutional assignment 
of education as a state’s responsibility to the 
impact of local citizens in the functioning of 
school, education is tightly woven into the fabric 
of our society.

Preface to Unit III

The Institution 

of Education
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8

Your Chapter Study Guide
• Conceptualize Here are the major themes you will 

encounter in this chapter:

1.  The evolution of school in the United States can be 
traced to a European infl uence extending back to 
the ancient Greeks.

2.  Events in North America (before and after the for-
mation of the United States) infl uenced the direc-
tion of education.

3.  Many ideas in education are hundreds, if not thou-
sands, of years old.

• Preview Read the chapter headings; look at any fi g-
ures, tables, and activities; and read through the items 
in the conclusion.

Activity 8.1: Assessing the Themes

Activity 8.2: Go Online! What Was Teaching Like Then?

Activity 8.3:  Field Observation Activity—The New 
Issues and the Old

TeachSource Video Case 8.1 Integrating Internet 
Research: High School Social Studies

• Read Now read the chapter. Mark or highlight infor-
mation that you consider to be especially important or 
about which you have a question.

• Refl ect Refl ect on these questions as you read:

1.  What patterns or themes can you fi nd in the history 
of organized education?

2.  What reasons can you fi nd for some of the deci-
sions made over the years?

3.  How might education’s past infl uence its future?
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History of American Education

Ice Breakers

Meet the Folks!
In this chapter, you will be introduced to many of the people who have had 
a profound impact on education. Following is a “group photo” of some of 
them. Beneath the photo is a list of accomplishments attributed to these 
folks. Who do you suppose matches with each?

 1. Famed for his questioning techniques and the admonishment, “Know 
thyself!”

 2. Brought the idea of “a garden where children can learn” to the United 
States.

 3. Championed the notion of public schools for all children and “normal 
schools” for the education of teachers.

 4. A believer in the power of great literature to transcend time.
 5. Operated a school for African American girls in the 1800s (and was 

persecuted for doing so).
 6. A pragmatist philosopher whose work led to the Progressivist move-

ment in education.
 7. Campaigned for the education of the “Talented Tenth” of African 

Americans who would become business and political leaders.
 8. Opened the fi rst kindergarten in the United States.
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Introduction
Napoleon’s observation is important because it exposes the fact that history is 
merely what we make of it. For instance, the history of any war is told diff erently 
from the viewpoint of the victor than from the perspective of the vanquished—
same war, two perspectives. We mention this because we want you to approach 
this chapter with a diff erent perspective from the one you might typically bring 
to a history lesson. Th at is, rather than simply reading another recounting of se-
lected events and the description of various key fi gures in the progress of educa-
tion, we want you to see how dynamic events in their own time contribute to the 
dynamic nature of education today. So as you study the people and events that 
have molded contemporary education, ask yourself what lessons we have learned 
and what lessons we seem to have diffi  culty learning.

Emerging Need for Education
Even with a history dating back nearly 400 years to Colonial America, the truth 
is that education has been a pretty hot topic for well over 2000 years. It was of 
considerable importance even before that in ancient Egypt and China, but it was 
the infl uence from ancient Greece that laid the foundation for education as we 
know it today. Our look at the pre-Colonial development of education will focus 
on the ancient Greeks, then the Romans, and fi nally, the several periods within 

262

 9. Recognized that children’s play is actually a sophisticated form of 
learning.

 10. Among the fi rst in the United States to suggest that education should 
be provided at public expense to all children.

 11. Pioneering principal in an African American normal school, the
Tuskegee Institute in Alabama.

 12. Introduced the fi rst American spelling book.  ■
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 1.  A: Socrates

 2.  B: Friedrich Froebel

 3.  C: Horace Mann

 4.  D: Robert Maynard Hutchins

 5.  E: Prudence Crandall

 6.  F: John Dewey

 7.  G: W. E. B. DuBois

 8.  H: Margarethe Schurz

 9.  I: Maria Montessori

 10.  J: Thomas Jefferson

 11.  K: Booker T. Washington

 12.  L: Noah Webster

And what is history but a fable 
agreed upon?

—Napoleon
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the Middle Ages. Strange as it may seem, issues of curriculum and equal access to 
education that we know of today were evident thousands of years ago as well.

Ancient Greeks
Organized educational eff orts in ancient Greece were developed under the sepa-
rate infl uences of each city-state. Chief among these were the cities of Sparta and 
Athens. Sparta emphasized an education that prepared young men to be warriors; 
physical strength, obedience to authority, and an ability to endure hardship were 
key attributes. Athens centered educational eff orts around intellectual concerns. 
Th e program, however, was specifi cally provided to Athenian boys and was not 
provided to girls, slaves, or noncitizens. If Athenian girls were to receive an edu-
cation at all, they received it at home.

Athenian boys attended a series of schools in which they received instruction 
in grammar, reading, writing, basic computation, gymnastics, and music. Included 
with music were history, drama, poetry, science, and speaking. Th e Athenians 
believed that as grammar, reading, and writing laid the foundation for intellectual 
development, music laid the foundation for aesthetic appreciation (i.e., the ap-
preciation of beauty). From the ages of 16 to 20, young men received training for 
citizenship and military service. As you can see, the basic curriculum in ancient 
Greece was not much diff erent from what may have been available in your own 
high school—right down to the military training (if your high school had a Junior 
ROTC program).

During the fi ft h century BC, as Athens grew and became more commercially 
oriented, a group of teachers known as the Sophists emerged. Th ese individuals 
were not tied to any one school, but instead wandered about teaching rhetoric 
and oratory to whoever had the funds to meet the tuition. Th at which we know 
of today as the liberal arts was founded in the Sophists’ curriculum of grammar, 
logic, and rhetoric.

Perhaps the most accomplished of the Sophists was Protagoras (485–415 bc), 
who developed an instructional method that survives today. Protagoras employed 
a fi ve-step approach to the teaching of his students: (1) as a model of good speak-
ing, he would fi rst deliver a speech; (2) the students would then study the great 
speeches of other speakers; (3) students would specifi cally study rhetoric, logic, 
and grammar; (4) they would then develop and deliver orations of their own that 
Protagoras would critique; and fi nally, (5) they would present orations in public. 
Does this format sound familiar to you?

Infl uence of Socrates, Plato, and Aristotle
Th e development of education from the middle of the fi ft h and down to the fourth 
century bc is peculiar in that three individuals—Socrates; Plato, who was Socrates’ 
student; and Aristotle, who was Plato’s student—were all from the same locale and 
contributed work that has infl uenced educational and philosophical thought for 
literally thousands of years. Some of the points on which they disagreed remain as 
points of debate today. For example, Plato favored schooling for all children (free 
children, that is), whereas Aristotle saw no need in educating girls.

Socrates (469–399 bc) did not agree with the Sophists’ emphasis on education 
as an exercise in business-skills training. As an idealist, Socrates believed that peo-
ple must question and examine their own knowledge to discover universal princi-
ples of truth and of beauty. He believed that universal ideas are not something to 

Sophists Ancient 
Greek teachers with 
a wide range of 
expertise in many 
fields who taught 
rhetoric and oratory.
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be learned or found somewhere else; they exist within us and must be drawn out. 
He sought to facilitate such understanding by carefully questioning his students 
that they might draw out the knowledge within. Th is form of questioning is what 
we refer to today as the Socratic method.

Plato (427–347 bc) chronicled Socrates’ teachings and shared his idealist 
philosophy. A teacher, Plato founded a school known as the Academy. He wrote 
extensively, particularly in the form of dialogues in which Socrates was the pri-
mary character. Among Plato’s many works was Th e Republic, in which he out-
lined the design and function of a city-state based on the idea that the most intel-
lectually accomplished should lead the society.

Plato’s Republic had a number of visionary elements in an educational sense. 
For example, Plato believed each citizen within the republic should serve the soci-
ety based on his or her particular abilities. A system of organized education would 
provide the means by which individuals sought and found their place in society. 
Th ose with an athletic prowess became the soldiers and guardians, while others 

took jobs as laborers, with still others becoming clerks and ad-
ministrators. Others progressed further and further, studying 
increasingly more philosophical and mathematical subjects until 
eventually one individual—presumably the most intellectually 
capable—rose to the top and, around the age of 50, became the 
“philosopher-king.”

Under this system, education was to be open to all free citi-
zens, male or female. In fact, should a woman rise to the highest 
level and become the leader of the society, so be it. As you might 
expect, this was contrary to popular Athenian opinion, and the 
cause of education for women—as we will see—remained a 
struggle for thousands of years (and remains so today in many 
societies).

Aristotle (384–322 bc) was Plato’s student. Aristotle wrote 
prolifi cally on a wide variety of topics from philosophy to eth-
ics to science, and also was a teacher and founder of a school, 
the Lyceum. Adopting a realist philosophy that sought the 
same truth Plato did, though through a study of the real world, 
Aristotle suggested that the state was best served by citizens 
capable of rational thinking. He believed that women were in-
tellectually inferior to men, and so the liberal education that he 
advocated was directed toward boys as they grew to become 
rational men. Women would get their education, of a domestic 
sort, at home.

Ancient Romans
In the last century bc and the fi rst two centuries ad, Greek views on philosophy 
and education spread to the western Mediterranean with the rise of the Roman 
empire. Th e Romans focused their system of education on the development of the 
practical intellectual skills that would benefi t the empire in political, military, and 
administrative tasks. Again, education was for boys, but the Romans did succeed 
in the development of entire systems of education.

Th e most esteemed of the Roman educators at this time was Quintilian 
(ad 35–95). In his Institutio Oratoria, he described the theory and practice of 
education at the time and made recommendations for the development of Roman 
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Socratic method A 
process of carefully 
questioning one’s 
thinking to bring out 
the knowledge 
within.

Academy The Greek 
school established by 
Plato. The term is 
often used to refer to 
a liberal arts college.

Lyceum The Greek 
school founded by 
Aristotle that em-
phasized rational 
thinking for good 
citizenship.
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education. He suggested three components for an educational system: (1) the 
preparation to study rhetoric, (2) the study of rhetoric and educational theory, 
and (3) public speaking.

Quintilian suggested that birth to age 7 was a time when children were con-
cerned with their immediate needs and interests; thus, he advised that parents be 
careful in selecting those individuals who would interact with the child. For ex-
ample, the nurses who cared for the child and the pedagogues who escorted the 
child to school should be carefully chosen as their conversations with the child 
would aff ect the child’s development of language.

From age 7 to 14, Quintilian said, the child should learn to write the language 
that he speaks. Writing would hone his mind to think clearly and improve his 
memory. He would gather information from his sensory experiences, and would 
be infl uenced by the character and competence of his teachers at the ludus
(school).

From age 14 to 17, education would revolve around the liberal arts as the 
young man studied Greek and Latin grammar, literature, history, mythology, 
music, geometry, astronomy, and gymnastics. Education would be conducted in 

In Their Own Words
Feature 8.1 Aristotle

with different ideas about the nature of virtue, natu-
rally disagree about the practice of it. There can be 
no doubt that children should be taught those useful 
things which are really necessary, but not all things; 
for occupations are divided into liberal and illiberal; 
and to young children should be imparted only such 
kinds of knowledge as will be useful to them without 
vulgarizing them.

The customary branches of education are four in 
number: (1) reading and writing, (2) gymnastic exer-
cises, (3) music, to which is sometimes added (4) draw-
ing. Of these, reading and writing and drawing are re-
garded as useful for the purposes of life in a variety of 
ways, and gymnastic exercises are thought to infuse 
courage. Concerning music a doubt may be raised—in 
our own day most men cultivate it for the sake of 
pleasure, but originally it was included in education, 
because nature herself, as has been often said, requires 
that we should be able, not only to work well, but to 
use leisure well; for, as I must repeat once and again, 
the fi rst principle of all action is leisure. Both are re-
quired, but leisure is better than occupation; and 
therefore the question must be asked in good earnest, 
what ought we to do when at leisure?

It would therefore be best that the state pay at-
tention to education, and on right principles, and that 
it should have power to enforce it, but, if neglected as 
a public measure, it would seem to be the duty of ev-
ery individual to contribute to the virtue of his chil-
dren and friends, or at least to make this his deliberate 
purpose. 

This passage from Aristotle’s work 
Politics describes the sort of curricu-
lum that would be appropriate for 
the development of “correct think-
ing.” You may fi nd similarities not 
only to the curriculum we now know 

but also to the appropriate ages for formal educa-
tion and the purposes of that education.

There are two periods of life into which education 
has to be divided, from seven to the age of pu-

berty, and onward to the age of one and twenty. [The 
Poets] who divide the ages by sevens are not always 
right: we should rather adhere to the divisions actually 
made by nature; for the defi ciencies of nature are 
what art and education seek to fi ll up.

That education should be regulated by law and 
should be an affair of state is not to be denied, but 
what should be the character of this public education 
and how young persons should be educated are 
questions which remain to be considered. For man-
kind are by no means agreed about the things to be 
taught, whether we look to virtue or the best life. 
Neither is it clear whether education is more con-
cerned with intellectual or with moral virtue. The ex-
isting practice is perplexing; no one knows on what 
principle we should proceed—should the useful in 
life, or should virtue, or should the higher knowl-
edge, be the aim of our training; all three opinions 
have been entertained. Again, about the means 
there is no agreement; for different persons, starting 

pedagogue Literally, 
the Greek adult who 
led a child to school, 
discussing important 
issues (and thus tu-
toring) the child on 
the way. In Colonial 
days, the term was 
used to refer to a 
teacher.
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both languages, and an appreciation of both cultures would be included in the 
exercise. Rhetorical studies were taken on from age 17 to 21. A system of educa-
tion was emerging.

Of course, the Romans were not the only people emphasizing education in 
the fi rst several centuries ad. Th e Talmud represents the collective thought 
and wisdom of the Hebrew people spanning the thousand years between 500 
bc and ad 500. Written over the three centuries between ad 200 and 500, it 
contains numerous references to the education of children. Some passages 
refer to the consequences for failing to value education, such as “Jerusalem was 
destroyed only because scholars were despised therein” (Shabbath 119b, 
R. Hamnuna). Other passages provide suggestions for education. For example, 
“Th ey therefore ordained that teachers should be appointed in each prefecture 
and that boys should enter school at the age of sixteen or seventeen . . . and 
they used to rebel and leave the school…At length Joshua ben Gamala came 
and ordained that teachers of young children should be appointed in each 
district and each town, and that children should enter school at age six or 
seven” (Baba Bathra, 21a). As we shall see, this is only the beginning of the 
infl uence of religion on education.

European Middle Ages
In the 10 centuries between the rise of the Greek infl uence on philosophy and 
intellect to the fall of the Roman empire (ad 476), a system of education became 
entrenched in terms of both its value to a civilized society and the basic curricu-
lum that was off ered. Th ough formal education was for men, and “free” men at 
that, strides had nonetheless been made in the theory and practice of teaching 
and learning. With the fall of the Roman empire, a new infl uence began to control 
education, and that infl uence has had a strong impact on education ever since. 
Th e infl uence was religion in general, and the Roman Catholic Church of the 
Middle Ages in particular.

Th e medieval period, the Middle Ages, spanned from approximately 
ad 500 to 1400. During this time the Church exercised virtually complete control 
over government and education. In fact, the control was so great and the educa-
tional opportunities to the general public so restricted that during the period 
from approximately ad 400 through 1000—six centuries—education and intel-
lectual development regressed to the point that this time has become known 
as the Dark Ages. During the Dark Ages, free thought and intellectual inquiry 
itself, anything that could question the doctrine and dogma of the Church, was 
stifl ed. Education was reserved for young men who would enter some sort of 
religious vocation.

In the late eighth century ad, the Roman emperor Charlemagne sought 
someone to improve the condition of education. His selection was Alcuin 
(735–804), who became Charlemagne’s educational advisor. It was during 
Alcuin’s time that the liberal arts we have mentioned became codifi ed as “the 
seven liberal arts.” Th ey could be divided into two groups: the trivium, consisting 
of grammar, rhetoric, and logic; and the quadrivium, consisting of arithmetic, 
geometry, music, and astronomy.

Fueled by the rediscovery of the works of Aristotle, a new form of religious-
philosophical study, scholasticism, emerged in the 11th century. Scholasticism 
increased interest in education, and as a result, the number of universities increased. 
Many of today’s institutions of higher education are modeled aft er medieval 

scholasticism The 
religious-philosophical 
study resulting from 
the rediscovery in 
the 11th century of 
Aristotle’s works.
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universities such as the University of Bologna (founded in 1158), the University 
of Paris (1170), Oxford University (1214), and the University of Salerno (1221). 
In addition, craft  schools began to emerge, providing training in specifi c trades. 
Education for the many was being reborn.

Saint Th omas Aquinas (1225–1274) reconciled scholasticism into a workable 
system that harmonized scriptural faith with rationalism as articulated by Aristotle. 
Aquinas’s major work, Summa Th eologica, provided the foundation for what is 
referred to as Th omism, a Christian religious sect endorsed by the Catholic 
Church. As an educator, Aquinas believed that teachers must possess several 
characteristics in particular; they must be skillful in instruction, of course, but 
also be experts and scholars in their fi elds and possess a love for humanity. Would 
you say that this still holds true?

Renaissance and Humanism
Th e Western world moved into a period known as the Renaissance during the 
14th and 15th centuries. Th is transitional period between the Middle Ages and 
the modern age was marked by the evolution of classical humanism, with its 
literature-based emphasis on human virtue. Desiderius Erasmus (1466–1536) 
brought a humanist perspective to education in his works Th e Right Method of 
Instruction and Th e Liberal Education of Boys. Th ough the humanist movement 
was not suffi  cient to overthrow the authority of the church in society, it was suf-
fi cient to lay the foundation for the Reformation that was about to follow, led by 
individuals such as John Calvin and Martin Luther.

As variations of the Christian faith developed, so did diverse perspectives on 
the purpose of education, the components of the curriculum, and even the lan-
guage in which school would be conducted. Protestants established vernacular 
schools, in which Latin was no longer the language of instruction. Th ough the 
Catholic Church did not stop conducting Mass in Latin, eventually they, too, 
began to teach school in the vernacular languages, thus making education avail-
able to more children.

A signifi cant shift  had occurred in education. Some of the issues were still 
the same (see Activity 8.1), such as education for girls and for the disenfran-
chised members of society, but it was the religious division between Catholic 

Activity 8.1 Assessing the Themes

Some of the major themes in education from the fi fth century BC to the begin-
ning of the 1600s are evident in the structure and curriculum that you have 

experienced. Consider each of the following questions:

 1. What elements of the seven liberal arts can you fi nd either in the high school 
curriculum you followed or in the program of study you intend to follow in 
college?

 2.  Have you ever felt that a formal education (i.e., an organized system of edu-
cation such as our PreK–12 and college levels of education) was being denied 
to some people and provided to others? What examples can you fi nd from 
the pre-1600 history of education to explain that situation?

 3.  What would you consider to be the strengths and weaknesses of the edu-
cational foundation established before American education in the 
1600s?

humanism A philoso-
phy that emphasizes 
the value and mean-
ing of education 
rather than the mere 
dissemination and 
acquisition of facts.

vernacular schools  
Schools established 
by Protestants. 
These schools used 
the common language 
rather than Latin for 
instruction.
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and Protestant that had tensions running high. Education had become a tool as 
much for submission (i.e., by keeping most people uneducated) as it was of 
enlightenment. As the 17th century dawned, some groups looked for another 
place to live. Th at other place was across an ocean, in America.

Education in America
Each of the four centuries of education in America can be considered in light of 
the social struggles during each period. In the 1600s, the struggle was between an 
emerging social order and a frontier territory. During the 1700s, the newly estab-
lished society sought to declare its autonomy from England and embrace its own 
sovereignty. Th e growing pains of a new nation were evident in the 1800s as coun-
trymen fought countrymen in the Civil War. Th e 1900s saw a nation that had 
become so strong that it infl uenced world events both in peace and in war. Across 
the centuries the evolution of our formal educational system has been intimately 
tied to those themes. As you consider our educational history, you might ask 
yourself what theme will emerge from the 21st century.

The New World (1600s)
Th e Protestant settlers of New England, the Pilgrims, arrived 13 years aft er the 
fi rst permanent English settlement in America was settled (Jamestown, Virginia, 
1607) and a year aft er black slaves were fi rst brought to the Colonies (1619). Th e 
Pilgrims, too, were supposed to have settled at Jamestown. Bad weather and 
navigational errors during their voyage to the new world resulted in their landing 
in what is now Provincetown, Massachusetts, in November of 1620. Th e idea of 
establishing their own colony was not completely abhorrent to them (which, aft er 
two months at sea, doesn’t seem surprising), and so aft er draft ing and signing the 
Mayfl ower Compact—the fi rst democratic constitution in America—41 men, 
together with 60 women and children, disembarked one month later across the 
bay at what became Plymouth, Massachusetts.

Religion and Education in the New World
When formal education in the “new world” began to take shape, the curriculum 
was pretty well set: Schooling taught children (especially boys) to read, and the 
textbook was the Bible. Proper conduct and religious devotion were the lessons 
to be learned. Th e Puritan view that people are inherently sinful made a reli-
giously oriented education imperative so that the community might survive the 
hardships it faced. Yet, this was also a time punctuated with “reforms” that were 
practical for the time and were visionary for the future of education. Th e public 
funding of school and the enactment of laws requiring the compulsory education 
of children provide two examples.

Th e notion that the Pilgrims simply wanted people to be free to worship 
without persecution is not completely accurate. Indeed, religious freedom was 
their aim, but it was freedom from the Church of England. Th e Puritans estab-
lished their new religion in America with no intention of tolerating other spiritual 
views. It was the Puritan way or no way, and persecution at the hands of the 
Puritans was harsh. Th e result was the development of many school systems 
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throughout the colonies—some more or less secular (i.e., not connected with a 
church), and others that were markedly denominational.

Beginning of Secular Education
Providing a basic education for children was at fi rst a parental task. However, as 
communities grew, schooling became more organized. Dame schools, typically 
run by educated widows or housewives in their own homes for a fee, provided 
initial academic instruction for boys, particularly those from the middle and up-
per classes. Girls who received some instruction typically learned household 
skills such as cooking and sewing. Children from poorer families were oft en ap-
prenticed to tradesmen or indentured, in which case, the masters were responsi-
ble for their education.

Academically capable children of the wealthy went on to attend Latin gram-
mar schools, the fi rst one in America being the Boston Latin Grammar School, 
founded in 1635. Th e forerunner to what we now consider “high school,” Latin 
grammar schools were patterned aft er schools in Europe and prepared students 
to enter divinity school. In America, the fi rst such school was Harvard College, 
established in 1636.

Education Becomes a Matter of Law
Some 2000 years earlier, Plato had suggested that parents are not necessarily the 
best teachers for their children, and the Puritans apparently had some concerns 
as well. In Massachusetts, the fi rst education law was passed as early as 1642. You 
might think of it as the fi rst “accountability” initiative because it called for peri-
odic checks to be certain that children were learning to read, write, and under-
stand scriptural lessons. When the education of children was found to be defi -
cient, the parents or masters of those children could be fi ned or lose custody of 
the children. Th e fi rst accountability laws held the parents responsible!

More than just a matter of accountability, the Massachusetts Act of 1642 led 
the way to what would become compulsory education. Before that time, par-
ents had been able to choose whether to send their children to school or to edu-
cate them themselves. But now the need for an organized system of education was 
becoming evident. Five years later, the Massachusetts Act of 1647, also known as 
Th e Old Deluder Satan Act, required every town of 50 or more households to 
establish a school and hire a teacher, so that children would be educated to resist 
the temptations of Satan. Towns of 100 or more households were also required to 
establish a Latin grammar school to prepare students for university study. Educa-
tion was beginning to come of age a mere 27 years aft er the establishment of the 
Massachusetts colony. Th e emphasis was clearly for religious purposes; it was 
imperative that children be able to read and write so they could avoid the tempta-
tions of that Old Deluder Satan.

Boys (and some girls) entered this educational environment around the age 
of six or seven and learned the alphabet, numerals, and the Lord’s Prayer. Unfor-
tunately, schools did not have the compassion and sensitivity toward the needs of 
children that had been suggested more than a thousand years earlier in ancient 
Rome. Instead, schools tended to be grim and strictly disciplined places. Rather 
than emphasizing a broadening of the mind, organized education focused on 
memorization and obedience.

Other than the Bible, the textbook in early colonial elementary schools was 
the hornbook. Th is consisted of a copy of the alphabet laminated onto a paddle-
shaped piece of wood using a thin, transparent sheet made from a cow’s horn. 

compulsory education  
A requirement that 
parents enroll and 
send their children 
to school. In America, 
it dates to the 
Massachusetts Act 
of 1642.

hornbook A copy of 
the alphabet lami-
nated onto a paddle-
shaped piece of 
wood using a thin, 
transparent sheet 
made from a cow’s 
horn.

dame schools Colonial 
schools typically run 
by educated widows 
or housewives in 
their own homes for 
a fee. They provided 
initial academic in-
struction for boys, 
particularly those 
from the middle and 
upper classes.

Latin grammar 
schools The fore-
runners to what we 
now consider “high 
school,” they were 
patterned after 
schools in Europe 
and prepared stu-
dents to enter divin-
ity schools.
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Having learned the basics, students progressed to the New England Primer, an 
illustrated textbook that off ered religious readings. Originally published in 1690, 
the New England Primer was the mainstay of education for more than 100 years. 
For many children, these three or four years of elementary education constituted 
their entire formal schooling.

Regional Differences in Education Begin to Emerge
Th ough we tend to think of 17th-century America as “the colonies,” a unifi ed 
group, signifi cant regional diff erences began to emerge. Th e New England colo-
nies were closely contained and under the strict infl uence of the Puritans. Th ey 
understandably grew into communities that refl ected a singular religious orienta-
tion both in its culture and within its schools.

Th e middle colonies (New York, New Jersey, Pennsylvania, and Delaware) were 
far more diverse in ethnicity and religious denominations, and their communities 
emphasized commerce and the skills needed to conduct business. Immigrants 
of Dutch, Irish, German, and Swedish descent wanted their children educated 
in keeping with their own beliefs. Quakers, Catholics, Baptists, Mennonites, and 
others established their own parochial schools. Th ese church-affi  liated 
schools were licensed by the government as private venture schools, but they 
did not receive public funding. Th e growing mercantile infl uence of the region 
further gave rise to private schools that specialized in vocational training.

In the relatively rural southern colonies (Virginia, Maryland, North Carolina, 
South Carolina, and Georgia), wealthy settlers established large plantations that 
were a stark contrast to the close-knit communities of New England. Community 
schools were not favored over the practice of private tutors brought to the homes 
of the students. Th ough the emphasis on education in the South was to promote 
religion and also to prepare students to attend a university, the goal was typically 
to send sons to universities in Europe.

Th e educational circumstances of women remained essentially the same as 
we have seen all along. Girls in wealthy families might receive a basic education, 
but the focus was clearly on fostering their abilities to accomplish their social 
responsibilities. As for poor white children, their education was largely a matter 
of home instruction that addressed reading, writing, and basic computation. 
Native Americans and African Americans were specifi cally denied schooling. 

Pages from the New England 
Primer.
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New England Primer  
An illustrated text-
book that offered 
religious readings. 
Originally published 
in 1690, the New 
England Primer was 
the mainstay of co-
lonial education for 
more than 100 
years.

parochial schools  
Schools affiliated 
with some religious 
group. They origi-
nally were estab-
lished by churches 
such as Baptist, 
Catholic, Mennonite, 
and Quaker.

private venture 
schools Schools es-
tablished with pri-
vate rather than 
public funds. They 
include parochial 
schools, as well as 
nondenominational 
private schools.

vocational training  
Training as prepara-
tion to enter the 
world of work in 
some trade (e.g., 
as a carpenter, 
electrician, mason, 
mechanic).
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Black children in the South found themselves barred from education by law. 
Eventually, some schools were established for these populations by religious 
groups such as the Quakers. As we will see, educational opportunities for African 
Americans also came about in the 1700s under the sponsorship of none other 
than the Church of England. Figure 8.1 summarizes the signifi cant people and 
events of the 1600s that we have discussed.

The New Nation (1700s)
By the 1700s, surviving in the American territory had given way to growing the 
colonial economy. Th e colonies were now a network of functioning towns, cities, 
and states. Th ough the infl uence of religion continued, the school curriculum 
began to feel the pressures for off ering a more practical education. Particularly in 
the middle colonies, rapid growth in middle-class businesses resulted in the need 
for a secondary education system that would provide young men with business-
oriented skills. Job training and night schools off ering everything from book-
keeping to foreign languages began to emerge.

Secondary Schools Evolve
A new sort of secondary school appeared, the English grammar school. Th e 
Latin grammar school was increasingly considered a “luxury” education rather 
than a practical one. Th e English grammar schools emphasized a practical educa-
tion with classes conducted in English rather than Latin. Being more fl exible, 
some English grammar schools even admitted girls.

Not surprisingly, once there were two variations of secondary schooling, a 
third was bound to emerge combining qualities of both. Th at newer version was 

1600 1620s1610s 1630s 1640s 1650s 1660s 1670s 1680s 1690s

1620: Pilgrims land at Provincetown, Massachusetts

1619: 
Black slaves first brought to the colonies

1636: Harvard College is founded

1620: 
In Plymouth, Massachusetts, the Mayflower Compact is 
signed – the first democratic constitution in America

1647: 
The Old Deluder Satan Act is passed in Massachusetts

1690: The New 
England Primer is 
first published

1642: Massachusetts Act of 1642, 
the first education law, is passed

1635: 
Boston Latin Grammar School is founded

1607: 
First permanent English settlement in America (Jamestown, Virginia)

Figure 8.1
Signifi cant people and events of the 1600s.

English grammar 
schools As a re-
sponse and alterna-
tive to the Latin 
grammar school, 
these secondary 
schools emphasized a 
practical education 
with classes con-
ducted in English 
rather than in Latin. 
Some English gram-
mar schools admitted 
girls.
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referred to as an academy. Still considered to be private venture schools, the acad-
emy concept sought to embody the best of both educational worlds. In 1749, 
Benjamin Franklin off ered a proposal for the design of such a school. In his Pro-
posals Relating to the Education of Youth in Pennsylvania, Franklin wrote, “Th e 
good education of youth has been esteemed by wise men in all ages, as the surest 
foundation of the happiness both of private families and of commonwealths” 
(1749). As a result, the Philadelphia Academy was established 2 years later in 
1751. We know it today as the University of Pennsylvania.

Th e Philadelphia Academy off ered a broader and more practical curricu-
lum than the Latin grammar schools. In addition to teaching English grammar 
and literature, the academy also off ered subjects such as mathematics, foreign 
languages, science, astronomy, athletics, dramatics, agriculture, and even 
navigation. Th e school was not bound by a religious infl uence and did include 
a distinctly democratic form of governance, which in itself was an innovation 
at the time. Girls as well as boys were admitted as long as they could aff ord the 
tuition.

In the years to come, and particularly aft er the American Revolution, private 
academies fl ourished in response to the increasing needs of business. By the late 
1700s, the Philadelphia Academy and the Boston Latin Grammar School were 
considered the premiere secondary institutions in the country. What is surpris-
ing, however, is that the academies gradually moved back toward a classical cur-
riculum. Th e practical aspect of the academy was not lost, but for one reason or 
another, the traditional curriculum that had been in existence for nearly 3000 
years was reasserting itself.

Post–Revolutionary War: Education for a New Nation
It became evident in the post–Revolutionary War years that a system of education 
that would bind the nation together was essential. A clear voice in that call was a 
familiar one: Th omas Jeff erson (1743–1826). Jeff erson wanted to see a program of 
educational opportunity that extended beyond the social elite. In 1779, he pro-
posed to the Virginia legislature his Bill for the More General Diff usion of Knowl-
edge, which outlined a plan for the education of children throughout Virginia. 
Students were to be examined at intervals along their educational careers, and 
those who proved themselves the most academically capable would continue 
their education at public expense. Th e proposal considered only academic prog-
ress and not wealth or social station. Students who were not selected to continue 
their education at public expense were free to continue at their own expense. 
Ultimately, according to the proposal, the examiners “shall chuse [sic] one among 
the said seniors, of the best learning and most hopeful genius and disposition, 
who shall be authorised by them to proceed to William and Mary College, there 
to be educated, boarded, and clothed, three years; the expence of which annually 
shall be paid by the Treasurer on warrant from the Auditors” (1779). Th e proposal 
was not well received.

Noah Webster (1758–1843) believed that a common American language was 
necessary to bind people together as countrymen and to create their own national 
identity apart from Great Britain. In 1783, he published Webster’s American 
Spelling Book. Th e small volume is considered by many to be the most successful 
schoolbook ever written, selling more than 100 million copies. Th e book included 
moral lessons, word lists, and pronunciation guides. In addition, it set the style 
for American spelling by changing the spelling of British words such as colour to 
color and substituting -er for -re in words such as center and theater.

Webster’s American 
Spelling Book  
Considered by many 
to be the most suc-
cessful school book 
ever written. Pub-
lished in 1783, it set 
the style for American 
spelling.
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Educational Opportunities for Ethnic Minorities
Education for African Americans, slave or free, and of Native Americans saw 
pockets of progress during the 1700s, but not as something embraced by the na-
tion. Th e providing of education to these populations was largely accomplished 
by religious organizations. As early as 1704, Elias Neau had started a school in 
New York City for African Americans and Native Americans. Th e school was 
sponsored by the Church of England to help convert people to Christianity. 
Similarly, the Reverend Cotton Mather established a school for slaves in New 
England in 1717.

Th e South, too, saw schools conducted along religious lines, such as those 
established by the Society for the Propagation of the Gospel in Foreign Parts. 
Similarly, believing that slavery was immoral, Quaker leaders such as Anthony 
Benezet and William Penn established schools in the middle colonies. Benezet 
opened a school for slaves and free African Americans in 1773 in Philadelphia. A 
year later, the president of the Abolitionist Society, Benjamin Franklin, estab-
lished another such school. In 1787, the African Free School was established in 
New York City with private funds. In the 1800s, the city began providing public 
funds to the school and eventually took over operation of the facility in 1824.

It may seem as if schools were popping up everywhere, and that thousands 
upon thousands of minority children were fi nally receiving an equal educational 
opportunity. But this was not the case. We have mentioned notable eff orts at pro-
viding education to children, but these eff orts did not represent the mainstream 
of education. Sadly, we see in the 1700s issues of segregation and unequal funding 
in schools that persist to this day and evidence that important fi gures of the time 
recognized the inequities that existed.

The Federal Government Addresses Education
Th e Constitution and the Bill of Rights delegate the responsibility for education to 
the separate states by virtue of the Tenth Amendment. However, the federal gov-
ernment did enter the educational arena shortly aft er the conclusion of the Revo-
lutionary War. In 1785, the Land Ordinance Act was passed, followed two years 

Activity 8.2 What Was Teaching Like Then?

 1.  Choose any one of the four centuries of education in America and compile 
two lists as follows: On one list, write all of the similarities that you can 
think of between schools today and schools in the time period you have 
chosen; on the second list, write those things you can think of that we con-
sider to be part of everyday school life, but would have amazed a teacher 
from the past. Based on your lists, what can you say about changes in 
teaching over the centuries?

 2.  Using the following topics, search the Internet to investigate what teaching 
was like in the century you have selected.

 Teacher Contracts Teaching Conditions School Curriculum
 Teacher Responsibilities School Funding School Discipline

Try this URL to help get you started: 
http://www.schenectadyhistory.org/education/neisuler/07.html

09388_08_Ch08_259-295.indd   27309388_08_Ch08_259-295.indd   273 11/18/09   4:34:26 PM11/18/09   4:34:26 PM

http://www.schenectadyhistory.org/education/neisuler/07.html


274  UNIT III: The Institution of Education

later by the Northwest Ordinance of 1787. Th ese articles of legislation indicated 
that “Religion, morality, and knowledge being necessary to good government and 
the happiness of mankind, schools and the means of education shall forever be 
encouraged.” To that end, the law stated that every township established in 
the Northwest Territories (what we now know of as the territory from Ohio to 
Minnesota) was to be divided into 36 sections, one of which was to be set aside 
for public schools. Education was now on both the federal agenda and the state 
agenda. Figure 8.2 provides a summary of the people and events of the 1700s that 
we have discussed.

Developing an Educational System 
for a New Nation (1800s)
A new social order had emerged and with it a new role for education. As an infant 
country, the United States needed people educated to assume the responsibilities 
of nurturing a social and political system that had never existed before. Literacy 
to support both commerce and democracy moved to the forefront of educational 
priorities. Th e United States had to start making some diffi  cult choices about the 
evolving institution of American education. Th e 1800s brought a new tone for 
education, new schools, new voices, and greater governmental infl uence.

Utilitarian Value of Education
Th e new tone of the 1800s refl ected the fact that education had taken on a utilitar-
ian value for the society. For a democratic government to survive, it was neces-
sary that the populace be capable of making intelligent decisions. Th ough rem-
nants of an aristocracy remained, the United States was without a noble class, and 
opportunity existed for those with the initiative, talent, and determination to 
pursue it. A common education would be to everybody’s benefi t.

Th e New England Primer was eventually replaced by the six-volume 
McGuff ey Readers. Written by the Reverend William H. McGuff ey and published 

1700 1720s1710s 1730s 1740s 1750s 1760s 1770s 1780s 1790s

1783: Noah Webster publishes 
the American Spelling Book

1704: Elias Neau starts a school in New York City 
for African Americans and Native Americans

1751: The Philadelphia 
Academy is founded

1773: Anthony Benezet opens School for 
Slaves and Free African Americans in 
Pennsylvania

1779: Jefferson proposes Bill 
for the More General 
Diffusion of Knowledge

1787: The African Free 
School is established in 
New York City

1717: Cotton Mather 
establishes School for 
Slaves in New England

Figure 8.2
Signifi cant people and 
events of the 1700s.

McGuffey Readers  
Six volumes written 
by the Reverend 
William H. McGuffey 
and published from 
1836 to the early 
20th century. Poems 
and stories empha-
sized honesty, truth, 
obedience, and hard 
work. Their message 
of moral virtue inf lu-
enced generations of 
Americans.
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in 1836, the Readers sold more than a million copies by 1906. Th eir message of 
moral virtue infl uenced generations of Americans. Poems and stories emphasized 
the value of honesty, truth, obedience, and hard work. Indeed, education was 
becoming a socializing force that fostered a new and common identity: that of an 
American.

New Ideas for Schooling Emerge
New ideas were also showing up in American education. Early in the 1800s, and 
particularly in large eastern cities with a correspondingly large population of 
children to be educated, monitorial schools began to address the needs of edu-
cation. Based on a model developed by Joseph Lancaster, a master teacher would 
train monitors (older and more experienced students) to teach specifi c skills to 
classes of younger and less experienced students. Th e benefi t was that many stu-
dents could be taught, though with far fewer master teachers, signifi cantly reduc-
ing the funds needed for education.

Together with an infl ux of immigrants in the middle of the century, a new 
wave of pedagogical ideas arrived from Europe. Johann Pestalozzi, a Swiss educa-
tor, recommended an education that addressed the child rather than just the aca-
demic aspects of memorization and skill development. Horace Mann, the stron-
gest advocate of education in America, would return from a visit to Pestalozzi’s 
school overwhelmed by the caring and compassionate ways in which students 
were treated.

Th e German educator Friedrich Froebel had a profound impact on the struc-
ture of education at the time with his introduction of the kindergarten, a “garden 
where children grow.” Th e kindergarten concept stressed developing the motor 
skills of children before they met the intellectual demands of academics in ele-
mentary school. Th e idea caught on, and in the United States, the fi rst kindergar-
ten was established in 1855 by Margarethe Schurz of Watertown, Wisconsin. It 
was a small, neighborhood school with classes conducted in German. In Boston, 
Elizabeth Peabody opened the fi rst private English-speaking kindergarten in 
1860. And in 1873, Susan Blow in St. Louis opened what is considered to have 
been the fi rst public kindergarten in the United States.

Changes in Curriculum and School Administration
At the same time, the school curriculum expanded with courses in geography, 
history, natural science, and government, because good citizenship required a 
broader and more well-rounded education. You might notice the return to the 
classical liberal arts curriculum that had fallen out of favor in the 1700s. In addi-
tion to curriculum changes, the business model of top-down management, de-
rived from the work of Frederick Taylor, founder of scientifi c management, also 
found its way into the schools. Th is approach to school administration has re-
mained in place ever since.

Educational Opportunities Were Not Equal for All
Unfortunately, the cause of education for African Americans did not proceed with 
the same enthusiasm. In Canterbury, Connecticut, in 1833, a white school teacher 
named Prudence Crandall began providing schooling to African American girls. 
Th e villagers poisoned her well, tried to burn down the house, and essentially 
stormed the school, forcing it to shut down. In a separate situation, a precedent 

monitorial schools  
Schools in which ad-
vanced students 
taught specific skills 
to less experienced 
students.
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was set when the parents of Sarah 
Roberts sought to have her admitted to 
a white school in Boston in 1850. Th e 
Massachusetts Supreme Court ruled 
that “equal, but separate” schools were 
available for her to attend (Roberts v. 
City of Boston, 1850). In the South, the 
trend toward separation of blacks and 
whites was strengthened with the force 
of law. Th ough enrollment of African 
American children in school had 
steadily increased, aft er 1877, the pas-
sage of the “Jim Crow” laws eff ectively 
separated African Americans from 
mainstream opportunities in virtually 
all aspects of life. Th e doctrine of “sepa-
rate but equal” withstood a Supreme 

Court challenge in 1896 in the case of Plessy v. Ferguson, and it was not until 
the mid-20th century that the high court ruled it unconstitutional.

By the middle of the 19th century, Hispanics represented a new cultural infl u-
ence in the United States. Unfortunately, the road to equal educational opportunities 
for Hispanic children has been much like that of Native Americans and African 
Americans. Mission schools provided the earliest formal education. Yet even aft er 
public schools opened their doors to these children, the emphasis on spoken 
English—to the point of testing children in English when they spoke only 
Spanish—gave rise to substantial discrimination against them. Not until 1968, 
with the Title VII amendment to the Elementary and Secondary Education 
Act, were schools compelled to meet the needs of children from non-
English–speaking families.

More Educational Opportunities and the Common Schools
Kindergarten was not the only new development in education to emerge in the 
1800s. By 1855, there were more than 6000 English academies throughout the 
country. Th e academies, however, were private schools that charged tuition to stu-
dents. Th us, it was a system that excluded the children of the poorer working class. 
Th e movement toward common schools, which, as we will see, was advocated by 
Horace Mann, would occupy the entire century as they sought to bridge the gap 
between elementary school and higher education opportunities. To that end, the 
fi rst publicly supported high school was established in Boston in 1821. Once again, 
the school was for boys. Th ough fi ve years later a similar school was opened for 
girls, it was not until 1852 that a high school for girls was able to sustain itself.

Educational opportunities for young women did begin to appear more oft en 
in the early 1800s. Sarah Pierce’s Litchfi eld Academy was started with two stu-
dents, and classes were held in her home. Th e academy eventually enrolled more 
than 100 students. Poet Emma Hart Willard opened the fi rst women’s college in 
the country, Troy Seminary, in 1821, and was among the fi rst institutions to off er 
advanced mathematics instruction to women.

It is important that you understand and appreciate the fact that much of the 
progress of education has been fostered by women and members of other disen-
franchised groups throughout its history. What we have been off ering you in this 

Segregating children according 
to ethnicity has been a divisive 
issue throughout our history 
as a nation.
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common schools Free 
schools for working-
class students, both 
girls and boys.

09388_08_Ch08_259-295.indd   27609388_08_Ch08_259-295.indd   276 11/18/09   4:34:32 PM11/18/09   4:34:32 PM



Chapter 8: History of American Education  277

chapter is a brief history of education in the United States, yet many more stories 
could be told. Young girls and children of ethnic minorities did not sit around in 
ignorance, while white boys were aff orded educational opportunities. Even when 
it was illegal for African American children to be educated, learning could not be 
stopped. And young girls, though rarely aff orded the academic education of their 
own brothers, nonetheless learned the skills and craft s that have sustained the 
progress of a nation. Th e tragedy is that equity in education has remained elusive 
for so long. When Mary McLeod Bethune scraped together rudimentary materi-
als to begin a school for African American girls in 1904, the nation would wait 
another half century before the Supreme Court handed down its momentous 
decision in Brown v. Board of Education.

Normal Schools for Preparing Teachers
Female seminaries prepared young women for further education and for work 
outside the home. In particular, education for women included normal courses. 
Th ese courses taught the normal practices for the teaching of children. Normal 
schools, also advocated by Horace Mann, existed in New England as early 
as 1823, and the fi rst public normal school in the United States was opened in 
Lexington, Massachusetts, in 1869.

In 1881, Booker T. Washington (1856–1915) was called on to become the 
principal for an African American normal school. Washington, who had been 
born a slave, found that the Tuskegee Institute in Alabama lacked a physical plant, 
was virtually without students, and had very little community support. Practicing 
a philosophy of raising the plight of African Americans through hard work and 
compromise, Washington and his students literally built the schools and farmed 
the land to raise cash crops. Washington is the acknowledged leader of a concilia-
tory movement that sought to fi nd a place in American society for well-trained 
African American workers.

Booker T. Washington 
and W. E. B. DuBois.
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normal schools The 
forerunners of 
teacher-preparation 
colleges and univer-
sities. They taught 
their prospective 
teachers the normal 
practices for teach-
ing children.
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The Doctrine of “Separate but Equal” Education is Challenged
Even though it was based on a “separate but equal” premise, the establishment of 
the Tuskegee Institute represented the capstone in an educational infrastructure 
for African Americans that extended through higher education. However, not 
everybody was in agreement with Washington’s conciliatory philosophy. Most 
notable was William Edward Burghardt DuBois (1868–1963).

W. E. B. DuBois, a graduate of Harvard University and the fi rst African 
American to receive a Ph.D. in the United States, was one of the founders of the 
National Association for the Advancement of Colored People (NAACP). DuBois 
vigorously argued that if African Americans were to become full-fl edged members 
of the society, it would not be by accepting manual labor and inferior status. He 
campaigned for the education of the “Talented Tenth” among African Americans 
who would correspondingly become business and political leaders.

Between the end of the Civil War and the turn of the century, the idea of 
publicly supported common schools was no longer radical. By the end of the 

In Their Own Words
Feature 8.2 W. E. B. DuBois

foundation was ever broad; Howard, at the heart of 
the Nation; Atlanta at Atlanta, whose ideal of scholar-
ship has been held above the temptation of numbers. 
Why not here, and perhaps elsewhere, plant deeply 
and for all time centres of learning and living, colleges 
that yearly would send into the life of the South a few 
white men and a few black men of broad culture, 
catholic tolerance, and trained ability, joining their 
hands to other hands, and giving to this squabble of 
the Races a decent and dignifi ed peace?

Teach workers to work,—wise saying; wise when 
applied to German boys and American girls; wiser 
when said of Negro boys, for they have less knowledge 
of working and none to teach them. Teach thinkers to 
think,—a needed knowledge in a day of loose and 
careless logic; and they whose lot is gravest must have 
the carefulest training to think aright. If these things 
are so, how foolish to ask what is the best education 
for one or seven or sixty million souls! shall we teach 
them trades, or train them in liberal arts? Neither and 
both: teach the workers to work and the thinkers to 
think; make carpenters of carpenters, and philosophers 
of philosophers, and fops of fools. Nor can we pause 
here. We are training not isolated men but a living 
group of men, nay, a group within a group. And the fi -
nal product of our training must be neither a psycholo-
gist nor a brickmason, but a man. And to make men, 
we must have ideals, broad, pure, and inspiring ends 
of living, not sordid money-getting, not apples of gold. 
The worker must work for the glory of his handiwork, 
not simply for pay; the thinker must think for truth, 
not for fame. And all this is gained only by human 

The abridged excerpt below is from 
DuBois’s book The Souls of Black 
Folk. Originally published in 1903, 
this passage focuses on the struggle 
to establish equal and effective edu-
cational opportunities for Negroes. 

Remember that DuBois disagreed with Booker T. 
Washington’s “conciliatory” approach to the educa-
tion of African Americans. Watch for DuBois’s ref-
erence to the “Talented Tenth” who should aspire 
to be leaders in the society rather than followers. 
Consider, in particular, how the work of this one 
man through the late 19th and early 20th centuries 
infl uenced schooling for an entire segment of soci-
ety historically denied access to education.

Sadly did the Old South err in human education, 
despising the education of the masses, and nig-

gardly in the support of colleges. Her ancient univer-
sity foundations dwindled and withered under the foul 
breath of slavery; and even since the war they have 
fought a failing fi ght for life in the tainted air of social 
unrest and commercial selfi shness, stunted by the 
death of criticism, and starving for lack of broadly cul-
tured men. And if this is the white South’s need and 
danger, how much heavier the danger and need of the 
freedmen’s sons! how pressing here the need of broad 
ideals and true culture, the conservation of soul from 
sordid aims and petty passions! Let us build the South-
ern university—William and Mary, Trinity, Georgia, 
Texas, Tulane, Vanderbilt, and the others—fi t to live; 
let us build, too, the Negro universities: Fisk, whose 
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century, public and private schools existed from kindergarten through the uni-
versity level. Elementary school enrollments alone exceeded 10 million students.

New Advocacy for Education
We have seen that many great thinkers over the centuries have been advocates of 
education. In the 1800s, we see advocacy raised to a new level. We could charac-
terize it as a level of professionalism, for now there were people who furthered the 
condition of education as their life’s work, as their place in society.

Horace Mann Th ere was likely no greater advocate for the schooling of all chil-
dren during the 1800s than Horace Mann (1796–1859). Mann had been a lawyer 
and a Massachusetts senator. In 1837, he helped to form the fi rst state board of edu-
cation and subsequently became its secretary, a position equivalent to a modern state 
superintendent of education. Mann’s primary concern as he took over a rag-tag 

ognized in the South, and a happy renaissance of uni-
versity education seems imminent. But the very voices 
that cry hail to this good work are, strange to relate, 
largely silent or antagonistic to the higher education 
of the Negro.

Strange to relate! for this is certain, no secure civi-
lization can be built in the South with the Negro as an 
ignorant, turbulent proletariat. Suppose we seek to 
remedy this by making them laborers and nothing 
more: they are not fools, they have tasted of the Tree 
of Life, and they will not cease to think, will not cease 
attempting to read the riddle of the world. By taking 
away their best equipped teachers and leaders, by 
slamming the door of opportunity in the faces of their 
bolder and brighter minds, will you make them satis-
fi ed with their lot? or will you not rather transfer their 
leading from the hands of men taught to think to the 
hands of untrained demagogues? We ought not to 
forget that despite the pressure of poverty, and de-
spite the active discouragement and even ridicule of 
friends, the demand for higher training steadily in-
creases among Negro youth: there were, in the years 
from 1875 to 1880, 22 Negro graduates from Northern 
colleges; from 1885 to 1890 there were 43, and from 
1895 to 1900, nearly 100 graduates. From Southern 
Negro colleges there were, in the same three periods, 
143, 413, and over 500 graduates. Here, then, is the 
plain thirst for training; by refusing to give this Tal-
ented Tenth the key to knowledge, can any sane man 
imagine that they will lightly lay aside their yearning 
and contentedly become hewers of wood and drawers 
of water? 

strife and longing; by ceaseless training and education; 
by founding Right on righteousness and Truth on the 
unhampered search for Truth; by founding the com-
mon school on the university, and the industrial school 
on the common school; and weaving thus a system, 
not a distortion, and bringing a birth, not an abortion.

If it is true that there are an appreciable number 
of Negro youth in the land capable by character and 
talent to receive that higher training, the end of 
which is culture, and if the two and a half thousand 
who have had something of this training in the past 
have in the main proved themselves useful to their 
race and generation, the question then comes, What 
place in the future development of the South ought 
the Negro college and college-bred man to occupy? 
That the present social separation and acute race-
sensitiveness must eventually yield to the infl uences of 
culture, as the South grows civilized, is clear. But such 
transformation calls for singular wisdom and patience. 
If, while the healing of this vast sore is progressing, 
the races are to live for many years side by side, 
united in economic effort, obeying a common govern-
ment, sensitive to mutual thought and feeling, yet 
subtly and silently separate in many matters of deeper 
human intimacy,—if this unusual and dangerous de-
velopment is to progress amid peace and order, mu-
tual respect and growing intelligence, it will call for 
social surgery at once the delicatest and nicest in mod-
ern history. It will demand broad-minded, upright 
men, both white and black, and in its fi nal accomplish-
ment American civilization will triumph. So far as 
white men are concerned, this fact is to-day being rec-
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system of education was providing education for the common person. In 
Mann’s view, all children should receive a quality education that prepared 
them for eff ective citizenship. Th e building blocks for such a common 
school were available, but it was a hard sell.

Mann insisted that a common education would yield signifi cant 
benefi ts to business and industry, and thereby to the economy as well. 
A well-schooled citizenship would also help to identify talents and 
abilities no matter in what social class they were to be found. In short, 
eff ective education for each individual was a mechanism to solve our 
social problems and to further our society. Business, however, la-
mented the potential loss of child labor, and taxpayers railed at the 
notion of supporting the education of all children.

Mann’s particular talent was in tailoring his comments to fi t 
whatever audience he was addressing. Th e themes of universal edu-
cation, of the better treatment of children, and of preparing people 
specifi cally to teach remained consistent, though a business audi-
ence would hear them presented in ways that made the advantages 
for business clear, while a political audience would hear them pre-

sented as social imperatives. In a series of 12 annual reports submitted during 
his tenure as secretary of the board of education and through the Common 
School Journal (which he founded), Mann brought the cause of education to 
the forefront. In the Fift h Annual Report (1841), he argued the benefi t to busi-
ness of the common-school movement. Th e Seventh Annual Report (1843) 
discussed his trip to Prussia to observe Pestalozzi’s methods in education. Th e 
Tenth Annual Report (1846) detailed the imperative for public funding of 
schools and why all citizens should be taxed for such purposes.

Mann’s advocacy of common schools brought with it a signifi cant proposal 
that has had an eff ect on your situation today. Mann argued for schooling espe-
cially designed to teach people to be teachers. Patterned aft er the French école 
normale, normal schools were professional programs of teacher education that 
included instruction in pedagogy, new teaching methods, and even the manage-
ment of children as opposed to the routine use of corporal punishment.

Mann’s extraordinary eff orts established Massachusetts as the leader in public 
education. By 1867, Massachusetts, Vermont, and the District of Columbia had 
not only established systems of public education but had also passed compulsory 
attendance laws. By 1900, 32 states had passed such laws, and by 1930, all states 
had done so.

National Education Association Another form of education advocacy 
arose in the 19th century. In 1857, the National Education Association (NEA) 
was founded. Th e NEA and another advocacy group, the American Federation of 
Teachers, founded in 1916, are still vibrant organizations that continue to work to 
professionalize teaching and improve education.

In the late 1800s, the debate over the purpose of schooling was raging. Busi-
ness, of course, wanted well-trained workers, and thus advocated education with 
a vocational emphasis. Other educational factions argued that school was essen-
tially a cultural experience, and thus favored more “traditional” subjects. Th e 
NEA appointed several committees to examine these issues.

In 1892, the Committee of Ten on Secondary Studies was convened. Chaired 
by Charles Eliot, president of Harvard University, the committee returned the 
following recommendations in 1893 regarding the high school curriculum: fewer 

Horace Mann.
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electives should be off ered, a series of traditional and classical courses should be 
off ered in sequence, and classes meeting four or fi ve times a week over the course 
of a year would be awarded one Carnegie Unit, which would serve to monitor 
the student’s educational progress.

Subsequently, in 1893, the NEA commissioned the Committee of Fift een to 
study the elementary school curriculum and, in 1895, commissioned the Com-
mittee of Th irteen on College Entrance Requirements. A committee studying the 
high school curriculum would convene in the early 20th century under the aus-
pices of the NEA.

With regard to advocacy, the bridge to the 20th century was John Dewey 
(1859–1952), an American philosopher and educator who has had a profound 
impact on education. In 1896, Dewey and his wife, Alice, established the Labo-
ratory School at the University of Chicago. Th e school was a platform for test-
ing the principles of progressive education that Dewey had derived from his 
pragmatist philosophical background (pragmatism is discussed in Chapter 9). 

In Their Own Words
Feature 8.3 Horace Mann

suffi cient to qualify each citizen for the civil and social 
duties he will be called to discharge,—such an educa-
tion as teaches the individual the great laws of bodily 
health, as qualifi es for the fulfi llment of parental du-
ties, as is indispensable for the civil functions of a wit-
ness or juror, as is necessary for the voter in municipal 
and in national affairs, and, fi nally, as is requisite for 
the faithful and conscientious discharge of all those 
duties which devolve upon the inheritor of a portion 
of the sovereignty of this great Republic.

The will of God, as conspicuously manifested in 
the order of Nature, and in the relations which he has 
established among men, founds the right of every 
child that is born into the world, to such a degree of 
education as will enable him, and, as far as possible, 
will predispose him, to perform all domestic, social, 
civil, and moral duties, upon the same clear ground of 
natural law and equity as it founds a child’s right, 
upon his fi rst coming into the world, to distend his 
lungs with a portion of the common air, or to open his 
eyes to the common light, or to receive that shelter, 
protection, and nourishment, which are necessary to 
the continuance of bodily existence. And so far is it 
from being wrong or a hardship to demand of the pos-
sessors of property their respective shares for the pros-
ecution of this divinely-ordained work, that they them-
selves are guilty of the most far-reaching injustice 
when they seek to resist or to evade the contribution. 
The complainers are the wrong-doers. The cry, “Stop 
thief!” comes from the thief himself. 

Horace Mann had a particular talent 
for tailoring his remarks so that re-
gardless of the audience, it would 
soon become evident how the com-
mon school movement was fantasti-
cally to their benefi t. In this passage 

from the Tenth Annual Report (1846), Mann argues 
for the cause of the common school and that it is 
an endeavor that should be funded at public ex-
pense by all members of the public.

I believe in the existence of a great, immortal, immu-
table principle of natural law, or natural ethics,—a 

principle antecedent to all human institutions, and in-
capable of being abrogated by any ordinance of 
man,—a principle of divine origin clearly legible in the 
ways of Providence as those ways are manifested in 
the order of Nature and in the history of the race, 
which proves the absolute right to an education of 
every human being that comes into the world; and 
which, of course, proves the correlative duty of every 
government to see that the means of that education 
are provided for all.

In regard to the application of this principle of 
natural law,—that is, in regard to the extent of the 
education to be provided for all at the public ex-
pense,—some differences of opinion may fairly exist 
under different political organizations; but, under our 
republican government, it seems clear that the mini-
mum of this education can never be less than such as is 

Carnegie Unit A 
course credit for the 
successful completion 
of a specified high 
school course (e.g., 
Spanish I, Algebra 
II). It includes satis-
factory grades and 
may also include 
passing an end-of-
course test devel-
oped by the state.
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Originally enrolling 16 students, by 1902, the school had 140 students and 23 
teachers. Schooling, and the way people learn, had become a topic of study in 
and of itself.

Governmental Infl uence in Education Broadens
Th ough American education was infl uenced both directly and indirectly by the 
state and federal governments through the 1800s, the state-federal relationship 
made educational opportunities for Native Americans virtually nonexistent. 
Education was a state rather than federal responsibility, but Native Americans 
were placed on reservations administered by the federal government, outside the 
jurisdiction of the state. It would be well into the 20th century before Native 
Americans were accorded U.S. citizenship, and even that did not mean immediate 
equal educational opportunity.

Meanwhile, the common-school movement at public expense was fi nally tak-
ing root. High school, however, was still considered somewhat of a luxury, and 
many questioned why the public should pay the bill. In 1874, the courts ruled in 
a Kalamazoo, Michigan, case that leaving a gap between publicly funded elemen-
tary schools and publicly funded universities made no sense. It was determined 
that high school be funded with tax dollars as well.

Land-Grant Colleges
Th e Morrill Act of 1862 provided a signifi cant boost to institutions of higher edu-
cation. Congressman Justin Morrill (1810–1898) of Vermont sponsored a bill that 
provided to each state 30,000 acres of federal land per representative and senator 
in its delegation. Th e states were allowed to sell or rent the land only if they used 
the proceeds to establish and fund colleges for the study of agricultural and me-
chanical arts. More than 17 million acres were provided under the legislation. 
Many of these land-grant colleges, some with “A&M” (agricultural and me-
chanical) in their names, became the large state universities that we know of today, 
such as Texas A&M, Purdue University, the University of California, Michigan 
State University, and the University of Nebraska.

Th e diffi  culty that the United States was having with the issue of ethnicity, 
particularly that of white and black, was evident in a second Morrill Act, 
passed in 1890. In this act, additional land was provided for the land-grant 
program, but money could not be given to a college with an admission policy 
that discriminated against nonwhites unless there was a separate—and pre-
sumably equal—facility nearby. It’s diffi  cult to deny that the “spirit” of the law 
represented an eff ort to address social inequities, though apart from the clearly 
divisive sentiment of the times, it was nonetheless the case that “separate” was 
accomplished with much greater success than “equal.” Among the institutions 
that emerged from the 1890 legislation are Florida A&M University, Prairie 
View A&M (Texas), South Carolina State University, and Tuskegee University 
(Alabama).

Immigration Presents New Challenges for Education
Th e precedent set with the doctrine of “separate but equal” would serve only to 
make matters more diffi  cult for the growing country. By the mid-1800s, immigra-
tion had extended to the Atlantic and Pacifi c coasts. A wave of Chinese immi-
grants, typically poor and uneducated, readily entered the workforce as unskilled 

land-grant colleges  
Colleges established 
and funded for the 
study of agriculture 
and the mechanical 
arts. Funds were se-
cured from the rent 
or sale of public 
lands in each state. 
See the Morrill Act 
of 1862.
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laborers, intensifying discriminatory sentiments as they were perceived as tak-
ing jobs from white workers. Th e United States now had growing populations of 
Asian Americans, Native Americans, and African Americans, in addition to the 
Western European majority. If ever the nation needed an Americanizing infl u-
ence, this was the time to put it in place. Instead, in 1882, Congress passed an 
act halting Chinese immigration. Similar legislation followed in 1924, stemming 
the tide of Japanese immigration, and again in 1930, in response to Filipino im-
migration. Th e United States had not only established itself as a new and inde-
pendent nation, it had also begun to recognize that such status brought with it 
many diffi  cult issues. See Figure 8.3 for a summary of the people and events 
discussed in this section.

Education in 20th-Century America
In the 1900s, the United States was not only a sovereign country, but within a 
decade or two, it would assume “superpower” status among the nations of the 
world. Th e United States had become a political and economic force recognized 
worldwide. One momentous event, the launching of the Soviet satellite, Sputnik, is 
particularly important because it prompted a national call for change in our public 
schools in the name of national defense. However, we are not suggesting that all 
that has transpired in the past half century or so is tied to the space-race frenzy of 
the late 1950s and early 1960s. In fact, much of the increasing momentum for 

1800 1820s1810s 1830s 1840s 1850s 1860s 1870s 1880s 1890s

1821: First publicly supported high school
           in U.S. established

1873: Susan Blow opens first public kindergarten

1833: Angry towns-
people storm 
Prudence Crandall’s 
School for African 
American Girls

1837: Horace Mann 
becomes secretary to first 
State Board of Education

1850: The Massachusetts Supreme Court denies Sarah 
Roberts’s right to attend white school in Boston

1869: First public normal school opens in 
Lexington, Massachusetts

1862: Morrill Act 
provides land to 
states for A&M arts 1874: Courts rule in Michigan case that 

public should fund public high school

1877: Jim Crow laws legally separate 
life for whites and blacks in South

1857: 
The NEA 
was 
formed

1836: The McGuffey Reader 
published

1881: Booker T. Washington becomes 
principal of first normal school for blacks 

1890: Second Morrill Act prohibits 
discrimination against non-whites 
unless separate but equal facilities 
are provided

1893: Committee of Fifteen on 
elementary school curriculum 

1896: Plessy v. Ferguson 
(Supreme Court upholds 
separate but equal)

1892: Committee 
of Ten on second-
ary studies 

Figure 8.3
Signifi cant people and 
events of the 1800s.
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educational reform stemmed from the 1954 U.S. Supreme Court decision in the 
case of Brown v. Board of Education of Topeka.  In its ruling, the court rejected 
the constitutionality of “separate but equal” schools and, in a separate ruling in 
1955, required integration “with all deliberate speed.” But it was the possibility 
of armed confl ict with another nation, the other superpower, that drove a series 
of educational initiatives from the federal level, the likes of which had never 
been seen before.

First Half of the 20th Century
In 1857, just over half of the school-aged population in the United States was 
enrolled, but by 1918, that had increased to 75 percent (Butts & Cremin, 1953). 
Immigrants were arriving on both coasts of the United States, and rural residents 
were migrating to the cities for jobs arising from the Industrial Revolution. 
Whereas increased enrollments had previously called for more schools and dis-
tricts, the new trend was to consolidate smaller districts into larger, unifi ed school 
districts to manage more eff ectively the numbers of students involved.

Regional Issues
Each region of the country had its particular issues, and in a way, they were not 
so diff erent. For example, schools in the North were not segregated by law, as in 
the South, but as people were either forced into “ethnic” neighborhoods or self-
selected them to be with others of their own heritage, segregation was inevitable. 
Th e same questions of “separate but equal” would eventually surface in the North 
as well. In the South, the disparity between whites and nonwhites widened rather 
than narrowed. In 1912, white teachers were paid roughly three times the salary 
of blacks. Meanwhile, though Native Americans were accorded citizenship in 
1924, their education continued to be directed by the Bureau of Indian Aff airs 
into the 1970s. Surprisingly, the fi rst quarter of the century, with its vibrant na-
ture, its automobiles and airplanes, and even the “melting pot” of enculturation, 
did not see schools as the means for forming a multiethnic bond among the 
people of the United States.

Categorical Funding from the Federal Government
Th e federal government continued its involvement in education in terms of 
categorical funding. Th at is, without the power to impose a curriculum or stan-
dards for education, the federal government funded particular programs. Espe-
cially during the years of the Depression, money fl owed to the states and then to 
the schools for free-lunch programs for poor children, for work programs for 
high school students, and for the construction of schools. But the constitutional 
line between the state and the federal government remained intact. Ultimately, 
school was the responsibility of the state.

National Education Association Convenes 
a Second Curriculum Committee
In 1918, the NEA convened a second committee to review the high school cur-
riculum and its role. Specifi cally, the committee was concerned with what the 
high school could do to improve the lives of citizens in an industrial society. Th e 
committee’s report, Cardinal Principles of Secondary Education, identifi ed seven 

categorical funding  
The funding by the 
federal government 
of special programs 
(e.g., free lunch pro-
gram for economi-
cally disadvantaged 
students, school con-
struction, work pro-
grams for high school 
students).
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goals: (1) health, (2) worthy home membership, (3) command of fundamental 
academic skills, (4) vocation, (5) citizenship, (6) worthy use of leisure time, and 
(7) ethical character. As you can see, organized education, and the high school in 
particular, was to address many aspects of the individual’s life in society. Perhaps 
of even greater importance is to understand that it would be the classroom 
teacher who would provide this broader educational experience.

The Progressivist Movement Begins
As the 20th century began, John Dewey’s work in educational pragmatism be-
came known as progressive education (progressivism is discussed in detail in 
Chapter 9). Aft er his work at the University of Chicago, Dewey was a professor of 
philosophy at Columbia University from 1904 to 1930. He combined his knowl-
edge of psychology with a pragmatic philosophy arguing that, for a child, school 
is not a preparation for life but is life. Th erefore, education ought to be relevant to 
the life of the child and participatory (as opposed to lecture oriented) in nature. 

In Their Own Words
Feature 8.4 John Dewey

control of others, who know what they are about and 
who are not especially scrupulous as to their means of 
achievement. And information severed from thought-
ful action is dead, a mind-crushing load. Since it simu-
lates knowledge and thereby develops the poison of 
conceit, it is a most powerful obstacle to further 
growth in the grace of intelligence. The sole direct 
path to enduring improvement in the methods of in-
struction and learning consists in centering upon the 
conditions which exact, promote, and test thinking. 
Thinking is the method of intelligent learning, of 
learning that employs and rewards mind. We speak, le-
gitimately enough, about the method of thinking, but 
the important thing to bear in mind about method is 
that thinking is method, the method of intelligent ex-
perience in the course which it takes.

Processes of instruction are unifi ed in the degree 
in which they center in the production of good habits 
of thinking. While we may speak, without error, of the 
method of thought, the important thing to remember 
is that thinking is the method of an educative experi-
ence. The essentials of method are therefore identical 
with the essentials of refl ection. They are fi rst that the 
pupil have a genuine situation of experience—that 
there be a continuous activity in which he is interested 
for its own sake; secondly, that a genuine problem de-
velop within this situation as a stimulus to thought; 
third, that he possess the information and make the 
observations needed to deal with it; fourth, that sug-
gested solutions occur to him which he shall be re-
sponsible for developing in an orderly way; fi fth, that 
he have opportunity and occasion to test his ideas by 
application, to make their meaning clear and to dis-
cover for himself their validity. 

This passage offers a bit of a twist 
on all of the curriculum consider-
ations that have been discussed thus 
far. As you’ll recall, the emphasis has 
been on which subjects to teach. 
However, if you’ve ever tired of hav-

ing to memorize names and dates just as an exer-
cise in name and date memorization, John Dewey 
is here to help you out. This excerpt, from the 
chapter “Thinking in Education” in his renowned 
work Democracy and Education (1916), argues that 
real thinking occurs when students have real prob-
lems to solve.

No one doubts, theoretically, the importance of 
fostering in school good habits of thinking. But 

apart from the fact that the acknowledgement is not 
so great in practice as in theory, there is not adequate 
theoretical recognition that all which the school can or 
need do for pupils, so far as their minds are concerned 
(i.e., leaving out certain specialized muscular abilities), 
is to develop their ability to think. The parceling out of 
instruction among various ends such as the acquisition 
of skill (in reading, spelling, writing, drawing, reciting); 
acquiring information (in history and geography), and 
training of thinking is a measure of the ineffective way 
in which we accomplish all three. Thinking which is not 
connected with increase of effi ciency in action, and 
with learning more about ourselves and the world in 
which we live, has something the matter with it just as 
thought. And skill obtained apart from thinking is not 
connected with any sense of the purposes for which it 
is to be used. It consequently leaves a man at the 
mercy of his routine habits and of the authoritative 
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Th e emphasis should be on engaging the student in activities that par-
alleled life outside of school. It was through this impetus during the 
1920s, 1930s, and 1940s that classes in home economics, citizenship, 
wood shop, and family living began to appear in the curriculum.

A shift  was occurring away from the cognitive perspective (a focus 
on academics) to an aff ective perspective (a focus on values and worthy 
citizenship) in terms of what schools should accomplish. Th ough 
Dewey argued for more of a balance between the two, the progressive 
movement began to move in diff erent directions. Ultimately, even 
Dewey would try to distance himself from the aberrations of his origi-
nal work.

In 1919, the Progressive Education Association (PEA) was founded 
with the purpose of reforming education. In particular, the progressiv-
ists believed that (1) children should be free to develop naturally, 
(2) work that interests the child will be naturally motivating, (3) the 
teacher is a guide, (4) student development must be measured scien-
tifi cally, (5) health and physical education must be addressed, (6) the 
school and the home must work together, and (7) progressive 

schools must take the lead in trying new ideas. Th us, progressive education 
focused on social development, individual growth, and most practical of all, 
vocational education.

Th e work of Maria Montessori (1870–1952), an Italian physician, also had 
a considerable impact on schooling for young children in the child-centered 
atmosphere of progressive education. Montessori championed the notion of 
developmentally appropriate educational activities and argued that the “play” 
of young children was actually a sophisticated learning experience. Montessori 
materials and methods continue in wide use today as part of early childhood 
education.

To demonstrate the validity of their claims, the PEA conducted a longitudinal 
study from 1932 to 1940 (the Eight-Year Study). Over the period of the study, 30 
public and private high schools were given an opportunity to develop curricula 
emphasizing problem solving, creativity, self-directed study, and more extensive 
counseling for students. Curriculums could be developed and delivered without 
regard for college and university entrance requirements because more than 300 
schools had agreed to accept the graduates of these innovative programs.

Ralph Tyler (1949) evaluated the study. He matched nearly 1500 students 
who had graduated from these experimental schools and gone on to college with 
an equal number of students entering college from other high schools. Th e results 
showed that the students from the experimental group had slightly higher grade 
point averages in all subjects with the exception of foreign languages. He also 
found that students from the experimental group tended to score higher in areas 
such as problem solving, inventiveness, and motivation.

Progressivism Faces Challenges
Faced with all of this information, you might wonder why schools did not whole-
heartedly embrace the format off ered in the experimental schools. Indeed, there 
was another signifi cant event occupying the collective conscience of the country 
at that time—and again, it was a war.

World War II, with its emphasis at home on effi  ciency in all matters whether 
domestic, industrial, or educational (particularly with regard to training), eff ectively 
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derailed progressivism as a movement. With the 1940s came considerable criticism 
of Dewey and of progressive education. Declining test scores in academics brought 
charges that the child-centered curriculum lacked rigor. In particular, the military 
was fi nding that the academic abilities of the thousands of young men being in-
ducted were extremely poor. As the war drew to an end and the 1950s approached, 
criticism continued despite the postwar optimism of the time. Hyman Rickover, an 
admiral in the U.S. Navy and developer of the nuclear submarine program, was 
particularly acerbic in his denunciation of progressive education. His complaints 

In Their Own Words
Feature 8.5 Maria Montessori

if the child, the spiritual embryo, is following a con-
structive pattern in his psychic development. There is a 
hidden man, a hidden child, a buried living being, who 
must be liberated. Here is the fi rst urgent task of edu-
cation: liberation in this sense means knowledge, or in-
deed a discovery of the unknown.

If there is an essential difference between what 
psycho-analysis has discovered and this psychology of 
the unknown child, it consists primarily in this: that 
what lies secret in the subconscious of the adult is 
something repressed by the individual himself. The 
individual himself must help to disentangle the tan-
gled skein formed by complex and resisting adapta-
tions, by the symbols and camoufl age organized dur-
ing a lifetime. Whereas the secret of the child is 
barely hidden by his environment. It is on the envi-
ronment that we must set to work to enable the 
child to manifest himself freely; the child is at a pe-
riod of creation and expansion, and it is enough to 
open the door. Indeed that which he is creating, 
which from not-being is passing into existence, and 
from potentiality to actuality, at the moment when 
it comes forth from nothing cannot be complicated, 
and where it is a question of an expansive energy 
there can be no diffi culty in its manifestation. Thus 
by preparing a free environment, an environment 
suited to this moment of life, natural manifestation 
of the child’s psyche and hence the revelation of his 
secret should come about spontaneously.

Without this principle the efforts at education can 
only go farther and farther into an inextricable maze.

Here is the aim of the new education: fi rst of all to 
discover the child and effect his liberation. In this, we 
may say, lies the fi rst problem of existence: simply to 
exist. . . . However, the environment is fundamental; it 
must facilitate the expansion of the being in process of 
development by a reduction of the obstacles to a mini-
mum, and must allow free scope for a child’s energies, 
by offering the necessary means for the activities to 
which they give rise. 

As you read this passage from 
Montessori’s The Secret of Child-
hood (1939), the infl uence of an-
cient Greek philosophy should be-
come evident to you. Here’s a hint: 
A later subheading in her book is: 

“Know Thyself!” The excerpt that follows is from 
a chapter titled “The Task of the Teacher.” In par-
ticular, she will point out the challenge of the 
“new education.”

We must face the startling fact that the child 
has a psychic life of which the delicate mani-

festations pass unperceived, and of which the adult 
may inadvertently mar the pattern or hinder the 
development.

The adult’s environment is not a life-giving envi-
ronment for the child. Rather it is an accumulation of 
obstacles, leading him to a creation of defenses, to 
deforming efforts at adaptation, or else leaving him 
the victim of suggestion. It is the outward aspect he 
thus presents that has been considered in the study 
of child psychology; it is from this that his character-
istics have been defi ned, as a basis for education. 
Child psychology is thus something that must be radi-
cally revised. As we have seen, behind every surpris-
ing response on the part of a child lies an enigma to 
be deciphered; every form of naughtiness is the out-
ward expression of some deep-seated cause, which 
cannot be interpreted as the superfi cial, defensive 
clash with an unsuitable environment, but as express-
ing a higher, essential characteristic seeking manifes-
tation. It is as though a storm were hindering the 
child’s soul from coming forth from its secret hiding-
place to show itself in the outer world.

It is plain that all the incidents that mask the hid-
den soul in its continual endeavors to actualize its life, 
all the fi ts of temper, struggles, deviations, give no 
idea of a personality. They are merely a sum of charac-
teristics. But there must be a personality behind them 
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about the “watered-down” curriculum would become even more infl uential when 
Sputnik streaked across the sky in 1957.

Nonetheless, it must be admitted that the progressive education movement 
ushered in many aspects of education that we take for granted today. Ideas such 
as inquiry-based learning, fl exible scheduling, student projects, and even fi eld 
trips were among the “experiments” of the progressives.

Second Half of the 20th Century
Th e post–World War II years were marked by a feeling of invincibility, an aware-
ness of what a nation could accomplish with a solid work ethic, a virtual explo-
sion of knowledge from wartime research and development, an industrial reli-
ance on the “factory” model of production, and of course, the “baby boom.” 
Although peacetime was short-lived, each factor in its own way had an eff ect on 
the public school and its curriculum.

Th e early 1950s brought the anticommunist activities led by Senator Joseph 
McCarthy and the Korean confl ict, as well as a growing dissatisfaction with 
“schoolness.” Th ere arose questions not only about declining test scores but also 
of the role of school and especially the inequities associated with segregation. 
Brown v. Board of Education of Topeka (1954) signaled the need for change more 
than it signaled desegregation. A year later, the court ordered integration to pro-
ceed with “all deliberate speed,” but the road ahead would not be easy. Interest-
ingly enough, in the early 21st century, we now hear calls from a number of fac-
tions seeking single-sex and single-ethnic environments. Several large school 
districts are already working on plans for single-sex classes with the goal of entire 
single-sex schools being established.

Like many practices in education, single-sex education programs have had 
confl icting results and are therefore controversial. Leonard Sax, M.D., Ph.D., 
the founder and executive director of the National Association for Single-Sex 
Public Education, contends that male and female brains develop in diff erent 
ways and are wired diff erently, that girls and boys respond to stress diff erently, 
and that teenage girls have hearing that is seven times more acute than that of 
boys (Why Gender Matters, 2006). On the other hand, a review commissioned 
by the U.S. Offi  ce of Education found results of eff ectiveness in terms of aca-
demic achievement and socioemotional development to be “equivocal” (Mael 
et al., 2005). Nevertheless, the U.S. Department of Education amended Title IX 
(which prohibits discrimination by sex) to permit voluntary participation in 
single-sex classrooms as long as they are “substantially equal” to other class-
rooms. Furthermore, a district can establish a single-sex school if it also pro-
vides either a single-sex school for the other gender or a coeducational school 
that is substantially equal (“Secretary Spellings Announces More Choices in 
Single Sex Education,” 2006).

Education Becomes a Matter of National Defense
Th e catalyst for a unifi ed look at public education was, as we have mentioned, 
the launch of Sputnik by the Soviet Union. Backyard fallout shelters could not 
protect people from what many perceived as a new threat to the nation’s secu-
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rity. Suddenly, the world was no longer as safe as it had seemed, and for the 
fi rst time national defense was addressed in terms of the public schools. Vocal 
critics of the progressive curriculum pointedly attacked the lack of academic 
rigor in the curriculum and called for a revolution in the nation’s approach to 
education.

Th e federal government’s response was the National Defense Education 
Act of 1958. Th ough the federal government did not mandate what would be 
done in school, nearly a billion dollars began to fl ow toward curriculum re-
form projects in science, mathematics, and the “new” subject of social studies. 
In addition, the National Defense Education Act provided for curriculum de-
velopment in foreign languages and for student guidance. Th e programs were 
oriented toward education, but the overarching mandate of the Acts was to 
improve “the security of the nation” and to develop “the mental resources and 
technical skills of its young men and women.”

Th e National Defense Education Act began a period of unprecedented federal 
involvement with public and private education. In 1964, Congress extended the 
act for three years and also added funding for curriculum development in read-
ing, English, geography, and civics. A year later, the Elementary and Secondary 
Education Act of 1965 provided funding for programs aimed at disadvantaged 
children. Head Start, Upward Bound, and the Job Corps, all of which are ancillary 
to the traditional K–12 curriculum, were established to fi ght the War on Poverty. 
Millions of dollars also made their way to private and religious schools through 
programs that were part of the 1965 legislation.

Th ere was another obstacle to equal education, however, and that was lan-
guage. Th e 1965 Elementary and Secondary Education Act was amended in 1968 
with Title VII. Hispanic, Native American, and eventually Asian children repre-
senting a wide variety of languages (restrictions on Asian immigration were lift ed 
in 1965) were provided support for what has become bilingual education of-
fered to children “of limited English speaking ability.” In 1974, the Supreme Court 
ruled in Lau v. Nichols that schools must off er students special instruction as 
necessary to ensure an equal educational opportunity.

The School Curriculum Comes under Scrutiny
At the same time, leading theorists off ered perspectives that led to new ways of 
looking at curriculum off erings. For instance, Jerome Bruner (1966) contended 
that any subject could be taught in an intellectually appropriate way to very young 
children. When Bruner’s assertion was considered with Benjamin Bloom’s (1964) 
analysis that 50 percent of all cognitive development occurred by age 4 and 75 
percent by age 8, the clear implication was that content should be introduced at 
lower levels than had previously been done and that schooling should focus on 
the early childhood years. Th us were planted the seeds of more diffi  cult content 
and earlier emphasis on academics.

With the 1970s came the call for “back to basics.” But now the call was com-
ing from parents, as well as business and politicians. A move toward teacher 
accountability began, though with precious little attention to acknowledging the 
responsibilities of parents in a child’s education. Homeschooling, alternative 
schooling, a migration toward private schools for those who could aff ord it, and 
a wide range of curriculum reform eff orts were the result. All of these, by the way, 
exist in today’s educational picture as well.

teacher accountability  
The concept that the 
teacher is responsi-
ble for the achieve-
ment of students, 
regardless of their 
circumstances (e.g., 
cognitive, social, psy-
chological, environ-
mental, physical).

bilingual education  
Education provided 
to children with lim-
ited English-speaking 
ability.
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Th e 1970s also brought a series of legislative actions that addressed a wide 
range of issues faced by the public schools. In 1972, the Title IX Education 
Amendment prohibited sex discrimination. Perhaps the most far-reaching for the 
work of the classroom teacher and for the provision of services to children with 
special needs was the Education for All Handicapped Children Act in 1975. Th e 
original legislation (Public Law 94-142) has since been amended and expanded, 
and provides support for millions of children with the mandate of providing a 
“free and appropriate education.”

A Nation at Risk Raises Concerns
As you might expect, all of the measures discussed thus far provided more ser-
vices to more children, but they did not necessarily contribute to what many 
consider to be the academic bottom line: test scores. Even the academic gains of 
children who had been in Head Start tended to diminish over time. Th roughout 
the 1970s, and as the 1980s began, many began to believe that the schools had 
tried to do too much. In 1983, the National Commission for Excellence in Educa-
tion published a report that sounded the wake-up call for American education.

Th e commission published A Nation at Risk: Th e Imperative for Educational 
Reform and formally ignited the debate that had informally occupied many in 
education for decades. Th e document startled the nation with its warnings of the 
implications for failing to reform the system of public education. Education in 
America was mediocre at best, it suggested, and rankings against the school sys-
tems of nations around the world could support the statement. Its recommenda-
tions included: (1) more academic course requirements for all high school stu-
dents; (2) more rigorous college entrance requirements; (3) upgraded textbooks; 
(4) longer school days and longer school years; and (5) the “new” basics—4 years 
of English, 3 years of mathematics, 3 years of science, 7 years of social studies, and 
a half year of computer science.

A defi nite outcome of the 1983 report has been the increased emphasis 
(many would argue overemphasis) on standardized testing as an indicator of edu-

step into the classroom
TEACHSOURCE
Video Case 8.1

Integrating Internet Research: 
High School Social Studies

Go to the premium website and view Integrating Internet Research: High 
School Social Studies. Electronic technologies allow students unprecedented 
access to information. In this video, you will hear from a teacher as she ex-
plains how her students use Internet resources to add more depth to a study 
of the civil rights movement. After listening to the teacher and her students, 
consider these questions:

 1.  As the teacher indicates, textbooks are limited in the depth of explanation 
that can be provided about a given topic. How does the Internet serve to 
supplement the textbook presentation?

 2.  The teacher indicates that there can be a downside to accessing information 
from the Internet. What are some of the concerns about both the type and 
quality of information that you, as a teacher, would have to monitor?
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cational achievement and on “accountability” as the means toward improving test 
scores. In 1994, Congress passed Goals 2000: Th e Educate America Act, which 
outlines broad and substantial goals for education in the United States. To that 
end, through the 1990s, learned societies representing the various academic dis-
ciplines have identifi ed standards for educational achievement. Th e states have 
then designed their own versions of those standards to drive the curriculum for 
their schools. Subsequently, the states adopt or design assessment instruments to 
determine whether the standards are being met. In 1996, the U.S. Department of 
Education took standards a step further, releasing Getting Students Ready for the 
Twenty-First Century: Meeting the Technology Literacy Challenge. Th is report of-
fered the fi rst comprehensive plan for making electronic technologies part of the 
educational curriculum.

Th e story of education in the 20th century is largely one of wrestling with 
the institution that education has become. Some say that the framers of the 
U.S. Constitution omitted education because people feared what could happen 
if education were centralized within the federal government. Others say they 
were simply too distracted at the time to think about it. In any event, we can 
see that many infl uences have made education what it is today. Still, there are 
many questions and issues—some of them ancient—that remain to be re-
solved. Figure 8.4 provides a summary of the people and events of the 20th 
century that were discussed in this section. Activity 8.3 off ers you an opportu-
nity to see how much has changed and how much bears a strong resemblance 
to the past.

1900 1920s1910s 1930s 1940s 1950s 1960s 1970s 1980s 1990s

1965: ESEA passed

1988: Nation at Risk 
Report published

1994: Goals 2000: The 
Educate America Act 
establishes goals for 
improving education

1996: Getting Students 
Ready for the Twenty-First 
Century: Meeting the 
Technology Literacy 
Challenge is published by the 
U.S. Department of Education

1904: Mary McLeod Bethune opens 
school for African-American girls

1918: NEA 
Commission studies 
high school curriculum

1919: Progressive 
Education 
Association formed

1932: The PEA 
commissions Eight 
Year Study

1954: Brown v. 
Board of Education 
signals 
desegregation

1955: Courts order desegregation to proceed 
with “all deliberate speed”

1957: Soviet Union launches Sputnik

1964: NDEA extended and broadened

1968: ESEA amended to include bilingual education

1974: Lau v. Nichols

1975: Education for All Handicapped 
Children Act passed

1958: NDEA passed

Figure 8.4
Signifi cant people 
and events of the 1900s.

09388_08_Ch08_259-295.indd   29109388_08_Ch08_259-295.indd   291 11/18/09   4:35:01 PM11/18/09   4:35:01 PM



Conclusion
Th e history of education in the United States has roots 
in ancient Greece. It is marked by the work of some of 
the world’s greatest thinkers, and is also marked by 
many issues that have not been resolved for hundreds, 
and sometimes thousands, of years. Th e good news is 
that the foundation of education has strength. Th e ex-
citing news is that there is so much yet to be accom-
plished. Here are some highlights from the chapter:

  1.  In ancient Greece, education was provided to boys 
but not provided to girls, slaves, or noncitizens. 
Grammar, reading, and writing laid the founda-
tion for intellectual development; music laid the 
foundation for aesthetic appreciation.

  2.  It was Socrates’ belief that people should seek to 
discover universal principles of truth and of beauty, 
and that to do so they must question and examine 
their own knowledge.

  3.  Adopting a realist philosophy that sought the truth 
through a study of the real world, Aristotle sug-
gested that the state was best served by citizens 
capable of rational thinking.

  4.  As variations of the Christian faith developed, so 
did diverse perspectives on the purpose of educa-
tion, curriculum, and the language in which school 
should be conducted.

292  UNIT II: Curriculum, Management, and Assessment

Activity 8.3 The New Issues and the Old

Working either alone or in small groups, make two lists of issues based on this 
chapter. On one list, Old Issues, list as many of the educational issues from 

this chapter that you can. For example, your list might include “access to educa-
tion” and “vocational education,” among many others. On your other list, New 
Issues, list those concerns that you know of in education today that are not on the 
Old Issues list. It may take some discussion to place many items correctly. For ex-
ample, you can see from the chapter that public funding of education has been 
an issue for hundreds of years.

 1.  Do your two lists cite an equal number of issues? Why or why not?

 2.  Which issues from either list would you consider to be the most important 
issues facing education?

 3.  What solutions can you think of that would prevent the issues on your 
Old Issues list from showing up on a similar list 50 years from now?

In your fi eld observation placement, or if you can discuss with a classroom 
teacher, carry out the following tasks:

 1.  Share your list of old issues. Ask whether the teacher thinks that these old 
issues have been addressed, or if they are still prevalent. Next, ask for any 
reasons that might have kept these issues from being resolved.

 2.  Without fi rst sharing your list, ask the teacher what issues he or she thinks 
will be the new issues in education. Were any of them on your list as well? 
Share your list and ask for the teacher’s perspective.

 3.  When back in class, discuss what you found from talking with the 
teacher.

F I E L D  O B S E R V A T I O N
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  5.  Formal education in the “new world” consisted of 
teaching children (especially boys) to read, and the 
textbook was the Bible. Proper conduct and reli-
gious devotion were the primary lessons.

  6.  Th e Massachusetts Act of 1647—known as Th e 
Old Deluder Satan Act—required every town of 50 
or more households to establish a school and hire 
a teacher. Towns of 100 or more households were 
also required to establish a Latin grammar school 
to prepare students for university study.

  7.  Th e academy concept combined the best elements 
of Latin and English Grammar schools.

  8.  Passage of the “Jim Crow” laws aft er 1877 eff ec-
tively separated African Americans from main-
stream opportunities in virtually all aspects of 
life.

  9.  W. E. B. DuBois campaigned for the education of 
the “Talented Tenth” among African Americans 
who would correspondingly become business and 
political leaders.

 10. In 1837, Horace Mann helped to form the fi rst 
state board of education.

 11.  In 1857, the NEA was founded, followed by the 
American Federation of Teachers in 1916.

 12.  In 1892, the Committee of Ten on Secondary Stud-
ies was convened. In 1893, the Committee of Fif-
teen studied the elementary school curriculum.

 13.  Th e Morrill Act of 1862 provided to each state 
30,000 acres of federal land per representative and 
senator in its delegation. Proceeds were to be used 
for establishing and funding land-grant colleges 
for the study of agricultural and mechanical arts. A 
second Morrill Act was passed in 1890.

 14.  John Dewey’s work in educational pragmatism 
eventually became known as progressive educa-
tion. In 1919, the Progressive Education Associa-
tion was founded with the purpose of reforming 
education.

 15.  In 1983, the National Commission for Excellence 
in Education published A Nation at Risk: Th e Im-
perative for Educational Reform, which startled the 
nation with its implications for failing to reform 
the system of public education.
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Conclusion—cont’d

Key Terms
Sophists
Socratic method
Academy
Lyceum
pedagogues
scholasticism
humanism
vernacular schools
dame schools 
Latin grammar schools
compulsory education 
hornbook
New England Primer
parochial schools

private venture schools
vocational training
English grammar schools
Webster’s American Spelling Book
McGuff ey Readers
monitorial schools
common schools
normal schools
Carnegie Unit
land-grant colleges
categorical funding
bilingual education
teacher accountability
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Heritage Aspirations Cultural Identity

Davon
African American Davon believes the sky’s the limit right 

now. He is confi dent in his ability to learn 
and does so enthusiastically.

Davon feels neglected by his mother 
but is secure in his school. He made 
the following statement in a book 
he wrote: “I used to be sad, but I 
have been happy ever since I came 
to this school.” He feels no cultural 
deprivation.

Andy 
White Anglo-Saxon 
Protestant

Andy’s grandfather is a former police 
chief of our community and is actively in-
volved with his church. Andy feels confi -
dent that nothing bad will happen to 
him. He has his grandfather to protect 
him. When asked about what he would 
like to be when he grows up, Andy just 
shrugs. He did state that he would like to 
pass the third grade.

Andy is a likable child and is accepted 
by his peers. He has made friends in 
his homeroom class and also fi ts in 
well in his reading class. Any short-
changing he may feel is because he 
does not live with his mother, and he 
knows that he doesn’t read well. 
Considering that our school has many 
children living with grandparents and 
in foster care, he is not part of a small 
percentage.

Judith
Judith’s father is Cauca-
sian, and her mother is 
Hispanic. This is not un-
common in the popula-
tion for her school.

Ethnic factors do not seem to enter into 
Judith’s aspirations nearly as much as so-
cioeconomic status factors do at this 
time. She often indicates that she would 
like to become a teacher.

Judith does not seem to feel disen-
franchised from the culture at large. 
She will sometimes confi de that she 
has no friends or is unhappy. Yet she 
is as much a part of the mainstream 
life of children in school as she possi-
bly can be.

Tiffany
Tiffany’s father is Cauca-
sian, and her mother is 
Spanish. Her parents are 
Catholic.

Tiffany has never demonstrated any posi-
tive or negative aspirations concerning 
her future and its connection to her eth-
nic heritage.

There is a mild Spanish presence in 
Tiffany’s environment, but otherwise 
her cultural identity would be charac-
terized as “American.”

Sam
African American Sam’s family background has infl uenced 

his aspirations. His family lacks formal ed-
ucation beyond 10th grade, and he has 
had very little exposure to experiences 
that would allow him to consider a vari-
ety of options. The Individualized Educa-
tion Plan is required by law to link him 
with appropriate agencies to assist in 
transitioning to employment and obtain-
ing appropriate employment training.

Sam’s perception of his place in the 
culture at large is not very realistic or 
well developed at this time. With the 
appropriate education and support 
services necessary during and after 
high school, however, he should be 
able to take his place in mainstream 
society as a productive citizen.

Bao
Bao is a Vietnam-born 
U.S. citizen.

Sometimes Bao is frustrated because 
her family, friends, and society (both 
Vietnamese and mainstream American) 
expect her to be a doctor “just because 
she’s Asian.” Though Bao doesn’t ap-
preciate this pressure, she still wants to 
do well and has chosen a respectable 
career aspiration. She plans to attend a 
4-year university and major in business.

Bao feels comfortable within both 
Vietnamese and American (white) cul-
tures, and can move from one to the 
other with ease.

Case Studies in Education
Enter the information from the table below into the 
Educational Record for the student you are studying.
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 1.  How has the history of education as presented 
helped or hindered educational opportunities for 
your student?

 2.  How could your perspective of the history of educa-
tion infl uence the way you would interact with this 
student?

 3.  If your student were to ask you why people are 
treated diff erently (refer to the Heritage and Cul-
tural Identity information as a guide to their con-
cern), what would you say?

 4.  How will your career as a teacher aff ect the direc-
tion that education takes in the future?

Designing the School of the Future
It is very likely that the school you and your colleagues 
have designed thus far shares the foundation of educa-
tion that has been described in this chapter. Under the 
heading of Historical Infl uences, address each of the fol-
lowing questions with regard to your evolving design.

 1.  Which issues in education presented in the chapter 
are present in your current design of the school of 
the future?

 2.  How can you use the lessons of history to improve 
your design?

 3.  For every issue there are at least two sides. How will 
the history of education serve to support your de-
sign against its critics?

Praxis Practice
Many states will require that you successfully complete 
the Praxis Series of examinations to qualify for certifi -
cation. One or more of those tests will be subject-area 
tests. Another, which has a more practical orientation, 
will be the Principles of Learning and Teaching (PLT) 
examination that is appropriate for your certifi cation 
area.

Completing the Quick Check quizzes for Chapter 8 
in the Unit Workshop will give you practice with the 
multiple-choice format of the PLT. Th e Case Studies in 
Education and Designing a School of the Future activi-
ties will help prepare you for exercises that require read-
ing a scenario and providing short answers to questions 
asking what you might do in such a situation.

Chapter 8: History of American Education  295
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9

Your Chapter Study Guide
• Conceptualize Here are the major themes you will 

encounter in this chapter:

1.  Conceptual clusters: metaphysics, axiology, 
epistemology, and logic

2.  Schools of philosophy: idealism, realism, 
pragmatism, and existentialism

3.  Philosophies in schools: perennialism, essentialism, 
progressivism, and social reconstructionism

4.  Educational psychologies: behaviorism, humanism, 
and constructivism

• Preview Read the chapter headings; look at any fi g-
ures, tables, and activities; and read through the items 
in the conclusion.

Activity 9.1:  Go Online! A Brief Look at Eastern 
Philosophy

Activity 9.2: Identifying Long-Lasting Consequences

Activity 9.3:  Go Online! Who Is Most Represented 
in a Perennialist Curriculum?

Activity 9.4:  Field Observation Activity—Behaviorism 
in the Contemporary Classroom

TeachSource Video Case 9.1 Philosophical Foundations 
of American Education: Four Philosophies in Action

• Read Now read through the chapter. Mark or high-
light information that you consider to be especially 
important or about which you have a question.

• Refl ect Refl ect on this question as you read:

How would you explain the impact of philosophy 
on education to someone else?
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Philosophy and Education

Ice Breakers

What Is Your Philosophical Disposition?
Read the statements below and mark the four statements that you con-
sider most important with regard to education and teaching. You might 
fi nd yourself struggling between two or three of them, but try to identify 
the four that you consider to be the most fundamental perspectives.

 1. There are certain works of literature, such as The Odyssey, Romeo and 
Juliet, and A Tale of Two Cities, that everybody should read.

 2. The job of the schools is to produce citizens who can improve our 
society and solve the problems it faces.

 3. We use science even more than we think we do. For instance, we use 
it in cooking all the time, so it is necessary that people understand 
basic science principles such as forces, motion, and changes in states 
of matter.

 4. We must understand math to survive in the world. For example, we 
use math when measuring things or when buying something. 
We need to know basic math because it is part of daily living.

 5. Things change, fads come and go, but certain values remain the same, 
such as honesty, integrity, and personal responsibility. This is what 
students need to learn.

 6. A child knows what his or her interests are, and that knowledge 
should guide the curriculum.

 7. The problem with children today is poor parenting, and the best way 
to solve that problem is for the schools to teach adolescents how to 
become good parents.

 8. Students should learn to appreciate beauty in the world because 
beauty is eternal. For instance, paintings that were considered beauti-
ful hundreds of years ago are still considered beautiful today.

 9. If the country is to survive, we must share the same values. All chil-
dren should learn those basic values at school, as well as at home.

10. If children are to function effectively in society, schools should pro-
vide them with experiences that refl ect society, such as exercises in 
democracy and good work habits.

11. Our public schools should “level the playing fi eld” by providing 
equal opportunities for the social and intellectual development of 
all children.

12. We can begin solving the problems of the future by what we teach 
children today.
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Introduction
Whether you have articulated it or not, philosophy is at the heart of your perspec-
tive of the world and of life. And it is, at least on this earth, the sole province of 
humankind—for no other life-form that we know of is capable of considering 
philosophies. Th at we can do so is both a blessing and a curse. Philosophy is what 
has driven people to understand their world, to explore other worlds, to create 
works of art, and to invent the tools and machinery that extend our capabilities. 
Yet philosophy is also what has driven humans to war, destruction, and incredible 
cruelty to fellow human beings. Th ere is perhaps no more powerful subject that 
you could entertain, or another as intellectually challenging. It is also implicit in 
the work of teachers. Not surprisingly, the world’s great philosophers were also 
teachers. Th e teacher, more so than most in our society, has an obligation to un-
derstand and articulate a clear philosophy. Th ere is nothing mystical about this, 
and you are as capable as anyone to take part.

298

13. School is about more than just what’s in books. It includes how one 
lives his or her life, worthy home membership, and wise use of leisure 
time.

14. Math is a constant; the idea of 2 � 2 � 4 does not change. Children 
need to learn these basic and enduring lessons.

15. The language of the United States is English, so everybody ought to 
learn to read, write, and speak proper English.

16. Schools educate individuals, not masses. The emphasis of school 
should be on the development of each individual.

Use the guide below to determine your philosophical disposition as you begin reading this chapter. If 
you have selected two or more items from a particular philosophy, it indicates that your thinking might 
match well with that perspective. If each of the items you chose is from a different category, your 
philosophy might be called eclectic, that is, a combination of philosophies. (Note: This brief exercise is 
intended only to get a glimpse into your philosophical perspective. It is not an absolute measure of your 
philosophical perspective.)

Perennialism Essentialism Progressivism Social Reconstructionism

Items:

1, 5, 8, 14 3, 4, 9, 15 6, 10, 13, 16 2, 7, 11, 12

 This chapter explains each of these philosophies. After completing the chapter, you may fi nd it 
interesting to read through this survey again to see whether your opinions have changed or re-
mained the same. ■

In modern times there are 
opposing views about the 

practice of education. There is 
no general agreement about 
what the young should learn 

either in relation to virtue or in 
relation to the best life. . . . Men 

do not prize most highly the 
same virtue, so naturally they 

differ also about the proper 
training for it.

—Aristotle
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Developing Your Philosophical Perspective
Chapter 1 asked you to begin considering your own philosophy of teaching. We 
wanted you to think about this important topic without a lot of “-ologies” and 
“-isms” getting in the way. Now you have had the opportunity to refl ect on those 
fi rst ideas, and you have likely discussed a number of education issues in your 
studies leading to this chapter. So let’s get more specifi c about the philosophies 
that infl uence formal education and look to see which (or perhaps a combination 
of several) would best help to articulate your own thinking. Keep in mind that a 
personal philosophy is, well, a personal matter. Nobody is trying to tell you what 
to think. Within this fascinating topic you must let your own thinking develop. It 
is entirely possible that a brand-new philosophy may emerge.

Th e word “philosophy” comes from the Greek words philia, meaning “love,” 
and sophia, meaning “wisdom.” Th e “love of wisdom” and the search for knowl-
edge are broad concepts. We will narrow this vast topic by focusing on four con-
ceptual clusters within the domain of philosophy: metaphysics, axiology, episte-
mology, and logic.

Our discussion will move from the conceptual clusters of phi-
losophy to four of the major schools of philosophy: idealism, real-
ism, pragmatism, and existentialism. Th ese four schools of thought 
address the questions raised by the various branches of philosophy. 
In essence, each school of thought represents a perspective on the 
great questions facing humanity. Th ese systems will lead us to 
“practical” applications of philosophies. In particular, our look at 
philosophies in schools will revolve around perennialism, essential-
ism, progressivism, and social reconstructionism. You have likely 
encountered versions of each of these philosophies in the schools 
you have attended.

Finally, the discussion will turn to several psychological perspec-
tives that have been drawn from the philosophies we discuss. Behav-
iorism, humanism, and constructivism are all concerned with the 
way people learn things—or come to know things (epistemology)—
but each focuses on psychological processes and interpersonal rela-
tionships more so than on philosophy. In essence, you might think of 
psychology as applied philosophy, that is, as philosophy made practi-
cal. (Note: You will fi nd these groupings summarized in Figure 9.1)

More Philosophical Perspectives
As discussed in Chapter 8, schooling in the United States has been most heavily 
infl uenced by Western European philosophy. Elements of both philosophy and 
pedagogy dating back to the ancient Greeks and Romans can still be found in 
contemporary education. However, we do not want you to get the idea that West-
ern philosophical thought represents the only perspective on education. Indeed, 
just as we considered student diversity in terms of a multiethnic society (see 
Chapter 3), philosophy and its impact on education can be considered from 
various cultural perspectives. Let’s consider a few examples.

Because all philosophies have “humanity” at their core, we can certainly ex-
pect to fi nd overlapping ideas from one culture to another. However, as detailed 

Philosophy infl uences the mes-
sages we send to students for-
mally and informally. Posting 
classroom rules or classroom 
student helper assignments 
are formal messages.

C
ou

rt
es

y 
of

 G
ui

lh
er

m
e 

C
un

ha

09388_09_Ch09_296-327.indd   29909388_09_Ch09_296-327.indd   299 11/18/09   4:49:09 PM11/18/09   4:49:09 PM



300  UNIT III: The Institution of Education

in Chapter 3, the various ethnicities represented in our society bring diff erent 
values to the classroom. For example, community is at the very heart of Native 
American philosophy. Th e emphasis that Western philosophy (particularly the 
American version of it) places on the individual is completely contrary to the 
value system of Native American students and their families. Th e student-
centered perspective that has developed in American public schools is in contrast 
with the very teacher-centered classrooms of Asian schools (e.g., those in the 
People’s Republic of China).

Education as an emancipating force within a society is a theme found in a 
number of educational philosophies. In Th e Souls of Black Folk (1903), W. E. B. 
DuBois argues with pointed conviction that education for the African American 
is more than just learning to read, write, and cultivate a vocation. Rather, it is the 
force for political and social change that will fi nd a place for the black man in 
boardrooms and banks, in medicine and management. Similarly, Paulo Freire’s 
landmark work, Pedagogy of the Oppressed (1968), used philosophic insight to 
develop an educational methodology that would empower people otherwise dis-
enfranchised in an oppressive Latin American political climate.

In the years to come we may well anticipate that additional “non-Western” 
infl uences will become part of the fabric of American education. Even now, if you 
look closely at the schools, you will see how the examples we have discussed have 
infl uenced the course of education. We say “look closely” because much of the 
infl uence will be found on the level of the implicit curriculum rather than the 
explicit curriculum. For instance, although schools in the United States do em-
phasize individual eff ort and achievement, there are many implicit messages of 
community and teamwork. Did your high school have any athletic teams? Was 
there a band? How about school colors and perhaps a school song? All of these 
are implicit messages of working within a community. What other examples can 
you fi nd? And perhaps even more provocatively, when you look at the world situ-
ation, what new infl uences can you anticipate? We have provided just a few brief 
examples because each of these philosophical perspectives could be a chapter of 
its own. All of this is what makes philosophy such a dynamic and complex intel-
lectual endeavor.

Conceptual Clusters

Metaphysics Axiology
 Ethics
 Aesthetics

Epistemology Logic
 Deductive Reasoning
 Inductive Reasoning

Schools of Philosophy

Idealism
 Classical
 Religious
 Modern

Realism
 Classical
 Religious
 Modern

Pragmatism Existentialism

Philosophies in Schools

Perennialism Essentialism Social
Reconstructionism

Progressivism

Psychology

Behaviorism Humanism Constructivism

Figure 9.1
Philosophy fl ow chart.
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Conceptual Clusters of Philosophical Questions
Our discussion of philosophies begins with the way in which trains of thought are 
conceptualized. Th is section discusses four conceptual clusters: metaphysics, axi-
ology, epistemology, and logic.

Metaphysics
Metaphysics is the branch of philosophy that considers questions about the 
physical universe. Th e word physics refers to those things physical. Th e prefi x 
“meta-,” however, implies a consideration that goes beyond mere physics, a con-
sideration that transcends the physical world. What would constitute going be-
yond physics? In terms of philosophy, that would be a discussion of the nature 
and origin of the physical world itself. Questions such as What is real? or What is 
the origin of the world? would constitute metaphysical concerns. If you have ever 
wondered what exists beyond the stars or have marveled at photographs taken by 
the Hubble space telescope, then you have entertained metaphysical thoughts. If 
you have ever considered the wonder of human development or asked yourself 
about your own abilities and potential, then you have also engaged in thought 
about metaphysical issues.

Axiology
Axiology is a term that may seem unfamiliar to you at fi rst glance. However, if 
you think back to all of those “axioms” your high school math teacher spoke of, 
you will be right on track for understanding what this branch of philosophy is all 
about. No, the focus of axiology is not on mathematics but on those ideas or 
principles that are considered fundamental—those truths that are so universally 
accepted as to be considered self-evident. From the Greek word axios, meaning 
“worth,” axiology is the study of values. In particular, axiology is concerned with 
two aspects of that which we value: ethics and aesthetics.

A study of ethics focuses on the ideas and beliefs that are valued by a society 
in a moral sense. You might think of it in terms of the moral underpinnings of a 
society. Morals represent a collective view of what is right and wrong, whereas 
ethics represent the code of conduct for abiding by that view.

For instance, it is widely considered immoral—wrong—to take the life of 
another human being. You’ve been taught that idea since you were a child. So you 
probably believe at this point that it is wrong to end another’s life; thus, your code 
of ethics (and those laws adopted by our society) prevents you from doing so. Yet 
when a state executes a death sentence, the taking of another’s life is considered 
ethically acceptable. Th e moral implication of that “self-evident truth” has re-
mained unchanged, but ethically there is a justifi cation for the act. Or is there? 
Th at debate continues today with no less fervor than in years gone by.

Aesthetics is the second arm of axiology. Here the concern is with the appre-
ciation of beauty and the determination of what constitutes beauty for a given 
society. What does constitute beauty? Is beauty as fundamental as those principles 
of ethics that seem to be self-evident? Th ough styles change, tastes change, and fads 
come and go, is there an “essence” to beauty that transcends all of these changes? 
Th ese questions may sound like something that matters only to philosophers, but 

metaphysics The 
branch of philosophy 
that considers ques-
tions about the 
physical universe 
(e.g., the nature and 
origin of the physical 
world).

axiology The branch 
of philosophy that 
considers the study 
of fundamental ideas 
or principles (i.e., 
the universally ac-
cepted truths of eth-
ics and aesthetics).
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the fact is that the answers to these questions aff ect your life 
each day and certainly aff ect the work of teachers.

Societies place value on those things that they consider 
to be beautiful. Sometimes those things are superfi cial con-
cerns such as one’s weight or physical appearance. Some-
times beauty is valued in the structures that people design 
and build or in a painting or a song. Th ese artifacts then 
become the symbols of the cultures from which they come. 
Th ere is a considerable diff erence between the abstract ex-
pressionist beauty of Kandinsky’s Improvisation XIV and the 
realism of Michelangelo’s Pietà. Both, however, are consid-
ered to embody aesthetic value.

Th e artistic items of a primitive society might lack the 
“sophistication” of a more developed civilization but will not 
lack the sense of beauty that those artifacts represent. Th e 
question of what is and thus what should be valued for its 
beauty is always at issue within a society. A diverse society 
such as ours is challenged to resolve this question in the con-
text of the many cultures we represent. You will see the “reso-
lution” of the issue in the way that classrooms from pre-
kindergarten through high school are decorated.

Epistemology
Epistemology has a considerable infl uence on formal education. Its root is the 
Greek word episteme, meaning “knowledge” or “understanding.” Th us, this is the 
study of how people come to know what they know. It is concerned with the na-
ture and origin of truth and knowledge. Socrates was known for his notion that 
men were “pregnant with knowledge.” By this he meant that knowledge exists 
within us, and we merely need to bring that knowledge to the surface. Others, 
such as John Locke, would maintain that we come into this world with no knowl-
edge at all, a tabula rasa, and we learn all we know from the world around us. 
Questions such as whether truth and knowledge are absolute or relative, or 

Society deems both Wassily 
Kandinsky’s Improvisation XIV 
and Michelangelo’s Pietà as aes-
thetically valuable. As a teacher, 
aesthetics (a branch of axiology) 
and what is beautiful or aesthet-
ically pleasing to you will affect 
aspects of your teaching.
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epistemology The 
branch of philosophy 
that considers how 
people come to know 
what they know.
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whether knowledge is empirical (found from examining the “real world”) or ratio-
nal (all in the mind) fall into the domain of epistemology. “Th ink about this,” a 
teacher might say, imploring students to rationalize the meaning of some lesson. 
“Let’s compare this with what we found in our investigation yesterday,” the 
teacher might say as students search for patterns in the physical world.

Logic
Th e fourth conceptual cluster of philosophy considered in this chapter is logic. 
You may feel better acquainted with this branch than any of the other three be-
cause it has informed much of your own education. Logic is the tool that seeks to 
bring order to your reasoning process. A logically defensible argument is one that 
rests on some intellectual structure rather than on unsubstantiated assumptions. 
Could teachers get through the day without the application of some logical 
framework to explain the behavior of their students? Perhaps, but it isn’t likely.

Two important forms of logical reasoning are deductive reasoning and in-
ductive reasoning (Table 9.1). Deductive reasoning characterized scientifi c inquiry 
for hundreds of years. Th is line of reasoning proceeds from general principles to 
explain specifi c events. Plato’s use of the dialectic and Aristotle’s use of the syllo-
gism are good examples because they provide a major premise, a minor premise, 
and a subsequent conclusion. For example: All men are mortal (major premise). 
Socrates is a man (minor premise). Th erefore, Socrates is mortal (conclusion). 
You can expect this sort of reasoning from young children. If you were to ask a 
child where a fl ower comes from, the response may well be that it came from 
God. Why? Because God made everything, something made this fl ower, and so it 
was made by God.

Th ough we won’t argue theological issues in this book, we will point out the 
problem with deductive reasoning: If the major premise is incorrect, the conclu-
sion is likely to be incorrect as well. Such was Galileo’s dilemma when he ques-
tioned the current “wisdom” that Earth was the center of the universe.

Galileo also provides us with an example of the other form of logical reason-
ing, inductive reasoning, in which information from specifi c events is used to 
make generalized statements. Galileo’s observations of the movement of heavenly 
bodies led him to conclude that the planets revolve around the Sun. Induction, 
which largely from the work of Francis Bacon became the basis of scientifi c in-
vestigation as we know it today, demands items of evidence and a logical relation-
ship among those items to draw broader conclusions.

Schools of Philosophy
As education in the United States was born of a European perspective, schools of 
Western philosophy are particularly relevant to our educational system. We look 
now at four such schools: idealism, realism, pragmatism, and existentialism.

Table 9.1 Deductive and Inductive Reasoning

Deductive Reasoning Inductive Reasoning

General statements are used to 
explain a particular example.

Particular examples are gathered 
to make general statements.

logic The branch of 
philosophy that seeks 
to bring order to the 
reasoning process. 
It includes inductive 
and deductive 
reasoning.
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Idealism
In a sense, all philosophies owe their existence to the philosophy of idealism. Th e 
reason is in the very term itself. Idealism is the philosophy of ideas. In fact, it 
might be more appropriate to refer to it as ideaism. Classical, modern, and reli-
gious idealism all rest on one theme: Th e only true reality is that of ideas. All else 
can be thought of as an elaborate illusion, a product of one’s thinking. Th e “real 
world” from an idealist perspective is simply too changeable, too unstable to be 
taken as representing truth. Ideas, however, are universal and eternal. Th e con-
cept of 2 � 2 � 4 (in a base 10 mathematical system) is unchanged by the weather, 
by war, by economics, or by religion. Th e truth of the idea is solid and enduring.

Classical Idealism
Th e “works” of Socrates were actually chronicled by Plato 
(427–347 bc), who used Socrates’ conversations as the basis for 
the dialogues he wrote. Th us, reading Plato is like reading a 
play with Socrates a featured character.

Th e “Socratic method” refers to Socrates’ habit of engaging 
people in conversation and, through careful questioning, point-
ing out both what they do know and what they do not know. 
Th e more proper term for the Socratic method is maieutics,
which refers to midwifery. As you’ll recall, previously we men-
tioned that Socrates believed men to be “pregnant with knowl-
edge.” His task, as he saw it, was to assist in the birth of that 
knowledge, just as a midwife assists in the birth of a child.

From an idealist perspective, the truth, or knowledge, is 
something that exists. We do not create knowledge, we dis-
cover it. Th e search for the absolute truth, or what Plato re-
ferred to as the Good, is the quest of the philosopher. Our 
bridge to that truth is the mind. So when Socrates admonishes, 
“Know thyself!” he is indicating that the truth exists within us 
(by virtue of our minds), and we have an obligation to bring 
that knowledge forth.

Religious Idealism
You likely have been exposed to the notion of idealism through the various reli-
gions of the world. St. Augustine (ad 354–430) argued that there is a world of 
man and a world of God. As a result of original sin, man had been cast out of the 
world of God. It is our purpose to return to that world. Th e bridge between 
the two worlds is the soul. Because God has already created knowledge, we may 
discover it in our search for God. Th e truth, as established by God, is unchanging.

Idealism is also embodied in Far Eastern religions such as Buddhism and 
Hinduism. Th e primary distinctions between classical idealism and religious ide-
alism are that the truth has a name (such as God or Buddha, for example), and 
that our bridge to fi nding the truth is the soul rather than the mind.

Modern Idealism
René Descartes (1596–1650) and George Berkeley (1685–1753) are among the 
leading thinkers of “modern” idealism. Descartes approached the issue of 
the material world versus the world of the mind with a system of methodical 

Socrates.
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doubt. He asked himself what he really knew for certain; that is, of what could he 
truly say he had no doubt? Th e result was the Cartesian fi rst principle: Cogito, ergo 
sum (“I think, therefore I am.”). Establishing the clear centrality of the mind, he 
concluded that the one thing of which he could be certain was that because he was 
thinking, he must exist. Yet, the conclusion that he exists leads to another question: 
If he exists, where did he come from? Clearly there must be some other cause, 
some fi rst cause. Th ere must exist some deity that enabled Descartes to exist.

George Berkeley, a theologian, tried to further clarify idealist philosophy by ar-
guing for the existence of God as the cause of all things. Berkeley asserted that all 
existence depends on some mind to “know” it. His conclusion, esse est percipi (“to be 
is to be perceived”), states that all any of us “know” is that which we perceive; thus, 
anything that is not perceived cannot be said to exist. Th e mind, he argued, was 
necessary to perceive those things. No doubt you have heard the classic example: If 
a tree falls in a forest, and there is no one there to hear it, does it make a sound? Th at 
is, does the “sound” depend on somebody hearing it to exist? But the problem 
for Berkeley was, if our existence depends on being perceived, who perceives us? 
Berkeley suggested that we can be said to exist because we are perceived by God.

What does a philosophy of idealism bring to the table with regard to school? 
A system of education that emphasizes idealism will focus on intellectual activity 
and develop morals and ethics. At a time when many are calling for character 
development experiences in the public schools, idealism off ers the notion that 
ideals and truths do exist that govern us all.

Realism
You probably noticed the realists in your classroom as soon as the discussion of 
idealism began. Th e ones who immediately asserted that the real world exists 
“because it does” are grounded in the philosophy that has governed much of our 

system of formal organized education. Of course, “because it 
does” does not constitute a strong philosophical argument. 
However, the arguments of the empiricists (those who seek 
evidence) as opposed to the rationalists (those who say it is all 
a function of mind) are compelling.

Classical Realism
Th e philosophy of realism can be traced to Aristotle (384–
322 BC), Plato’s neighbor in ancient Greece. Aristotle, once 
Plato’s student, established his famous school, the Lyceum, 
adjacent to Plato’s Academy. It is not uncommon for a student 
to extend or transform the work of a teacher, but it is extraor-
dinary to think that these two philosophies have endured for 
thousands of years and yet were developed within a single 
community by two collegial contemporaries.

Th e philosophy of realism maintains that matter is real 
and exists independent of the mind. Th ough you may not 
perceive and study a particular object, the realist contends 
that the object nonetheless exists. Aristotle did not completely 
reject the notion of ideas as being the true reality. Instead, he 
suggested that Forms (ideas) can exist independent of matter, 
as in the case of mathematics, but that matter cannot exist 
independent of Form. Th at is, there is an underlying idea to Aristotle.
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that matter is real 
and ideas underlie 
matter.
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all matter. Th is means that the study of matter will ultimately lead to an under-
standing of Form. Th us, in realist philosophy, the emphasis is not on the question 
of whether only ideas exist, but instead focuses on what physical matter can tell 
us about ideas. From an Aristotelian perspective, we should try to understand the 
reality of all things.

How do we go about studying this real world and uncovering the Form it 
contains? According to Aristotle, we must ask the appropriate questions. At times 
those questions deal with physical things and at other times with philosophical 
ideas. Underlying all inquiry, however, is the question of purpose: What is an 
object’s purpose? For people, he goes on to say, the purpose is to think—and to 
think intelligently. Th rough such thinking we will come to understand.

Clearly, though, many people fail to think to their potential. How can this be if 
thinking is our purpose? Aristotle asserted that part of our thinking ability is the 
capacity to exercise free will. Some people use that free will to make the determina-
tion not to think intelligently. No doubt you know many people who prefer not to 
think deeply or thoroughly about many things. Such a decision, from Aristotle’s 
perspective, is at cross-purposes to the thinking abilities that people have.

Th e consequence of failing to think intelligently is that people fall victim to 
the extremes that can aff ect their lives. In all things one can fi nd an extreme of 
excess and an extreme of restraint. Aristotle recommended that the proper course 
is one of moderation. We should seek what he called the Golden Mean. Education 
develops one’s reasoning capacity, and we should use that ability for the making 
of proper choices.

Religious Realism
Realism also has a religious perspective. In the 13th century, St. Th omas Aquinas 
(1225–1274) explained the real world versus the world of God in terms of reason. 
God, he maintained, is pure reason; thus, the universe is reason as well. By using 
reason, we can understand the truth of all things. Our senses provide us with 
knowledge of the world. Since our purpose is to reunite the soul with God, it is 
the real world working with our spiritual existence that fulfi lls our purpose in life: 
a search that moves us from our imperfect world to the perfect world of God. As 
you can see, the religious perspective of realism follows very closely to Aristotle’s 
perspective, and both seek to fi nd the same ultimate Truth that Plato sought.

Modern Realism
Some problems with idealism and realism bothered thinkers through the ages. 
One of the greatest concerns was the emphasis on deductive reasoning, an issue 
raised earlier in this chapter. Francis Bacon (1561–1626) sought to change the 
course of systematic reasoning from the deductive approach to the inductive ap-
proach. Bacon argued that one should begin with the particulars—the physical 
world around us—and avoid preconceived notions. Bacon (1889) discussed the 
preconceived notions that cloud our thinking as the four Idols:

Idol of the Den—We believe what we believe because of our limited experi-
ences. Th ere may be more information available, but we stick with what 
we already know.

Idol of the Tribe—We believe what those around us believe. Th is is not hard 
to understand because typically we are taught the accepted belief or ex-
planation. Th e problem is that we oft en fail to question the truth of the 
explanation, an action that could lead to ostracism.
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Idol of the Marketplace—What we believe may be based on miscommunica-
tion. Language is oft en unclear and misleading.

Idol of the Th eatre—We may unquestioningly accept religious and philo-
sophical positions.

John Locke (1632–1704) off ered a perspective that emphasized the infl uence 
of the physical world. Th ere are no innate ideas, spiritual or otherwise, in Locke’s 
view. Th e Socratic notion that men are “pregnant with knowledge” would be non-
sense. Rather, at birth our minds are a blank slate, a tabula rasa, and all that we 
come to know will be written by the hand of experience. Th e ideas that we may 
one day have will be derived from sensation (detection of experiences in the real 
world) and refl ection (thinking about those experiences). Th is may sound famil-
iar to you if any of your professors require that you keep a refl ective journal of 
your observations in schools. You are probably required to chronicle what occurs 
in the classrooms you visit and to refl ect on those experiences. Th e result is 
knowledge that you previously did not possess.

As you refl ect on your own educational experience, you may see that it has 
provided you with particular experiences. Th ose experiences represent the values 
and priorities of the culture in which you were raised. Your refl ection on those 
experiences has made you who you are.

As you study more about human development and educational psychology, you 
will encounter references to Pestalozzi, Froebel, Herbart, and Montessori. For each 
of these educators, the real world played an integral part in the education of children. 
Pestalozzi championed the cause of object study. Froebel introduced the idea of the 
kindergarten. Herbart believed that the purpose of school was moral development 
and also saw the need for relating all subjects to each other. Montessori saw the value 
of play in learning. In all cases, the emphasis is on interaction with “the real world.”

A realist-based education would emphasize a strong moral character because 
there are enduring truths to be understood. With its focus on inquiry, we could 
also expect educational eff orts to be systematic, highly organized, and fairly rigid. 

Activity 9.1 A Brief Look at Eastern Philosophy

Eastern philosophy has infl uenced education in the United States less than 
Western philosophy has. However, as the Asian and Middle Eastern popula-

tions in the United States increase, we can expect to see an increasing Eastern 
infl uence in the schools. This activity is suggested so that you can consider a per-
spective that is possibly new to you.

Select one or more of the following schools of thought and use the Internet 
to fi nd information to help you answer the questions that follow.

 Buddhism Hinduism Confucianism

 Zen Buddhism Islam Taoism

1.  How does the school of thought you have chosen differ from Western 
thought as you know it?

2.  How is it the same?

3.  How could an Eastern philosophical infl uence become part of the culture of 
school as we know it? Would it be part of the entire culture? Would it be 
something recognized only during a selected month of the school year?

4.  Which of the Western philosophies most closely parallels the Eastern philoso-
phy you have selected?
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Indeed, schools have long embraced a realist perspective toward understanding 
the world. A realist emphasis in education would call for teachers who are both 
experts in their particular subject and liberally educated so they might appreciate 
the place of their subject in relation to others.

Pragmatism
Th e philosophy of pragmatism is much more contemporary than that of ideal-
ism or realism. Th ough its roots can be traced to the ancient Greeks, it has 
emerged as a school of thought largely during the past two centuries. Th at may 
sound like a pretty lengthy history, but remember that the philosophies of ideal-
ism and realism are in their third millennium.

Pragmatism, meaning “work,” refers to a philosophical theme based on the 
notion that ideas must serve a useful purpose. Pragmatism focuses on seeking out 
processes that help people to reach desirable ends, and this includes a consider-
ation of the consequences of those actions. Th us, it is a very practical approach to 
philosophy. Th ose who see philosophy as intellectual game-playing may see prag-
matism as a philosophy that works for them in the real world. Not surprisingly, it 
has had a tremendous impact on public education in the United States over the 
last century.

Establishing the Foundation for Pragmatism
Th e foundation for contemporary pragmatism refers us once again to the work of 
Francis Bacon. As you will recall, Bacon’s work was instrumental in the shift  from 
a deductive to an inductive approach to inquiry. Th at same emphasis on induc-
tion and “the scientifi c method” was also evident in the work of Charles Sanders 
Peirce (1839–1914). In “How to Make Our Ideas Clear” (1878), Peirce argued that 
reality exists independent of mind (as Aristotle argued), but that our understand-
ing of objects in the real world is tied to our individual perception, and thus our 

individual ideas about the objects. In essence, your under-
standing of some object or event may be quite diff erent from 
that of any one of your classmates, and yet both explanations 
can be legitimate representations of the world. Because of this, 
it is important that we be extremely careful and precise in the 
formation of those ideas.

Here’s an example. Perhaps you have sent an e-mail that 
was misinterpreted by the recipient. Maybe something you 
meant as a joke was taken as a serious comment. For a time, 
the two of you operated with diff erent ideas about the same 
situation. Your individual responses to those ideas, of course, 
were based on your perception of the original event. Neither 
one of you was actually wrong about the situation, but you had 
diff erent perspectives, and your responses were based on the 
reality that you constructed.

William James (1842–1910) took this notion a step fur-
ther when he suggested that truth itself must then be a relative 
term. James suggested that the universe itself is in process. 
Th at is, rather than “being,” it is still “becoming.” Th us, it is 
useless to assume that a single Truth or Absolute exists. Th is 
does not mean that all experiences are necessarily truthful just 

John Dewey.
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theme that ideas 
must serve a useful 
purpose.
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because we wish it so. Instead, James argued, all experiences can and should be 
examined for the truth they may contain. James referred to this examination as 
“radical empiricism.”

Pragmatism Becomes Practical
Pragmatism comes in several varieties: romantic naturalism, experimentalism, 
and progressivism. One name that will appear prominently in a discussion of 
each is that of John Dewey (1859–1952). In realist philosophy, Aristotle had sug-
gested that the purpose of humans is to think. Dewey, as a pragmatist—or more 
properly, an experimentalist—took that notion a step further. He suggested that 
genuine thought begins with a problematic situation. Th at is, when people think, 
they do so for the purpose of solving some problem or question. Th us, our pur-
pose in a pragmatic sense is to solve problems.

According to Dewey (1933), creative intelligence is fostered by solving real 
problems, and “the scientifi c method” can be used in solving a vast array of prob-
lems. He saw ideas as the instruments for solving them and outlined a fi ve-step 
process for accomplishing the task:

 1.  Recognize that a problem exists.
 2.  Clearly defi ne the problem.
 3.  Suggest possible solutions.
 4.  Consider the potential consequences of the possible solutions.
 5.  Carry out further observation and experiment leading to a solution’s accep-

tance or rejection.

Notice the prominent role of refl ection in Dewey’s work as he suggests that 
we consider possible solutions to a problem in terms of their consequences. As 
you study educational psychology, you will fi nd steps much like these discussed 
in problem solving today.

For Dewey, the main purpose of all education was the “reconstruction or reor-
ganization of experience which adds to the meaning of experience and which in-
creases ability to direct the course of subsequent experiences” (1916, pp. 89–90). 

Activity 9.2 Identifying Long-Lasting Consequences

Pragmatism’s relevance to daily life is not diffi cult to demonstrate. Unfortu-
nately, it is often easier to identify examples in which people have failed to 

consider consequences. For example, you are likely taking notes during this course 
with a disposable pen rather than a fountain pen or even one that uses replace-
able cartridges. Yet all of those throw-away pens have to go somewhere. What do 
you suppose are the consequences?
1.  For each of the following categories, list some events or decisions that have 

had long-lasting consequences. Consider whether those consequences had 
been anticipated.

 Political Educational Environmental

2.  Take a stand on each of the following education issues. If your stance were 
adopted, what would be the immediate consequences? What might the con-
sequences be 20 years from now?

 Single-Sex Schools School Uniforms Vouchers
 Comprehensive Testing Lottery Funding Year-Round Schools
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Th is, of course, is what scientists do, and Dewey saw no reason why it could not 
be applied in other situations. His approach considers “truth” in the same tenta-
tive manner as scientifi c knowledge. Th e examination of such truth is a problem-
solving process that uses our ability to refl ect on experiences and consider the 
impact of our intentions. As Dewey (1938) stated, “We always live at the time we 
live and not some other time, and only by extracting at each present time the full 
meaning of each present experience are we prepared for doing the same thing in 
the future” (p. 51). In this constant interplay of individuals with their environ-
ment, experience is the key.

So we must consider that students live in the present time and are not in 
school merely to be prepared for a future time. Th e experiences of school must 
facilitate problem-solving ability and refl ection. If students are to become good 
citizens, they must have experiences that foster good citizenship and have prac-
tice solving problems as a good citizen would be expected to do. If they are to 
become democratic in their thinking, they must have democratic experiences 
to build on.

In the fi rst half of the 20th century, Dewey’s experimentalism became an ex-
plosive philosophical movement in education known as progressivism. Th e pro-
gressivist movement sought to interpret curriculum development with an eye 
toward changing times. Rather than focusing on traditional subject matter, the 
idea was to focus on problem solving. Topics can change, as does the accumulated 
body of knowledge as time goes by, but the skill of problem solving remains. Such 
an approach in our information-rich world of the 21st century off ers phenomenal 
opportunities to prepare generations who will solve problems in new and vision-
ary ways. Th e classroom teacher in such a system must be a risk taker who is 
capable of understanding a bigger picture than is required in the typical subject-
centered approach of school, but who is also able to entertain possibilities for an 
even bigger picture to come.

Existentialism
Existentialism demonstrates the progression of thought from idealism to real-
ism to pragmatism. Th e shift  is from an emphasis on the mind to understand the 
universe to an emphasis on the mind to create the universe. In our discussion of 
idealism, we mentioned the question “If a tree falls in a forest . . .” and indicated 
that, for an idealist, perception of the event was the key component in the riddle. 
An idealist, therefore, would say that if the event was not perceived, it cannot be 
said that it actually occurred. Th e realist would say that the trees in the forest do 
not require our perception to exist, so that which is part of “tree fallingness” hap-
pens regardless of whether someone is there. Th e pragmatist says that if she 
wasn’t there and it has exerted no infl uence on what she’s doing, what diff erence 
does it make? We live life in the here and now, so let’s concentrate on what we are 
doing. Th e existentialist simply says, “What tree?”

Existentialism is associated with individuals such as Jean-Paul Sartre (1905–
1980), Soren Kierkegaard (1813–1855), and Friedrich Nietzsche (1844–1900). 
Fundamental to existentialism is the notion that for each person death is inevi-
table. Th e worldly existence that we enjoy is only temporary; that which lies be-
yond our existence is no more than pure speculation. Th us, there is a sense of 
dread, of angst, about existentialism even though it off ers hope as individuals take 
responsibility for their own lives. Existentialism emphasizes thoughtful personal 
refl ection about identity, beliefs, and individual choices.

existentialism The 
philosophy that em-
phasizes thoughtful 
personal ref lection 
about one’s identity, 
beliefs, and choices.
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Existentialism places the responsibilities that come with 
being a thinking being squarely on the shoulders of each indi-
vidual. For the existentialist, there is no divine plan, no pre-
destination that one can rely on. As George Knight (1982) 
explains, “Th e traditional philosophies surrender man’s au-
thority to a logical system, the Christian leans on God, the 
realist looks to nature for meaning, and the pragmatist relies 
on the community. All of the avenues are ways of removing 
man from the frightful reality of being responsible for his 
choices” (p. 72). Indeed, the existentialist philosophy allows 
tremendous latitude to the individual but also holds that indi-
vidual responsible for the choices she makes.

In essence, the primary choice made by an individual 
from an existentialist perspective is that of self-determination. 
Th e existentialist must choose whether to defi ne herself and be 
the person she wants to be or to be defi ned by others. One of 
the two will happen—the choice is left  to the individual.

Education can be very much infl uenced by an existential-
ist approach. Th is philosophy seems tailor-made for American 
public schools because we presumably champion individual 
freedom of choice and the development of individual poten-

tial. Yet, the underlying message of school is oft en conformity, teamwork, and the 
greatest good for the greatest number even though that might infringe on the 
freedoms of the individual. Th e emphasis of existentialism on individual self-
fulfi llment lacks the group orientation that is typical of schools today. And cer-
tainly, providing an individualized curriculum for each of the 50 million students 
enrolled in public schools would carry tremendous obstacles.

Smaller-scale private educational agencies might fi nd it easier to advance an 
existentialist approach to education, allowing students to direct their own learn-
ing and pace their own progress. One example of a school based on an existential-
ist perspective is Summerhill, founded in 1921 by A. S. Neill (1883–1973) and still 
in operation today.

It should be noted that some of the best of teaching and learning is exempli-
fi ed by existentialist philosophy. Th e emphasis on refl ection, dialogue, and the 
determination of one’s own point of view are worthwhile exercises. Teachers in 
such a system would put a premium on divergent thinking, open and honest 
discourse, and allowing students to formulate ideas—that could be further 
discussed—rather than imposing ideas on students.

 ■ ■ ■

Idealism off ers us the notion of a universe that exists with its own indisputable 
truths and unchanging ideas. We could be a part of that universe by virtue of the 
mind. Perception of the “real world” was not to be trusted, so rational thinking 
was the key. Realism went on to suggest that the real world provides the evidence 
from which we can come to know universal truths. Th inking is the key, and the 
stuff  of reality is the lock into which that key fi ts to open the way to understand-
ing. Pragmatism comes along and says all that’s fi ne, but what have you done for 
me lately? Th at is, although an independent reality might exist apart from our 
mind, we nonetheless infl uence that reality with our decisions and our actions as 
we live each day. Th e pragmatist insists that though body and mind exist, their 
interaction is part of their mutual existence—the one aff ects the other—so let’s put 
our minds to work to accomplish practical ends. Now along comes existentialism. 

A. S. Neill 
at the Summerhill School.
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Here the bottom line is that the world is what we make of it—no more, no less. 
Reality as you know it depends on you—no universal truths, no immutable ideas, 
no independent universe to speak of, only that which you have come to believe. 
Th e Truth is your own.

Philosophies in Schools
Idealism, realism, pragmatism, and existentialism represent four major philo-
sophical systems. Th ey can infl uence individuals and societies in many ways. As 
we discuss perennialism, essentialism, progressivism, and social reconstruction-
ism, look for the links they have to the four schools of philosophy that we have 
considered.

Perennialism
Perennialism maintains that there are ideas and truths that are, well, perennial. 
Infl uenced both by idealism and realism, the perennialist perspective asserts that 
such ideas have transcended time and remain as vital today as they ever were. 
Th ese themes are prevalent in the great literature of the ages, and provide an in-
sight into the universe and the place of humanity within it. In this view, education 
should represent an organized eff ort to make these ideas accessible to students, 
and to guide their consideration and understanding of those ideas.

Perennialism has been referred to as a culturally conservative perspective 
because it is based on classic works and reveres the foundation laid by tradition. 
Universal truth is unaff ected by pop culture or the circumstances of a given time. 
As an idealist would say, seeking out and understanding that truth is our purpose 
in life. As the realist would suggest, the great works of civilization provide the 
tools for that search. Th ere is stability and constancy in the perennialist approach. 
If you can accept the notion that the more things change, the more they stay the 
same, then the perennialist perspective is one that you may well embrace.

Perennialism as an Educational Philosophy
Perennialism as an educational philosophy poses some very interesting chal-
lenges for American public schools. Ours is a heritage still in process. Despite our 
Western roots, our national complexion is diverse. For a perennialist perspective 
to survive in the 21st century and beyond, it may well be necessary to examine 
the truths of civilizations and societies that have not been “traditionally” included 
in the American portrait.

Nonetheless, perennialism off ers guidelines for the conduct of schools and even 
for the students within those schools. Two of the leading proponents of the peren-
nialist approach in the latter half of the 20th century were Robert Maynard Hutchins 
and Mortimer Adler. Adler’s Paideia Proposal: An Educational Manifesto (1982), 
which pays homage to Horace Mann (equal education for all children), John Dewey 
(education should promote refl ective thinking and skills that will improve a student’s 
life), and Robert Maynard Hutchins (education should draw out the “common hu-
manity” of those being educated), is a fascinating treatment of how a perennialist 
approach could be implemented in the public schools.

Subject matter is at the heart of education for the perennialist: Schools must 
focus on the skills of reading, writing, speaking, and listening, particularly in the 

perennialism The 
perspective that 
certain ideas and 
truths transcend time 
and are prevalent in 
the great literature 
of the ages.
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early grades, so that students will be able to study the great works of literature, 
history, and philosophy in the later grades. Relentless drill-and-practice will 
prepare students for the intellectual challenges that await them. Th e use of 
textbooks and lectures would be severely curtailed as students are engaged in 
seminars and debate. Vocational training would be eliminated. Th e school is 
responsible for the cultivation of mental discipline that aff ords the ability to 
assume a lifelong quest for the truth. Job training, in the perennialist view, is 
the responsibility of an employer.

In Their Own Words
Feature 9.1 Robert Maynard Hutchins

ciate the methods of organization and the duties of 
membership in an organization any more than one can 
deny the importance of physical health and sportsman-
ship. It seems on the face of it a trifl e absurd, however, 
to go to the trouble of training and engaging teach-
ers, of erecting laboratories and libraries, and of laying 
out a program of instruction and learning if, in effect, 
the curriculum is extra and the extra-curriculum is the 
heart of the matter.

…There can be little argument about the proposi-
tion that the task of the future is the creation of a 
community. Community seems to depend on communi-
cation. This requirement is not met by improvements 
in transportation or in mail, telegraph, telephone, or 
radio services. These technological advances are fright-
ening, rather than reassuring, and disruptive, rather 
than unifying, in such a world as we have today. They 
are the means of bringing an enemy’s bombs or propa-
ganda into our homes.

The effectiveness of modern methods of commu-
nication in promoting a community depends on 
whether there is something intelligible and human to 
communicate. This, in turn, depends on the common 
language, a common stock of ideas, and common hu-
man standards. These the Great Conversation affords. 
Reading these books should make a man feel himself 
a member of the species and tradition that these 
books come from. He should recognize the ties that 
bind him to his fellow members of the species and 
tradition. He should be able to communicate, in a real 
sense, with other men.

…Imagine the younger generation studying great 
books and learning the liberal arts. Imagine an adult 
population continuing to turn to the same sources of 
strength, inspiration, and communication. We could 
talk to one another then. We should be even better 
specialists than we are today because we could under-
stand the history of our specialty and its relation to all 
the others. We would be better citizens and better 
men. We might turn out to be the nucleus of the 
world community. 

The following passage is an excerpt 
from The Great Conversation (1952), 
in which Hutchins presents the case 
for a liberal arts education based on 
what are considered the great works 
of literature from the ancient to mod-

ern eras. Following the defense of the liberal arts, he 
and his colleagues laid out a 10-year reading list to 
accomplish their aims. This passage is from Chapter 4: 
The Disappearance of Liberal Education.

The results of universal, free, compulsory education 
in America can be acceptable only on the theory 

that the object of the schools is something other than 
education, that is, for example, to keep the young 
from cluttering up homes and factories during a diffi -
cult period of their lives, or that it is to bring them to-
gether for social or recreational purposes.

These last purposes, those which are social and 
recreational, the American educational system, on a 
very low level, achieves. It throws young people to-
gether. Since this does not take any greater effort than 
is required to pass compulsory school laws and build 
buildings, the accomplishment of this purpose would 
not at fi rst blush seem to be a matter for boasting. Yet 
we often hear of it as something we should be proud 
of, and even as something that should suggest to us 
the main line of a sound educational policy. We often 
hear that bringing young people together, having 
them work and play together, and having them orga-
nize themselves “democratically” are the great contri-
butions to democracy that the educational system can 
make. This is an expansion of the doctrine that was 
popular in my youth about the moral benefi ts con-
ferred on everybody through intercollegiate athletics, 
which was, in turn, an adaptation of the remark dubi-
ously imputed to the Duke of Wellington about the re-
lationship between the battle of Waterloo and the 
playing fi elds of Eton.

No one can deny the value of getting together, of 
learning to get along with others, of coming to appre-
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Essentialism
Have you ever heard someone say that education needs to get back to the basics? 
Th at was a call for an essentialist curriculum. Essentialism is the perspective that 
suggests there are core skills and knowledge that all students should acquire, skills 
that are essential for sustaining our social order. As was the case with perennial-
ism, essentialism seeks to preserve a society’s cultural heritage.

Essentialism emphasizes the training of the mind by virtue of a subject-
centered curriculum. It is a philosophy that came into being during the fi rst half 
of the 20th century when leading educators hotly debated the purpose and future 
course of organized education. Th e most vocal proponent of essentialism at the 
time was William C. Bagley (1874–1946). Bagley and his colleagues fi rmly be-
lieved that the purpose of school was not to change society, but rather to preserve 
it. School should provide a student with the skills to study the culture and under-
stand its traditions. In that regard, essentialism is similar to perennialism as a 
culturally conservative philosophy of education.

But essentialism diff ers from perennialism in distinctive ways. Th e perennial-
ist goal of understanding truths and universal principles takes a backseat to the 
essentialist goal of preserving the culture. Essentialism focuses on academic 
skills. Rather than seminar and dialogue, an essentialist education is focused on 
lecture, memorization, practice, and assessment. Th e early years of schooling 
should be devoted to the learning of skills in reading and computation. Th e later 
years will put those skills to work in studying the people and events that have 
fashioned our culture, our traditions, and the institutions that have arisen within 
our society. Vocational training, social promotion, and course off erings that fail 
to advance the rigorous culture-bound curriculum have no value within this 
philosophical perspective.

Essentialism was a contender in the educational debates of the early 20th 
century and is more than just a footnote in educational history. Th roughout the 
past century and even now in the 21st century, the back-to-basics call has been 
repeated in very strong voices. Th e landmark 1983 report A Nation at Risk
warned of the watering-down of the American public school curriculum. It 

Activity 9.3  Who Is Most Represented 
in a Perennialist Curriculum?

The view of perennialism as “culturally conservative” implies that a particular 
and identifi able culture exists that perennialists wish to conserve.

1.  Working individually or in small groups, construct a defi nition of “American 
culture.” That is, what does it mean to be an American? Your defi nition 
should describe you and all other Americans. You can search online or, better 
yet, check your library for a number of good books about the American cul-
ture such as A School by Every Other Name: Culture X and Public Education 
(Ebert & Studebaker, 2008). However, start by coming up with your own defi -
nition of what the American culture is for you.

2.  In 1952, perennialists Robert Maynard Hutchins and Mortimer Adler selected 
works to be published as the series Great Books of the Western World (http://
www.interleaves.org/�rteeter/gbww.html). In what ways do the books on the 
list support your defi nition of what it is to be American? What sort of books, 
if any, are missing?

essentialism The per-
spective that there 
are core skills and 
knowledge that all 
students should 
acquire.
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recommends a core curriculum for high-school students that includes English, 
mathematics, science, social studies, and computer science.

Th e movement toward essentialism did not end with A Nation at Risk. In 
1988, E. D. Hirsch Jr. published Cultural Literacy. In this work, Hirsch acknowl-
edges the lament of essentialists from 50 years earlier: Schools are failing to pro-
vide instruction in the common culture that binds a nation together, there are 
skills and knowledge that all students should acquire, and the continued failure 
to provide a rigorous and culture-based education will be detrimental to the na-
tion itself. “Th ere is a pressing need,” Hirsch writes, “for clarity about our educa-
tional purposes” (1988, p. 25). Th e message that the essentialist curriculum is a 
curriculum for all students in a democratic society has been argued persuasively 
for nearly 100 years in our nation. As Hirsch (1988) suggests:

Although nationalism may be regrettable in some of its world-wide po-
litical eff ects, a mastery of national culture is essential to mastery of the 
standard language in every modern nation. Th is point is important for 
educational policy, because educators oft en stress the virtues of multicul-
tural education. Such study is indeed valuable in itself, it inculcates toler-
ance and provides a perspective on our own traditions and values. But 
however laudable it is, it should not be the primary focus of national edu-
cation. It should not be allowed to supplant or interfere with our school’s 
primary responsibility to ensure our children’s mastery of American liter-
ate culture. Th e acculturative responsibility of the schools is primary and 
fundamental. (p. 18)

To provide an eff ective essentialist curriculum, teachers need to be subject-
area specialists. Th is is a contrast to the liberally educated teachers called for in 
the perennialist tradition, though very much in keeping with the No Child Left  
Behind Act of 2002 that mandates highly qualifi ed and credentialed teachers in 
each subject area. Th e contemporary emphasis on achievement testing is central 

to the essentialist approach. Similarly, the 
move toward “accountability” of students, 
teachers, and schools falls within the “ac-
ademic rigor” advocated by an essentialist 
philosophy.

Progressivism
Th e educational philosophy of progres-
sivism, more so than that of perennial-
ism and essentialism, needs to be consid-
ered in a very particular cultural context. 
Th e 1800s represented the United States’ 
fi rst “full century” as a nation. During 
that time, the visionary tenets of democ-
racy laid out in the late 1700s were tested 
in many ways, not the least of which was 
the divisive state-against-state struggle of 

the Civil War. Th e nation withstood these internal tests, accepted throngs of im-
migrants, made a dramatic shift  to becoming an industrialized society, and en-
tered the 1900s with an innovative vigor. Th at this same momentum might trickle 
down to the public schools is of no particular surprise.

Progressivism is characterized by 
a child-centered curriculum in 
which the child determines his 
or her own course of study.
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progressivism The 
philosophical focus on 
positive change that 
individuals with vari-
ous educational 
backgrounds can 
provide.
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Th e cultural conservatives had the perspective that the culture “had arrived,” 
and that school was the experience that taught that culture to a new generation. 
Th e progressivists, however, felt that the time was ripe for change. In this phi-
losophy, the focus is on positive change that individuals with a particular educa-
tional background could provide. Change was based on “doing” more so than on 
“knowing,” and on solving problems more so than on passing on the culture as it 
existed. Within the schools, this would mean a shift  from the subject-centered 
perspective of the traditional curriculum to a child-centered approach.

Th e romantic naturalism vein of progressivism stemmed from the work of 
Jean-Jacques Rousseau (1712–1778). Believing that people are basically good and 
are corrupted by civilization, Rousseau advocated an education away from the 
infl uences of the city and in a venue that allowed nature to be the classroom. 
Th e interests of the child would guide the curriculum.

Following the teachings of John Dewey, the progressivists adopted the per-
spective that people learn best from experiences that are meaningful in their lives. 
Talk of disciplining the mind to pursue universal truths is replaced with talk of 
the relevance of life experience. Progressivism had a high regard for the individ-
ual and embraced the pragmatist ideas of a scientifi c method in the development 
of thinking and the solving of problems, scientifi c or otherwise. Th is, combined 
with the acceptance of change, made the progressivist philosophy in education an 
obvious fi t for a changing, developing country with high aspirations. In 1938, 
Boyd Bode, a leading progressive proponent and watchdog in the fi ght to main-
tain a philosophic integrity within the movement, wrote: “Th e emphasis of pro-
gressive education on the individual, on the sinfulness of imposition, and on the 
necessity of securing free play for intelligence, is a refl ection of the growing de-
mand, outside of school, for recognition of the common man” (p. 11).

Progressivism was indeed having an impact on educational thought in the 
United States. It is diffi  cult to say that it ever replaced traditional education, but 
rather it inched its way into the curriculum as the years went by. As you know 
from your own educational experiences, there has been a core of subjects that 
students were responsible for studying. Yet your school likely off ered a far wider 
array of educational opportunities than was standard in the early years of the 20th 
century. However, all was not well within the progressivist camp.

Many versions of progressivism arose, leading to divisions within the move-
ment. Bode became a leading challenger to the progressivist policy of allowing 
children to determine their own curriculum. Th ere were those who argued that 
progressivism was specifi cally preventing children from benefi ting from the 
knowledge that adults possessed and the collective wisdom of the ages. Bode 
(1938) wrote: “[T]he purpose of sound education is precisely to emancipate the 
pupil from dependence on immediate interests. A person cannot remain a baby 
all his life” (p. 63).

Ideally, in a progressive curriculum, one would never hear students ask why 
they had to learn one thing or another; the value of the learning would be 
self-evident. Moreover, as Carlton Washburne (1926), superintendent of the 
Winnetka schools in Illinois, wrote: “Childhood is a beautiful section of life, and 
children should be given a chance for free, full living. . . . We believe in colorful-
ness, coziness, hominess in our classrooms; in an opportunity for spontaneity. We 
want children to want to come to school” (p. 349). Conceptually, all this was 
good. Practically, however, any innovation has to answer to the results, and that 
seemed to be a problem for the progressivist movement, particularly in light of 
the inconsistencies that were developing within the movement.
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Th e progressivists were never successful in fashioning a statement of phi-
losophy that spoke for the entire movement. Th ey did agree on aspects of the 
traditional school that they disliked, such as a textbook-based curriculum, 
teachers as disseminators of information rather than facilitators of thinking, 
and the school’s relative “distance” from the real world. Th ey even agreed on 
some of the things they favored, such as the child-centered curriculum, the 
teacher as a facilitator, and the stimulation of interest through direct experi-
ence. But there was no unanimity for carrying out the philosophy. In the late 
1940s and the 1950s, exceedingly low literacy rates among young men entering 
the military and the Soviet launch of Sputnik served notice that changes 
needed to be made. Th e 1990 report Science for All Americans suggested that 
the school curriculum had become “overstuff ed and undernourished” (p. viii), 
indicating that education had lost precisely the academic rigor for which the 
perennialists and essentialists had argued.

Social Reconstructionism
Social reconstructionism is another product of the educational debates of 
the early 20th century. It is a perspective that specifi cally sees the schools as 
the agency for solving the problems of society. Schools provide the future lead-
ers for the community, state, and nation, and therefore must present a curricu-
lum that prepares students to meet the challenges that lie ahead. With this 
said, it might seem that the social reconstructionists take a proactive approach 
to education, that is, looking toward educating a generation of problem solv-
ers. Th e more accurate statement, however, is that proponents of social recon-
structionism are reacting to the signifi cant social problems that exist today 
(and “today” could have been 75 years ago, or it could be as you read this text 
in the 21st century), and that threaten to unravel our culture and social sys-
tem. Th is represents a very diff erent approach from anything we have dis-
cussed thus far.

As a reaction to socioeconomic inequities, social reconstructionism is not 
really a philosophy. It would be diffi  cult to assign it to any one of the conceptual 
clusters: metaphysics, axiology, epistemology, or logic. Instead, social reconstruc-
tionism seems to be more of an antidote to social problems and uses the schools 
as part of the prescription. However, it does have similarities to other philoso-
phies we have discussed. Th eodore Brameld (1904–1987), an eminent American 
philosopher of education, is credited with codifying the principles of reconstruc-
tionism. Th ough it has obvious similarities to the practical education advocated 
by the progressivists, Brameld suggested that social reconstructionism could also 
be compared with perennialism and essentialism.

Reconstructionist curricula could be considered idealist in that they 
sought to improve the human condition with an emphasis on human dignity 
and the continuing need to restructure a changing society. It also sought to 
remedy social inequities as they exist in the specifi c context of a multiethnic 
culture. Th at sounds much like pragmatism and its educational variants, ex-
perimentalism and progressivism. Social reconstructionism sought to preserve 
cultural heritage while recognizing that the culture is constantly in transition. 
Reconstructionists did not seek to “solidify” a particular cultural identity, as 
the perennialists and essentialists did, but instead sought to make the emerg-
ing culture more equitable for all.

social reconstruction-
ism The perspec-
tive that schools 
are the agency for 
solving societal 
problems.
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From a social reconstructionist perspective, schools were building a caste 
system that favored the wealthy and subjugated the poor. Th e opportunities that 
our country was supposed to aff ord to all were being systematically denied to 
many. Social reconstructionists argued that schools fostered the knowledge and 
skills that empower the most privileged and very much established class distinc-
tions. Such socioeconomic distinctions can be true of private schools almost by 
defi nition, and these schools can legitimately choose to cater to a particular cli-
entele and their desires. However, within the public schools today, we also fi nd 
specialty schools (schools for science and math, schools for the arts, etc.), magnet 
schools, and increasingly, charter schools that may or may not be required to 
meet state quotas for ethnic representation. Th e social reconstructionist perspec-
tive would oppose all of this.

It was the philosopher George Counts (1889–1974) who emerged as the 
leading advocate of social reconstructionism. Th e decade of the Great Depres-
sion made his comments even more poignant in the call to restructure. Th e 
schools, he argued, were being used as the vehicle for socioeconomic stagna-
tion rather than for solving the evident problems of the nation. He implored 
that education “emancipate itself from the infl uence of the [ruling upper 
classes], face squarely and courageously every social issue, come to grips with 
life in all of its stark reality, establish an organic relation with the community, 
develop a realistic and comprehensive theory of welfare . . . and become less 
frightened than it is today at the bogeys of imposition and indoctrination” 
(Counts, 1932, pp. 9–10).

From the social reconstructionist perspective, classroom teachers would have 
an aff ective emphasis and engage students in questions of moral dilemmas as a 
means to understanding the implications of one’s actions. Th is echoes the ideas 
that were off ered by the pragmatists. It is important, however, to remember that 
the reconstructionists maintain an agenda of social reform rather than simply 
fostering problem-solving ability.

step into the classroom
TEACHSOURCE
Video Case 9.1

Philosophical Foundations of American 
Education: Four Philosophies in Action

Go to the premium website and view Philosophical Foundations of American 
Education: Four Philosophies in Action. This is actually a collection of four videos. 
Three will be familiar to you, but one, Critical Theory, is a name we have not 
used. You will notice that it has a ring to it that sounds something like Social 
Reconstructionism, that is, using the schools as the mechanism for solving prob-
lems in the society. After listening to the teacher and her students, consider 
these questions:

 1.  Did you fi nd one that seemed “comfortable” with your way of thinking? 
Which one? What appeals to you about that philosophical perspective?

 2.  The perspectives you’ve seen can characterize individual teachers, particular 
schools, or even entire districts. Thinking in broad terms, should a particular 
philosophy characterize all of public education in the United States? If so, 
which one and why? If not, what do you see as the benefi t of differing phil-
osophical perspectives throughout the nation?
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Psychology: The Pragmatics of Philosophy
Th e practical expression of a philosophy is in terms of behavior. Th at is, because 
people’s thoughts can’t be seen, their beliefs or philosophy become evident by the 
way they behave. Th us, we off er three educational perspectives from psychology 
that have roots in philosophy: behaviorism, humanism, and constructivism. Each 
has had, and in many regards still has, a signifi cant impact on education in the 
United States.

Behaviorism
John Watson (1878–1958), an infl uential American psychologist, suggested the 
following: “Give me a dozen healthy infants, well-formed, and my own specifi ed 
world to bring them up in and I’ll guarantee to take anyone at random and train 
him to become any type of specialist I might select—doctor, lawyer, artist, 
merchant-chief, and yes, even beggar-man and thief, regardless of his talents, 
penchants, tendencies, abilities, vocations, and race of his ancestors” (1924, 
p. 82). As far as we know, no one ever took him up on his off er; nonetheless, the 
claim was not one to be dismissed out of hand. Th ere seemed to be something to 
the whole notion of behaviorism.

Roots of Behaviorism
Th e roots of behaviorism are in the work of Ivan Pavlov (1848–1936) in the early 
1900s. Pavlov was conducting experiments involving the digestive system in dogs 
when he came upon an interesting turn of events. He found that he could cause 

the dogs to salivate (a refl ex action) without actually providing 
them with any food. He did this by fi rst repeatedly pairing the 
stimulus for salivation (i.e., feeding the dogs) with the ringing of 
a bell. Eventually, he could simply ring the bell and the dogs 
would salivate. He had conditioned the dogs to respond to a 
stimulus that does not ordinarily cause the refl exive response. 
Th e procedure was therefore called refl exive conditioning.

Of course, in schools we do not teach refl exive responses to 
students because they are, aft er all, refl exes. Th us, refl exive con-
ditioning (also known as “classical conditioning”) was not of 
much use in the educational setting. Despite Watson’s claims 
of being able to utilize conditioning procedures, conditioning 
did not fi nd a place in school until B. F. Skinner (1904–1990) 
provided a variation to classical conditioning that was useful in 
education. However, classical conditioning did fi nd a lucrative 
place in the world of advertising.

Skinner’s version was known as operant conditioning because 
the individual’s behavior “operated” on the environment. In this 
perspective, learning involves reinforcements. Th at is, an indi-
vidual or an animal will perform a particular behavior depending 
on the consequences of that behavior. If the behavior brings some 
sort of reinforcement—something the person wants—the proba-
bility of the behavior being repeated is increased. From a strict 

B. F. Skinner.
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behaviorism The per-
spective that since 
behavior is caused, 
altering the sur-
rounding circum-
stances alters the 
behavior.
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Activity 9.4 Behaviorism in the Contemporary Classroom

Behaviorism is very much evident in contemporary classrooms. For many years, 
a variation of behaviorism, behavior modifi cation, has been used for class-

room management purposes.

1.  Observe a classroom in a local school (or use one of your own classes if you 
don’t have access to a PreK–12 classroom) and watch for examples of be-
haviorist techniques. Does the teacher use reinforcements for good behav-
ior or performance? What types of reinforcements (e.g., praise, points, 
privileges, “free time”) are used? Would you say the practice is effective? 
Why or why not?

2.  What is your opinion of trading instructional time for desired behavior? That 
is, should teachers provide “free time” (or let classes out early) because the 
student(s) behaved well? What about the reverse: could teachers make 
additional instructional time a reinforcement? How?

F I E L D  O B S E R V A T I O N

humanism A philoso-
phy that emphasizes 
the value and mean-
ing of education 
rather than the mere 
dissemination and 
acquisition of facts.

Skinnerian perspective, the only reason that people do things is to receive 
reinforcement—no reinforcement, no behavior (desired behavior, that is). Th e 
tricks are in selecting the appropriate reinforcer for the particular individual, and 
deciding whether you are going to manipulate the behavior in your environment 
or the environment is going to manipulate your behavior.

Behaviorism in the Classroom
Teachers using a behaviorist approach would avoid punishing children at all 
costs. Instead, children are reinforced for appropriate behaviors and not rein-
forced for inappropriate behaviors. Th ose reinforcements may initially take the 
form of extrinsic rewards such as gold stars, praise, treats, or items selected 
from the “treasure box.” Th e goal, however, is to gradually replace the extrinsic
rewards for intrinsic rewards. Intrinsic rewards are feelings of accomplishment 
from a job well done or personally recognizing that one has learned or achieved 
to a high level.

Unfortunately, the extrinsic-reward aspect is one that teachers tend to lean 
on. Th e result is a student who works only for the extrinsic reward. Th e teacher 
who begins the year with her elementary students making trips to the treasure 
chest is unsuccessful, from a true behaviorist perspective, if the treasure chest is 
still in use in May.

Humanism
Among the outside infl uences that contributed to the demise of behaviorism was 
the emergence of humanism as a psychological perspective. Whether the ma-
nipulative nature of behaviorism led to the rise of humanism or whether behav-
iorism simply succumbed to changing social attitudes is a debate that could go 
on for many years to come. What is interesting is that schools seem to be evolv-
ing a combination of the two. Computers have allowed many eff ective applica-
tions of programmed instruction, which are based on behaviorist principles. 
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Simultaneously we see increased eff orts toward “character education,” which is 
clearly humanistic.

Humanism in the Classroom
Humanism as a psychological perspective is very much tied to the 20th century. 
Th e psychologist Carl Rogers (1902–1987) popularized the term client-centered 
counseling, referring to a form of psychotherapy in which clients talk their way 
through the problems they face. Th at is, through skillful questioning and guid-
ance by the psychotherapist, clients fi nd their way to the source of their confl icts 
and then to a solution. Borrowing from this perspective, education adopted a 
“student-centered” approach to teaching and learning in which teachers necessar-
ily see a classroom of individuals, each with unique needs and desires. Teachers 
seek to meet these needs by using traits described by Rogers (1961, 1962):

Unconditional positive regard—Th e teacher accepts students for who they 
are without judgment or preconceived opinions.

Empathy—Th e teacher is able to see situations from the students’ points 
of view.

Genuineness—Th e teacher treats students with sincerity and honesty.

Th e classic representation of humanism has been that of Abraham Maslow’s 
Hierarchy of Needs (1954). Maslow asserts that human beings are motivated to 
meet a series of needs (Figure 9.2). Arranging those needs in a pyramid model, 
he suggested that our most basic needs are at the lower levels of the pyramid. 
Th ese defi ciency needs include such things as shelter, food, and clothing. Th e next 

Self-
Actualization

Needs

Aesthetic Needs

Need to Know
and Understand

Self-Worth and Self-Esteem Needs

Love and Belongingness Needs

Safety and Security Needs

Physiological NeedsFigure 9.2
Maslow’s Hierarchy of Needs.
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level up is that of safety, and above that are the needs for a sense of belonging and 
self-esteem. Unless these needs are met, the individual is unable to move on to 
satisfy higher-level growth needs. In the context of the hierarchy, a child who is 
hungry or who feels unsafe is simply not concerned about learning lessons in 
school. For that reason, schools off er breakfast programs, free and reduced-price 
lunch programs, aft er-school programs, and so forth.

As a classroom teacher, you may oft en be lulled into seeing a sea of faces 
rather than a collection of individual human beings, each with his or her own set 
of life infl uences. Certainly it is easier for a teacher to approach instruction on a 
“class” basis rather than addressing the needs of 20 or more individuals. From the 
humanist perspective, however, they are indeed each unique individuals.

Constructivism
Constructivism emerged in the 20th century with potential for the way in which 
schools might facilitate learning. As a philosophy, it represents an epistemology, 
an explanation of how people come to know what they know. John Locke sug-
gested that people came into this world as a blank slate, and that experience was 
the source of the knowledge that would subsequently be written across that slate. 
Constructivism builds on that idea.

However, unlike a blank slate onto which discrete bits of knowledge are 
added, the constructivist perspective suggests that people actively “build” their 
knowledge as new experiences are related to the previous experiences. Th us, new 
knowledge is a combination of one’s previous knowledge and the current experi-
ence. For instance, your impression of the course in which you are enrolled will 
be infl uenced by your experiences in other courses. Is this one better, more chal-
lenging, more interesting? Th e answers will depend on your personal experi-
ences. It would be diffi  cult for you to consider this course completely without 
reference to other course work you have done. We use experience to construct our 
knowledge. It is obvious, then, that constructivism might work very well with a 
philosophy such as pragmatism that puts a premium on human experience.

From a psychological point of view, constructivism borrows heavily from 
the work of Jean Piaget and of Lev Vygotsky. From Piaget comes the idea of an 

Constructivism emphasizes let-
ting students interact with ma-
terials to construct knowledge 
through experience.
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constructivism The 
perspective that stu-
dents “build” their 
knowledge as new 
experiences are 
related to previous 
experiences.
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ever-expanding and dynamic knowledge base as individuals learn more and 
more. For Piaget, this is accomplished by the processes of assimilation and ac-
commodation. From Vygotsky we have the idea of learning as an exercise in 
social interaction. Th ere is a give-and-take because information acquired from 
another individual has been “fi ltered” by that person’s unique set of experi-
ences and prior knowledge.

Constructivism in the Classroom
In practice, constructivism means that teachers must be aware that they are 
not just transferring information from one source (themselves) to a target (the 
students). Rather, whatever a teacher says can likely be interpreted in as many 
diff erent ways as there are students in the class. It is therefore necessary that 
teachers take great care in the design and presentation of lessons to guide a 
student’s progress toward a particular concept. It is just as important that 
teachers use frequent formative assessments to determine how the students 

Table 9.2 Outline of Philosophers and Their Philosophies

Idealism

Socrates (469–399 BC)
Plato (427–347 BC)
St. Augustine (AD 354–430)

René Descartes (1596–1650)
George Berkeley (1685–1753)

Realism

Aristotle (384–322 BC)
St. Thomas Aquinas (1225–1274)

Francis Bacon (1561–1626)
John Locke (1632–1704)

Pragmatism

Charles Sanders Peirce (1839–1914)
William James (1842–1910)

John Dewey (1859–1952)

Existentialism

Soren Kierkegaard (1813–1855)
Friedrich Nietzsche (1844–1900)

Jean-Paul Sartre (1905–1980)

Perennialism

Robert Maynard Hutchins (1899–1977) Mortimer Adler (1902–2001)

Essentialism

William C. Bagley (1874–1946) E. D. Hirsch, Jr. (1928– )

Progressivism

Jean-Jacques Rousseau (1712–1778) John Dewey (1859–1952)

Social Reconstructionism

George Counts (1889–1974) Theodore Brameld (1904–1987)

Behaviorism

Ivan Pavlov (1848–1936)
John Watson (1878–1958)

B. F. Skinner (1904–1990)

Humanism

Carl Rogers (1902–1987) Abraham Maslow (1908–1970)

Constructivism

Lev Vygotsky (1896–1934) Jean Piaget (1896–1980)
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We have considered more than a dozen philosophical 
perspectives and their variants that infl uence the 
work of professional educators. We wish to empha-
size to you the importance of considering what your 
philosophical perspectives are on the role of schools 
and teachers in the development of young and im-
pressionable minds.

  1.  Metaphysics is the branch of philosophy that con-
siders questions about the physical universe.

  2.  Axiology is concerned with the study of values, 
and in particular with two aspects: ethics and aes-
thetics. Ethics focuses on the ideas and beliefs that 
are valued by a society in a moral sense. Aesthetics 
is concerned with the appreciation of beauty and 
the determination of what constitutes beauty for a 
given society.

  3.  Epistemology is the branch of philosophy that 
explores understanding or knowing. Th us, it is 
the study of the nature and origin of truth and 
knowledge.

  4.  Logic is concerned with the rules of reasoning.
  5.  Idealism is the philosophy of ideas. Its underlying 

theme is that the only true reality is that of ideas.
  6.  Realism is a philosophy that explores what physi-

cal matter can tell us about ideas rather than as-
serting only ideas exist.

  7.  Pragmatism, meaning “work,” is based on the no-
tion that ideas must serve a useful purpose.

  8.  With an existentialist perspective, we shift  from an 
emphasis on the mind understanding the universe 
to an emphasis on the mind creating the universe. 

Th e existentialist notion refers to the existence of a 
universe of your own making.

  9.  Th e perennialist perspective asserts that certain 
ideas have transcended time and remain vital 
today. Education should represent an organized 
eff ort to make these ideas accessible to students.

 10.  Essentialism is a perspective that suggests there are 
core skills and knowledge that all students should 
acquire for sustaining our social order.

 11.  Progressivist philosophy focuses on positive 
change, that is, a change for the better, that indi-
viduals with a particular educational background 
could provide. It is based on “doing” more than on 
“knowing,” and on solving problems more than on 
preserving the culture as it exists.

 12.  Social reconstructionism is a perspective that spe-
cifi cally sees the schools as the agency for address-
ing the problems of society.

 13.  Behaviorism suggests that human beings respond 
to the reinforcements that they fi nd, or do not fi nd, 
in their environment. A behaviorist would charac-
terize learning as a relatively permanent change in 
behavior.

 14.  Humanism is a perspective that focuses on the in-
trinsic worth and the individual dignity of all hu-
man beings.

 15.  Th e constructivist perspective suggests that people 
actively “build” their knowledge as experiences are 
processed relative to their previous experiences. 
New knowledge results from combining previous 
knowledge with the current experience.

324  UNIT III: The Institution of Education

have processed a given lesson. As Bentley, Ebert, and Ebert (2007) point out, 
“By acknowledging the personal nature of ‘sense making,’ a constructivist ap-
proach to education provides the teacher with considerable insight about what 
students know as they enter the classroom, what occurs during instruction, 
and how to account for the eventual outcomes of instruction” (p. 35). Teaching 
from this perspective can be a fascinating experience for you as it aff ords the 
opportunity to stimulate student thinking and then watch as students make 
meaningful connections between the lesson and their own experiences. You 
will, in a very real sense, be witnessing the construction of new knowledge.

Conclusion
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Religious Orientation
Parents’/Guardians’ 
Expectations of Schools

Child’s Appreciation 
of Art/Beauty

Davon
Davon does not attend church. Davon’s mother expects the school to 

be the teacher and the parent. She ex-
pects the school to provide him with a 
change of clothes when he is dirty and 
a bed when he is sick and needs to rest.

Davon seems to appreciate the 
artwork he views in picture 
books. He tries to imitate such 
works in his own illustrations.

Andy 
Andy attends a local Protestant 
church with his grandparents. 
He does not discuss his church 
life unless asked. There has been 
no confl ict between his religious 
and school educations.

Andy’s grandparents seem to expect 
only that he be happy in school. His 
progress reports have shown that he is 
struggling with reading and has behav-
ior problems. Though his grandmother 
expressed concern about his being pro-
moted to fourth grade, she has not 
made contact with his teachers on her 
own accord. Although Andy’s grandpar-
ents are actively involved in their 
church, their disassociation with Andy’s 
day-to-day struggles and achievements 
in school suggest that they are indiffer-
ent to his success.

Because Andy needs kinesthetic 
opportunities during the day to 
think and learn, he might be ex-
pected to be attracted to the 
arts. Surprisingly, he shows little 
interest in drawing. When he 
does draw, he does not like to 
color. Many students use color 
to hide what they did not in-
clude in their drawings. He will 
give only cursory attention to il-
lustrations when doing a picture 
walk through a story to help 
with prediction opportunities 
before reading.

Judith
Judith’s mother was raised 
Catholic and her father Baptist. 
Judith does not make overtly 
religious comments at school 
other than referencing where 
“bad people go,” or that it is 
sinful to lie or steal.

Her parents accept the school as the au-
thority on what is to be taught and 
how. They do not have particularly high 
expectations of their daughter and thus 
attribute her lack of progress to Judith 
rather than to the school.

Judith would say that any pic-
ture is “art.” There has been no 
outward appreciation of artistic 
beauty. She mentioned that she 
liked the classical music played 
during one of her classes (not a 
music class). She thought it was 
“peaceful.”

Tiffany
Although her parents practice 
Roman Catholicism, Tiffany has 
recently pronounced that she is 
an atheist. This has just occurred 
during her sixth-grade year. 
Tiffany is very outspoken about 
this belief and will tell anyone 
when and where she deems 
appropriate.

Tiffany’s parents expect her to respect 
students, teachers, and the school in 
general. They have taught her that edu-
cation is the number one priority, and 
expect her to attend college and be-
come a professional.

Tiffany will remark when an art-
work appears to be pretty, col-
orful, or impressive. However, 
art is not a huge interest of 
hers, and she will not focus on 
this topic for a long period.

Key Terms
metaphysics
axiology
epistemology
logic
idealism
realism
pragmatism
existentialism

perennialism
essentialism
progressivism
social reconstructionism
behaviorism
humanism
constructivism

Case Studies in Education
Enter the information from the table below into the 
Educational Record for the student you are studying.

[continued on next page]
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 1.  How do you think the religious beliefs of the child 
in your case study would aff ect what you will do as 
a classroom teacher? Will you have to learn more 
about a particular religion? Or is it the case that you 
can conduct classes completely free of any religious 
infl uence over the curriculum or perspectives that 
you bring to class?

 2.  Given the parents’ expectations of the school, will 
there be any confl ict with the way you feel your stu-

dents should be educated? Are there any subjects 
that would be better left  unaddressed (e.g., evolu-
tion or the recognition of particular holidays)?

 3.  How will this child’s appreciation of art/beauty be 
broadened in your class? How will your own appre-
ciation of art/beauty become a part of the education 
that you provide to this child?

Religious Orientation
Parents’/Guardians’ 
Expectations of Schools

Child’s Appreciation 
of Art/Beauty

Sam
Sam’s religious orientation is not 
known. There is no evidence 
that religion has affected his 
perspective in school.

Sam’s mother expects the school to ed-
ucate her son and to help him reach his 
potential academically. She also expects 
the school to model the values that she 
has taught Sam—honesty, fairness, re-
sponsibility, pride in one’s accomplish-
ments, and good citizenship.

Sam has taken no art classes in 
high school, nor has he had any 
exposure to art. He has, how-
ever, demonstrated an interest 
in and appreciation of music, as 
evidenced by his participation in 
concert choir for three years.

Bao
Bao’s parents and family are 
Buddhist; Bao accompanies 
them to temple and follows 
Buddhist ceremonies. Though 
she would identify herself as a 
Buddhist if asked, her religion is 
more cultural than personal and 
does not inform her decisions.

It would never occur to Bao’s parents to 
question the school or the teachers. 
They assume that respect, diligence, 
and excellence are being taught, and 
Bao’s excellent record gives them no 
reason to question this.

Like many of her peers, Bao re-
spects (is, in fact, seduced by) 
mainstream portrayals of beauty, 
so her appreciation of art stems 
from the physical beauty of the 
subject, rather than the skill of 
the artist. She is disinterested in 
art that does not have people in 
it; the “artwork” on her walls at 
home comes mostly from maga-
zine pages.
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Designing the School of the Future
 1.  Th e school of the future that you design will have an 

underlying philosophy. You can either put it in 
place, or it can “evolve” based on the curriculum 
you adopt, the people you employ, and the perspec-
tives of the families you serve. In either case, you 
have to make a decision. From a philosophical per-
spective, what should your school of the future seek 
to accomplish?

 2.  Having answered question 1, you can now deter-
mine which philosophy or collections of philoso-
phies would provide the structure for accomplish-
ing your goal. Will you focus on a study of the real 
world? Will your school be the mechanism for solv-
ing social problems? Does your school feel that our 

culture has “arrived,” or is it still in progress? Con-
struct a statement or explanation of your school’s 
philosophical theme that you could present to a 
parent who asked about the philosophy of the 
school.

 3.  Finally, how will you establish the school to meet 
those goals? For example, will teachers of a similar 
philosophy be hired to work here? Will there be a 
program within the school that tries to develop the 
philosophy or culture of the school much as athletic 
teams try to build a common bond among team-
mates? How will your school’s philosophy be able to 
adapt to changing times and to the people who are 
served by the school?
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Praxis Practice
Many states will require that you successfully com-
plete the Praxis Series of examinations to qualify for 
certifi cation. One or more of those tests will be 
subject-area tests. Another, which has a more practi-
cal orientation, will be the Principles of Learning and 
Teaching (PLT) examination that is appropriate for 
your certifi cation area.

Completing the Quick Check quizzes for Chapter 9 
in the Unit Workshop will give you practice with the 
multiple-choice format of the PLT. Th e Case Studies in 
Education and Designing a School of the Future activi-
ties will help prepare you for exercises that require 
reading a scenario and answering questions about what 
you might do in such a situation.
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10

Your Chapter Study Guide
• Here are the major themes you will encounter in this 

chapter:

1.  There are distinctions between morals, ethics, and 
laws, and how they apply to you as a teacher.

2.  Education has been heavily infl uenced by legislative 
acts throughout our nation’s history.

3.  The courts attempt to balance the rights of the 
individual and the good of the society at large.

• Preview Read the chapter headings; look at any 
fi gures, tables, and activities; and read through the 
items in the conclusion.

Activity 10.1: If Not Now, When?

Activity 10.2:  Field Observation Activity—Should All 
Teachers Affi rm an Oath of Ethical 
Conduct?

Activity 10.3: Go Online! Researching Federal Law

Activity 10.4:  Go Online! Researching Court Rulings 
Concerning Education

TeachSource Video Case 10.1 Legal and Ethical 
Dimensions of Teaching: Refl ections from Today’s 
Educators

TeachSource Video Case 10.2 Foundations: Aligning 
Instruction with Federal Law

• Read Now read through the chapter. Mark or high-
light information that you consider to be especially 
important or about which you have a question.

• Refl ect Refl ect on this question as you read:

What are the different roles of federal, state, 
and local governments with regard to education?
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Ethics in Education 
and Matters of Law

_____  Public Law 78-346—
The Servicemen’s 
Readjustment Act

_____ Lau v. Nichols

_____  The Buckley 
Amendment

_____  Public Law 94-142 
(renamed IDEA in 1990)

_____  Brown v. Board 
of Education

_____  Title IX of Public Law 
92-318—The Education 
Amendments of the 
Indian Education Act

_____ Ingraham v. Wright

A. Provided for a free and appropri-
ate education for all children 
ages 3 to 18 with handicaps

B. Overturned the ruling that “sepa-
rate but equal” schools for mi-
norities were constitutional

C. Decided that the use of corporal 
punishment in the schools was 
not a violation of the Eighth 
Amendment (the injunction 
against cruel and unusual 
punishment)

D. Greatly increased college and 
university enrollment, particu-
larly among minorities

E. Prohibited sex bias in public ele-
mentary and secondary schools 
(this had a profound effect on 
athletics)

F. Required that non-English–
speaking students be provided 
special instruction to ensure a 
good education

G. Protects students (like you) from 
having their grades or records 
disclosed except when there is a 
“need to know”

Ice Breakers

Are You Legal?
Your life as a student has been, and your career as a teacher will be, af-
fected by many legislative acts and legal decisions. Here are a few exam-
ples of what you will fi nd in this chapter. Try matching the act or the 
Supreme Court decision with its explanation.
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Check your answers with the following scoring key to see how you did. 
These decisions represent some of the major legislative acts and decisions 
that should be part of your background knowledge of the profession. You 
will read about many more, together with other infl uences on the curricu-
lum, in this chapter.

  D    Public Law 78-346— Greatly increased college and
The Servicemen’s university enrollment, 
Readjustment Act  particularly among minorities

 F  Lau v. Nichols  Required that non-English–
speaking students be provided 
special instruction to ensure 
a good education

 G  The Buckley Amendment  Protects students (like you) from 
having their grades or records 
disclosed except when there 
is a “need to know”

 A   Public Law 94-142  Provided for a free and
(renamed IDEA in 1990)  appropriate education for all 

children ages 3 to 18 with 
handicaps

 B  Brown v. Board of Education  Overturned the ruling that “sep-
arate but equal” schools for mi-
norities were constitutional

 E   Title IX of Public Law 92-318— Prohibited sex bias in public
The Education Amendments  elementary and secondary
of the Indian Education Act  schools (this had a profound 

effect on athletics)
 C  Ingraham v. Wright  Decided that the use of corporal 

punishment in the schools was 
not a violation of the Eighth 
Amendment (the injunction 
against cruel and unusual ■

Introduction
If you want a chapter about the big ideas that have engaged human thinking for 
centuries, this is the chapter for you. Despite the emphasis that schools place on 
reading, writing, and arithmetic (the explicit curriculum discussed in Chapter 5), 
schools refl ect and perpetuate the values of the communities where they operate. 
Th e schools teach implicit messages of order and cooperation, and have the goal 
of educating law-abiding citizens. Now we will look at how moral beliefs lead to 
a sense of ethics, which become codifi ed for the society as laws, and which then 

Education, then, beyond all 
other devices of human origin, is 

a great equalizer of the 
conditions of men—the balance 

wheel of social machinery.

—Horace Mann (1848)
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empower citizens both with rights and responsibilities. In addition, we will spend 
time discussing the tenuous balance between church and state as it applies to 
education.

Th is chapter will also provide you with something not oft en found in Intro-
duction to Education textbooks. Rather than just presenting case law as exam-
ples in our discussions of how the law aff ects teachers and students, we provide 
you with an annotated listing of major federal legislation that concerns educa-
tion. Many of these laws have aff ected your schooling, though you may never 
have known it. We follow the section on legislation with an annotated discus-
sion of challenges to the law. It is the responsibility of the U.S. Supreme Court 
to be the fi nal arbiter and interpreter when people or institutions question what 
the law intends. As with legislation, the decisions of the Supreme Court also 
aff ect the work of teachers across many dimensions of the educational enter-
prise. We don’t expect that you will be required to memorize all of these laws 
and cases (maybe some of them). However, we do believe that you will form a 
stronger foundation as a professional teacher if you are aware of these signifi -
cant infl uences on the work of teachers. We hope that you will fi nd these sec-
tions fascinating and illuminating.

Ethics
Chapter 9 discusses a branch of philosophy known as axiology, which is the 
study of values. Ethics, as you will recall, was one aspect of axiology (aesthetics 
was the other). In particular, we indicated that a study of ethics focuses on the 
ideas and beliefs that are valued by a society in a moral sense. Morals, for a 
society, represent a collective view of what is right and wrong, whereas ethics 
represent the code of conduct for abiding by that view. You may have your own 
morals and ethics, but they are likely infl uenced greatly by those of the society 
in which you live. Because of that variation from one individual to the next, 
societies typically write laws that clearly specify behaviors that are and are not 
acceptable. In essence, laws seek to iron out the ethical diff erences that might 
exist between people. Law does not mandate that you accept the social version 
of appropriate behavior, but you are expected to abide by that version if you 
are to live in that environment. For all people, some sort of ethical standard, 
some code of ethics, guides their behavior—particularly in this social sense. 
For teachers, this is an even more important matter because morals, ethics, 
and laws are a prominent part of their work—and their lives away from work—
every day.

You as an Ethical Person
As a college student, you are not expected to have adopted or defi ned a profes-
sional code of ethics; so, a discussion of professional ethics right now would be 
premature. You are, however, you, and you have ethical beliefs that characterize 
the person you are. Let’s take a moment to consider some of those beliefs. Please 
keep in mind that we are not trying to convince you to adopt a particular ethical 
perspective—that’s for you to decide—but simply want to provide you with an 
opportunity to examine your own ethical standards more closely.
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Articulating Your Beliefs
Do you have a code of ethics? Could you articulate it if asked to do so? Not sur-
prisingly, students frequently have diffi  culty answering. Th at’s not because they 
are unethical people, but simply because they have not taken the time to examine 
the principles that guide their lives. And for most people, and for most of the 
time, it can be left  that way. Th ey have a “sense” for their ethical standards but 
typically don’t need to explain it to others. Yet, in a 2008 study of 29,000 high 
school students, 93 percent said they were satisfi ed with their personal ethics and 
character, while at the same time, 30 percent of them admitted to stealing during 
a 1-year period, 42 percent indicated they’d lied to save money, and 64 percent 
said they had cheated on a test (“Ethics of American Youth—2008 Summary,” 
2008). Ethics is a serious matter, and for teachers, morals and ethics are not only 
a personal concern but a community concern as well.

Although there are many moral issues that could be discussed, let’s look at 
three that can have an impact on your personal life, as well as your life as a 
teacher. Consider your ethical viewpoint for each of these moral matters: honesty, 
the humane treatment of others, and loyalty.

Honesty If you value honesty, you are not one of those students who down-
loads term papers and turns them in as your own or who pays someone to write 
them. Th e morality of the question is clear: It would not be right to do so. Th e 
“law” of the issue is clear as well—no doubt your institution does not condone 
plagiarism. But it’s the ethics of the matter that gets sticky. Suppose a friend of 
yours did download a term paper and submit it as his own. What does your code 
of ethics tell you to do? Should you say nothing? Attempt to prevent him from 
submitting the paper? Turn him in? Your personal code of ethics will direct the 
action—or nonaction—that you take.

Humane Treatment of Others Questions of how you treat others have an 
ethical component. In your circle of friends and acquaintances, perhaps even 
within your Introduction to Education class, do you respond to diff erent people 
in diff erent ways? Sure you do. But if the humane treatment of all people is im-
portant to you, you likely do not make fun of people who seem to be diff erent 
from you, and you do not use language that denigrates groups of people or indi-
viduals. And though you certainly like some people more than others, you do not 
allow your preferences to be translated into favoritism on one hand and dis-
crimination on the other.

As with our example of honesty, the moral issue is fairly clear, and even with-
out reading the rest of this chapter, you know that there are laws that apply to this 
concern as well. But how about your ethical approach? Have you ever made a 
disparaging comment to a friend about someone with whom you’d had a dis-
agreement? Have you ever not helped someone because he was not your “type” of 
person? We are mentioning this not to admonish you for any possible misdeeds 
in your past, but because as a teacher you are going to face a diverse group of 
students in your classes. It will be the strength of your ethical principles that en-
sures all of them will get the best you have to off er.

Loyalty Would you include loyalty as something of importance to you? If so, 
you are not a person who is known as a “fair-weather friend” and thus abandons 
a friend in need. Rather, you are one who can be counted on “through thick and 
thin.” Families, churches, and schools attempt to teach the lessons of loyalty. But 
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what if you know that what is happening is a bad course of action? Does loyalty 
have an ethical limit? For instance, suppose a group of your friends conspires to 
play a trick on someone with whom you, but not the rest of the group, are friends. 
In this simple example, where do your loyalties lie, and how do you justify your 
disloyalty to the other person or group? You would make a decision one way or 
the other if you were in this situation, and it would be your code of ethics that 
infl uenced which way that decision went. Activity 10.1 gives you an opportunity 
to think about this in some greater depth.

Activity 10.1 If Not Now, When?

When is the best time to think deliberately about your own code of ethics? 
How about now? If not now, when? A topic like this (seemingly simple but 

really very serious) is so easy to set aside. Do yourself a favor and think about it 
for a few minutes. You need not solve the problems of the world, but at least give 
yourself 5 or 10 minutes to consider where you stand on moral questions.

We have provided three topics to get you started: honesty, humane treat-
ment of others, and loyalty. Add just two more to the list for this exercise. Perhaps 
your class can decide what the two other topics should be. Without discussions 
with others, write down a statement after each topic that summarizes your per-
spective on the topic. No clichés allowed (e.g., “honesty is the best policy”)—if 
that’s the best you can do, you’re not ready for this exercise. What you should try 
for is a statement that explains who you are as a person so that someone else 
would know what to expect from you in a challenging situation. For example, you 
might write, “Loyalty is more important to me than right or wrong because being 
true to a friend is always right.”

If you put enough thought into this, perhaps you will be willing to let your 
statements begin a class discussion leading to a code of ethics.

1. Honesty 

   

   

   

2. Humane treatment of others 

   

   

   

3. Loyalty 

   

   

 4.  

   

   

5.  
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You as an Ethical Teacher
We mentioned that we had chosen honesty, the humane treatment of others, and 
loyalty for our examples because they play so heavily both in one’s personal life 
and in the life of a teacher. You can likely understand how these three could be 
important in the educational setting. You will fi nd yourself modeling these traits 
as part of what you teach to your students. (Do you recall our discussion of the 
“hidden curriculum” in Chapter 5?) You will also fi nd that these three moral 
concerns will characterize your interactions with colleagues, administrators, and 
others (e.g., parents) with whom you interact in your professional capacity.

Teachers Occupy a Position of Infl uence
One of the reasons that strong moral and ethical character is important for teach-
ers is that teachers occupy positions of tremendous infl uence (Halverson, 2004). 
No matter what grade level you choose to teach, what you say and do will have a 
defi nite impression on the students with whom you work. Th e young children 
will think that you simply know everything—because, aft er all, you are the 
teacher. Among the older children, some will consider you to be the source of 
wisdom in their world. Being in a position of authority in the classroom, being 
the person who evaluates the work and behavior of students, and who assigns 
grades that determine a student’s future, brings with it not only a responsibility 
but the need to understand how pervasive your infl uence and impact can be. 
Whether you’ve gotten around to articulating your personal and professional eth-
ics, they will be on display for a wide audience each and every day.

On Being an Ethical Teacher
We cannot provide you with a checklist to follow that will make you an ethical 
teacher. And that’s not such a bad thing, because if we could, we would really just 
be handing you a list of rules—laws—that would essentially tell you who to be 
rather than allowing you to be the individual that you are. Your school will have 
rules, there’s no doubt about that, but an ethical teacher is one who understands 
what rules accomplish for people and how to apply those rules in situations that 

Ethical teachers are caring, 
humane, honest, and loyal.
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step into the classroom
TEACHSOURCE
Video Case 10.1

Legal and Ethical Dimensions of Teaching: 
Refl ections from Today’s Educators

Go to the premium website and view Legal and Ethical Dimensions of Teaching: 
Refl ections from Today’s Educators. We have defi ned morals in a society as a col-
lective view of what is right and wrong. Ethics are the codes of conduct we use 
to protect our moral standards. Yet, ethics are not laws, which clearly specify 
behaviors that are and are not acceptable. The result is the dilemma of walking 
that fi ne line between morals and laws with regard to our conduct throughout 
the day. This video brings up fi ve issues but does not offer a particular resolution 
for any of them. After listening to these professionals, consider these questions. 
This is a good opportunity for discussion with your professor and classmates.

 1.  What would you consider to be the ethical action in each situation?

 2.  Do you believe each of the ethical actions would be legally defensible?

come with their own unique circumstances. Joyce Garrett (2006) prefers to con-
ceptualize it in terms of four characteristics of an honorable teacher:

• Teachers of honor care about humanity. Th ey are good listeners and 
communicators who embrace the needs of others before their own.

• Teachers of honor live by the credo “Who dares to teach must never 
cease to learn.” Th ey continuously engage in the scholarship of their 
discipline and bring their own sense of curiosity to the classroom, 
thus establishing safe environments for student inquiry.

• Teachers of honor give back to their professional and civic communi-
ties. Th ey mentor, take leadership roles, continue their professional 
development, and take the spirit of giving into their classrooms and 
community-based projects.

• Teachers of honor work hard. Th ey work diligently to guarantee that 
all students have equal access and equal opportunity, and they devise 
ways to engage all learners in meaningful endeavors.

As you can see, this certainly is not a list of rules. Rather, it is a description of 
the behaviors that we might expect from a teacher whose ethical code of conduct 
stems from a moral conviction about the responsibilities inherent in being a pro-
fessional educator.

Code of Ethics for the Teaching Profession
Now that we have discussed ethics from a personal perspective and from the 
perspective of being a teacher, the next logical step is to consider the topic from 
the perspective of the profession at large. Th at is, we come to the topic of a code 
of ethics for teachers. Th is would not be unlike the Hippocratic Oath that physi-
cians affi  rm in the practice of medicine or the oath that attorneys affi  rm to the bar 
association of their state. Teachers, however, are not expected to affi  rm an oath of 
ethical conduct as part of becoming a professional. Keep in mind that we are not 
referring to an oath of loyalty to state laws or to the U.S. Constitution, but rather 
to something that specifi cally addresses the ethics of teaching.

It must be said in all fairness that physicians and attorneys typically (though 
not always) engage in the private practice of their professions, whereas most 
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teachers become state employees. For the state government to impose a code of 
ethics specifi cally on the teachers in that state may be an unwieldy task in many 
respects. Ultimately, it would be necessary to write and enforce codes of ethics for 
every facet of state employment. But on a more philosophical level, the question 
remains whether there should or could be an oath that teachers affi  rm as the 
guiding principle behind their work.

Codes of Ethics from Professional Organizations
As we saw in the curriculum discussions of Chapter 6, which indicated that 
professional organizations had taken the lead in the development of curricu-
lum standards, such activities have also occurred with regard to ethics. One 

Preamble
The educator, believing in the worth and dignity of each human being, recognizes the supreme importance of the pursuit of truth, devotion to excel-
lence, and the nurture of democratic principles. Essential to these goals is the protection of freedom to learn and to teach and the guarantee of equal 
educational opportunity for all. The educator accepts the responsibility to adhere to the highest ethical standards.

The educator recognizes the magnitude of the responsibility inherent in the teaching process. The desire for the respect and confi dence of one’s 
colleagues, of students, of parents, and of the members of the community provides the incentive to attain and maintain the highest possible degree of 
ethical conduct. The Code of Ethics of the Education Profession indicates the aspiration of all educators and provides standards by which to judge 
conduct.

The remedies specifi ed by the NEA and/or its affi liates for the violation of any provision of this code shall be exclusive and no such provision shall 
be enforceable in any form other than one specifi cally designated by the NEA or its affi liates.

Principle I
Commitment to the Student The educator strives to help each student realize his or her potential as a worthy and effective member of society. The 
educator therefore works to stimulate the spirit of inquiry, the acquisition of knowledge and understanding, and the thoughtful formulation of worthy 
goals.
In fulfi llment of the obligation to the student, the educator:
 1.  Shall not unreasonably restrain the student from independent action in the pursuit of learning,
 2.  Shall not unreasonably deny the student access to varying points of view,
 3.  Shall not deliberately suppress or distort subject matter relevant to the student’s progress,
 4.  Shall make reasonable effort to protect the student from conditions harmful to learning or to health and safety,
 5.  Shall not intentionally expose the student to embarrassment or disparagement,
 6.  Shall not on the basis of race, color, creed, sex, national origin, marital status, political or religious beliefs, family, social or cultural background, or 

sexual orientation unfairly:
  a. Exclude any student from participation in any program,
  b. Deny benefi ts to any student,
  c. Grant any advantage to any student,
 7.  Shall not use professional relationships with students for private advantage,
 8.  Shall not disclose information about students obtained in the course of professional service, unless disclosure serves a compelling professional 

purpose or is required by law.

Principle II
Commitment to the Profession The education profession is vested by the public with a trust and responsiblity requiring the highest ideals of pro-
fessional service. In the belief that the quality of the services of the education profession directly infl uences the nation and its citizens, the educator 
shall exert every effort to raise professional standards, to promote a climate that encourages the exercise of professional judgment, to achieve condi-
tions that attract persons worthy of the trust to careers in education, and to assist in preventing the practice of the profession by unqualifi ed persons.

In fulfi llment of the obligation to the profession, the educator:
 1.  Shall not in an application for a professional position deliberately make a false statement or fail to disclose a material fact related to competency 

and qualifi cations,
 2.  Shall not misrepresent his/her professional qualifi cations,
 3.  Shall not assist any entry into the profession of a person known to be unqualifi ed in respect to character, education, or other relevant attribute,
 4.  Shall not knowingly make a false statement concerning the qualifi cations of a candidate for a professional position,
 5.  Shall not assist a noneducator in the unauthorized practice of teaching,
 6.  Shall not disclose information about colleagues obtained in the course of professional service unless disclosure serves a compelling professional 

purpose or is required by law,
 7.  Shall not knowingly make false or malicious statements about a colleague,
 8.  Shall not accept any gratuity, gift, or favor that might impair or appear to infl uence professional decisions or actions.

Source:  Code of Ethics of the Education Profession, adopted by the NEA Representative Assembly, 1975. The National Education Association, 
Washington, DC.

Figure 10.1
National Education 
Association Code of Ethics.

Source: NEA Code of Ethics of the Education 

Profession. Courtesy of the NEA.
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broad-based organization, the National Education Association (NEA), has 
published a Code of Ethics for teachers (Figure 10.1). Specialty organizations 
have also authored codes. Th e National Association for the Education of 
Young Children (NAEYC), for example, publishes and periodically updates its 
Code of Ethical Conduct and Statement of Commitment (Pizzolongo, 2005). 
Some institutions with teacher education programs have an educator’s code of 
ethics for their students. Still, it could become problematic if teachers are af-
fi rming oaths to national codes, specialty codes, and perhaps local codes. It 
becomes diffi  cult to maintain a true sense of substance of meaning when there 
are so many variations of the theme. What would you identify as the core 
ethical principles that could guide the work of teachers? Activity 10.2 off ers 
you the opportunity to conduct a survey of people’s thinking about an oath for 
professional educators.

Activity 10.2  Should All Teachers Affi rm 
an Oath of Ethical Conduct?

Within your class and among as many teachers as you can, conduct a survey of 
opinions regarding an Oath of Ethical Conduct for teachers. Ask the follow-

ing questions:

1.  Should all teachers publicly (i.e., in some sort of ceremony) affi rm an oath of 
ethical conduct either on graduation from a teacher education program (as a 
function of the college or university) or on licensure/certifi cation by the state 
(as a function of the certifi cation process)?

2. If so, what key elements should be contained in the oath?

3.  If not, why not?

Prepare a survey card such as the one below.

An Oath of Ethical Conduct for Teachers
This survey is conducted as part of Introduction to Education at (name of institu-
tion). We would appreciate your opinion about the following questions:

1.  Should all teachers publicly affi rm an oath of ethical conduct either on gradu-
ation from a teacher education program or on licensure/certifi cation by the 
state? Yes __________ No __________

2.  If “yes,” please list elements that you believe must be included in such a 
statement.

   

   

   

3.  If “no,” briefl y explain why you would not support this idea.

   

   

   

Thank you for your participation.

After collecting your data, analyze the responses. What is your perspective 
about what people had to say? Draw your conclusions and share your 
results with the class as a discussion starter.

F I E L D  O B S E R V A T I O N
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Teachers and the Law
It may have seemed to you as a young child in school that teachers were all-
powerful. Th ey ruled the classroom with the word of fi nal authority. Th ey told you 
what to do and when, and then they told you whether you’d done it correctly. We 
hope that your experiences weren’t quite as stark as this, but your teachers likely 
did “run the show” from the time you arrived at school in the morning until you 
departed in the aft ernoon. Indeed, the history of schooling recognizes that the 
schools were expected to operate in loco parentis, that is, “in the place of parents.” 
Your welfare, educationally and otherwise, was placed in the hands of the school.

Times have changed somewhat, however. In contemporary society, the obli-
gations of the school, the teacher’s rights, and the student’s rights as well are very 
much a matter of law. Th ough not every circumstance can be anticipated by law, 
it is important for you to understand that there are legal implications for much of 
what takes place at school. Th is is not meant to intimidate you. Rather, as a profes-
sional educator, you should have an awareness of law as part of your professional 
knowledge base. For a comprehensive and excellent review of law as it applies to 
teachers, see Teachers and the Law (Fischer et al., 1999).

The Teacher and the Protection 
of Due Process
Among the most fundamental rights granted to each of us under the Constitution 
of the United States is that of due process. Th e principle of due process has been 
established to ensure that an aggrieved party (e.g., a teacher accused of mistreat-
ing a student) is provided a fair process in the consideration of the circumstances 
of the event. So important is due process that it is mentioned in not one but two 
amendments to the Constitution. Th e Fift h Amendment states that “no person 
shall . . . be deprived of life, liberty, or property without due process of law.” 
Th ough education is the responsibility of the states, the Constitution extends each 
person’s privilege of due process protection to state matters in the Fourteenth 
Amendment, which states “nor shall any State deprive any person of life, liberty, 
or property without due process of law.”

Due process comes in two varieties: substantive due process and procedural 
due process. Substantive due process refers to the actual incident and whether it 
constitutes an actionable off ense. For instance, whether a teacher could be termi-
nated over an issue of personal grooming would be considered a matter of sub-
stantive due process. Procedural due process, as it sounds, refers to whether a fair 
or appropriate procedure was employed in making a decision. In such instances, 
due process would include at the minimum:

• A hearing before an impartial body,
• Timely and specifi c notice of charges,
• Th e opportunity for both sides to present evidence and to confront 

adverse witnesses. (Fischer et al., 1999, p. 42)

Due process is a principle that protects teachers (or any accused party) from 
arbitrary or capricious decisions in actions against them. In particular, you may 
fi nd questions of substantive and procedural due process arising in the perfor-
mance of your teaching responsibilities, as well as in your employment with a 
school district.

in loco parentis “In 
the place of 
parents.”

due process Proce-
dures intended to en-
sure fairness and ac-
countability of both 
parents/guardians 
and educators. They 
include the rights of 
parents to have eval-
uations conducted by 
personnel outside the 
school system and to 
request a hearing 
when they disagree 
with the school’s 
proposed plans.
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Employment: Contracts, Tenure, 
and Dismissal
While federal education laws require that teachers be “highly qualifi ed,” it is the 
responsibility of the state to ensure teacher competence. Th is is accomplished 
through state statutes and certifi cation requirements that govern both the ac-
creditation of teacher education programs and the credentials that prospective 
teachers must ultimately submit to the state for licensure. Once licensed, teachers 
are employed by the school boards of local districts.

Contracts
A contract is a binding agreement between two parties (of which you would be 
one) that states the rights and responsibilities of each party. Contracts issued by 
local school boards can vary widely not only from state to state but also from 
district to district. In some districts, teachers are hired by the principal, with the 
approval of the school board, for a particular school. In other situations, it is 
the district that hires the teacher and assigns him to a school according to district 
needs. Th ough the formality and specifi city of contracts can also vary widely, the 
document will typically establish salary level, insurance provisions, sick leave 
policies, grievance procedures, and expectations of the teacher’s performance. 
For a contract to be legally binding, it must do the following:

• Represent the mutual assent to the terms
• Indicate the exchange of something of value (e.g., your teaching in 

exchange for a salary)
• Represent legal subject matter
• Be entered into by parties who are competent to do so and are of 

legal age
• Be written in defi nite terms understandable to both parties

Note that the contract does not have to be in writing, unless state law requires 
such, as long as all of the required legal elements are included.

If either party in a contract fails to meet the stated obligations, a breach of 
contract results. In such a case, the party that violated the terms of the contract 
can be sued for damages. Th e court may order that the contract be fulfi lled, that 
monetary damages be paid, or perhaps both. Th ere are two important points for 
you to remember. First, contracts are binding on both parties. Both you and the 
school district, in the case of a teacher’s contract, have rights and responsibilities. 
Second, you alone are responsible for understanding a contract before signing it. 
If something is unclear, ask for clarifi cation. A contract represents a professional 
commitment.

Induction and Tenure
During your fi rst years of teaching with a district, you will be off ered some form 
of a probationary contract. Th is probationary period, typically from one to three 
years, is sometimes referred to as an induction period because the school is not 
only evaluating your work but is trying to bring you along within the system. Th e 
goal, aft er all, is to identify and develop quality teachers rather than just “trying 
out” anyone who comes along.

Aft er the probationary period, many schools off er tenure, which is an ongoing 
contract to teach (sometimes referred to as a continuing contract) acknowledging 

breach of contract  
The failure of either 
party in a contract 
to meet obligations.

induction period A 
probationary period, 
typically from 1 to 
3 years, during 
which a newly hired 
teacher is mentored 
and evaluated.

tenure An ongoing 
contract to teach 
(sometimes referred 
to as a continuing 
contract).

contract A binding 
agreement between 
two parties.
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the teacher’s demonstration of competency in teaching. Each state determines the 
eligibility requirements for tenure.

Tenure provides teachers with a level of job security in a people-oriented 
profession where personalities and perspectives can be expected to diff er. In the 
1957 case of Smith v. School District of the Township of Darby, the Pennsylvania 
Supreme Court determined:

Time and again our courts have 
stated that the purpose of the ten-
ure provisions of the School Code 
is the maintenance of an adequate 
and competent teaching staff , 
free from political or arbitrary in-
terference, whereby capable and 
competent teachers might feel se-
cure, and more effi  ciently perform 
their duty of instruction. (Fischer 
et al., 1999, p. 31)

Th ough tenure refl ects job security as a 
teacher, it does not mean that you will have 
the same grade level or teaching assignment 
but simply that you will continue to have a 
teaching position with the district.

Dismissal
A variety of reasons can lead to the dismissal of a teacher: It could become appar-
ent that despite the teacher’s best intentions, he just doesn’t have the ability to 
teach; a teacher could make a serious mistake and mistreat a child physically or 
verbally; or philosophical diff erences might arise between a teacher and his col-
leagues or the school administration. Th ese are just some examples. Not a pleas-
ant topic, but one that needs to be addressed.

State laws can determine the grounds for the dismissal of a teacher, and 
local school board policies may add their own. Generally, the grounds most 
typically considered for dismissal include insubordination, incompetence as a 
teacher, immorality, and unprofessional conduct. Obviously, these concerns 
cover a lot of territory and leave a lot of room for interpretation. A teacher’s 
right to due process, as already discussed, ensures that any cause for dismissal 
is considered fairly.

For a teacher on probationary status, the dismissal process is not as complex 
as it is for a tenured teacher. If a district wanted to remove a probationary teacher 
from the classroom during the school year, the teacher can expect to be fully 
advised of the reasons for the action and to engage in a full hearing of the matter. 
At the end of the year, however, a district can refuse to extend a probationary 
teacher’s contract for another year without having to justify its reasons. Th at’s 
what “probationary” is all about.

Dismissal of a tenured faculty member can be more diffi  cult—assuming 
the issue is not a clear violation of the safety and welfare of the students—
because tenure implies that the district has already determined the individual 
to be a competent teacher. Tenure itself becomes a “property” of the teacher 
and is thus protected under the Fourteenth Amendment, which, as you will 
recall, mandates that the individual be aff orded full due process of law. Many 
states have laws that include “good and just cause” as grounds for dismissal, 

Your fi rst years of teaching 
will be times of mentoring 
and evaluations.
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though even with a catchall phrase such as this the state will have the burden 
of demonstrating to the court that dismissal is justifi ed. Some states also have 
laws stating that tenured teachers must be given the opportunity (via a profes-
sional development plan) to remediate defi ciencies before being dismissed. It 
is typically left  to the courts to determine what is “remediable.” For example, if 
a teacher’s grading practices were shown to be inconsistent and not refl ective 
of student achievement, that situation might be considered remediable. A 
criminal conviction or improper contact between a teacher and student could 
be considered irremediable.

Th ere is one circumstance in which a tenured teacher might be dismissed 
even though he is competent and has not exhibited any sort of inappropriate be-
havior. When a district is compelled for economic reasons to have a reduction in 
force, teachers tenured and otherwise may lose their positions. Typically, teachers 
would be laid off  on the basis of seniority.

Tort Law and Teacher Liability
What does liability mean? In short, it means “blame.” Th at is, if you are liable for 
some action, you may be taking the blame. Questions of liability fall under what 
is known as tort law. Tort refers to a civil or private wrong other than a breach of 
contract. With regard to school-related matters, there are four main types of tort 
cases: corporal punishment, search and seizure, defamation of character, and 
negligence. Cases of negligence against schools and teachers far outnumber the 
other three types.

Intentional and Unintentional Torts
Intentional torts are those that are, well, committed intentionally. Calling a stu-
dent by a derogatory or mocking name would be considered an intentional tort. 
In such a case, the student would have to prove that some damage was suff ered 
because of the name-calling (Phillips v. Lincoln County School District, 1999). 
Negligence cases involve unintentional torts. Th is could be a situation in which a 
child is injured in class, and it is argued that the injury was due to the teacher’s 
negligence. For the court to decide that negligence is the cause, four elements 
must be present:

• Th e person charged with negligence must have had a duty of care in 
the situation.

• Th ere must have been a violation of duty. For instance, could the ed-
ucator have foreseen the injury occurring, and would the educator’s 
presence have made any diff erence?

• Th e violation of duty must be the proximate cause of the injury.
• Injury must have been sustained. If there is no injury, there is no case 

of negligence (Dougherty, 2004).

Accidents and every possible source of an accident simply cannot be antici-
pated. Further, it is a fact of life that teachers typically must supervise many stu-
dents at once. It is virtually impossible to monitor all students all the time. Even 
the best precautions against an issue of liability still cannot prevent students or 
their parents from bringing a charge against a teacher if they choose to do so. 
However, habitually acting with “reasonable prudence” would be, in a word, 
prudent. As part of your instructional planning, and particularly for special 

liability Legal re-
sponsibility for an 
incident.

tort law A civil or 
private wrong other 
than a breach of 
contract.
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events (e.g., fi eld trips) or potentially hazardous situations (e.g., a chemistry lab), 
try to anticipate dangerous situations. For example:

• Be certain that proper supervision will be maintained (this could be 
as simple as the arrangement of the classroom or securing additional 
teachers to help supervise events as needed).

• Take adequate precautions.
• Establish in advance the rules of behavior during the event.
• Warn the students of potential dangers and how to minimize them.

When you accept a teaching position with a school district, ask about district 
policies regarding teacher liability and about liability insurance coverage for 
teachers. Liability insurance does not protect the teacher from facing a charge, 
but does provide legal assistance in the event of such a situation. Many profes-
sional organizations, state teachers’ organizations, and national teachers’ organi-
zations make liability insurance coverage available to their members.

Reporting Child Abuse
According to the Child Welfare Information Gateway, in 2005–2006, some 
905,000 children were victims of abuse or neglect (Child Maltreatment 2006,
2008). In 1974, Congress enacted the Child Abuse Prevention and Treatment 
Act, which defi nes child abuse and neglect as the physical or mental injury, 
sexual abuse, negligent treatment, or maltreatment of a child under the age of 
18 by a person who is responsible for the child’s welfare under circumstances 

that indicate that the child’s health or welfare is harmed or 
threatened thereby. Teachers have specifi c responsibilities 
when they suspect that a child may be suff ering abuse. Failure 
to meet those responsibilities, despite the delicacy of such cir-
cumstances, can be cause for a teacher to be held liable on the 
grounds of negligence. Every state requires that teachers re-
port suspected cases of child abuse.

Because poor school performance and poor behavior in 
school are common problems associated with child abuse, you 
as a classroom teacher may need to report possible cases of 
maltreatment. You may notice that a child becomes withdrawn 
or demonstrates very low self-esteem. You may notice a sig-
nifi cant change in the student’s academic performance or so-
cial behavior. You may even observe bruises, burns, or cuts on 
a child. You will have to check with your school district for the 
proper reporting procedures. In some instances, reports may 
go to school personnel. In other situations, it could be your 
responsibility to report the concern directly to your state’s 
agency for social services.

Th is is a slippery slope. No one wants to report a case of child 
abuse only to fi nd out that the child fell at home and injured him-
self. It might seem that the requirement exposes a teacher to the 
possibility of being sued. However, in all states, teachers are con-
sidered to be mandated reporters, which means that they are 

required to report any suspicion of child abuse and cannot be sued or prosecuted 
for doing so. Chapter 12 provides a detailed discussion of child abuse and neglect, 
including some of the warning signs.

Watching for signs of possible 
abuse and reporting it are among 
a teacher’s responsibilities.
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mandated reporter A 
person, such as a 
teacher, who is re-
quired by law to re-
port suspected child 
abuse or neglect, and 
thus is immune from 
prosecution or law-
suit for doing so.
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Reasonable Force
“Reasonable force” is not really a topic that springs to mind when thinking 
about school and teaching, but it is, in fact, something that you need to know 
about. Schools are, of course, places where we fi nd large numbers of people for 
whom cognitive, social, emotional, and physical development are the name of 
the game. Th e chances for altercations between students of varying levels 
of maturity are great. Chances for altercations between a student and a teacher 
are signifi cant as well.

With regard to students fi ghting students, teachers are in a unique position. 
Allowing a fi ght to proceed without trying to intervene could leave the teacher 
liable if one of the students is injured in the scuffl  e. On the other hand, stepping 
into the middle of a schoolyard fracas can put not only the teacher at risk, but the 
students as well. In breaking up a fi ght, a teacher is allowed to use reasonable 
force. What is “reasonable” will depend on the circumstances, for instance, the age 
of the students and the number of students involved. Even if a student is injured 
by a teacher who is intervening, the courts have not held the teacher liable for 
injuries where it could be shown that the teacher did not use undue force. Th is is 
not a license for a teacher to attack a student, but an acknowledgment that, in the 
process of separating students, injuries can occur. Th e diffi  cult part is maintain-
ing a clear head in the midst of a physical confrontation.

A teacher who is assaulted by a student does have the right to self-defense. 
Again, however, the principle of reasonable force comes into play. Whatever the 
student’s motivation—and goal—in the assault might be, the teacher will be ex-
pected to respond appropriately for the situation. As in the case of intervening in 
a student-student fi ght, teachers need to remain clearheaded and to defend them-
selves appropriately without entering into full-scale retaliation.

Copyright Laws
Despite having a contemporary sound to it, not only is copyright protection es-
tablished in the U.S. Constitution, but it is among the clauses of Article I. (You 
will recall that such things as free speech [First Amendment] and federal guaran-
tee of due process of law [Fift h Amendment] were among the fi rst 10 amend-
ments, known as the Bill of Rights, and that state guarantee of due process of law 
was not granted until the Fourteenth Amendment was approved.) In Article I, 
Section 8, Congress is given the power to “promote the progress of science and 
the useful arts, by securing for limited times to authors and inventors the exclu-
sive right to their respective writings and discoveries.” Th e fi rst federal copyright 
law was passed by Congress in 1790. With a precedent like that, you might want 
to think twice before plunking someone else’s work on the photocopier and 
cranking out thousands of copies or downloading music onto your MP3 player.

All humor aside, copyright protection and copyright infringement are seri-
ous concerns. In the Copyright Act of 1976 (that’s more contemporary), Congress 
established guidelines for the duplication of copyrighted works. In particular, 
Section 107 of the Act establishes the “fair use” doctrine. Th ough fair use is not 
specifi cally defi ned, the general principle is “not to impair the value of the owner’s 
copyright by diminishing the demand for that work, thereby reducing potential 
income for the owner” (McDaniel, 1979, p. 707). Th e courts turn to four criteria 
when considering cases of copyright infringement, though for education there 
are special exceptions to the fair use doctrine. Classroom guidelines (Wagner, 
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1992) allow duplication of copyrighted material without obtaining the owner’s 
permission under the following conditions:

Teachers may make a single copy of:

• A chapter from a book
• An article from a periodical or newspaper
• A short story, short essay, or short poem
• A chart, graph, diagram, drawing, cartoon, or picture from a book, 

newspaper, or periodical

Teachers may also make multiple copies of copyrighted work for use in the 
classroom providing they meet the tests of brevity, spontaneity, and cumulative 
eff ect as follows:

Brevity:
• A complete poem, if it is less than 250 words and printed on not 

more than two pages
• An excerpt from a longer poem, if the excerpt is not more than 

250 words
• A complete article, story, or essay if it is less than 1,000 words or 

10 percent of the work, whichever is less
• One chart, diagram, cartoon, or picture per book or periodical

Spontaneity:
• Th e copying is at the insistence and inspiration of the individual 

teacher, and
• Th e inspiration and decision to use the work and the moment of its 

use for maximum teaching eff ectiveness are so close in time that 
it would be unreasonable to expect a timely reply to a request for 
permission

Cumulative eff ect:
• Th e copying of the material is for only one course in the school in 

which copies are made.
• Not more than one short poem, article, story, essay, or two excerpts 

are copied from the same author, or more than three from the same 
collective work or periodical volume during one class term.

• Th ere are not more than nine instances of such multiple copying for 
one course during one class term.

Electronic Media
Other than making a backup of a program, the copying of computer soft ware is a 
copyright violation. Copying a program for distribution to your students would 
be a violation.

With regard to videotapes (or DVDs), nonprofi t educational institutions 
(typically the librarian/media specialists) are permitted to make a copy of a pro-
gram broadcast to the general public in accordance with the following guidelines: 
Th e tape must be shown for instructional purposes within 10 days of the taping 
and may be reshown only once for instructional reinforcement. Aft er that, the 
tape can be played again only for the purpose of evaluating its educational useful-
ness, and it must be erased aft er no more than 45 days.

When it comes to the Internet, the laws are still evolving. Much of what is 
available, especially if it is from a public agency such as government or schools, 
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can be printed and copied for classroom use. However, some sites may stipulate 
that their information is copyrighted as intellectual property. If so, copying would 
be a violation. Keep in touch with the librarian/media specialist in your school to 
stay current with the revisions in copyright law as it aff ects all types of media, 
electronic or otherwise.

Freedom of Expression
Th e preceding section considered copyright as it applies to what others have ex-
pressed. How about your own freedom of expression? Certainly you know that 
under the First Amendment to the Constitution, you have a right to free speech, 
but let’s take a look at how that applies to your work as a teacher. Th ere are several 
types of expression that we need to consider: your own freedom of speech, sym-
bolic expression, and academic freedom.

Free Speech
Th ere are several aspects to the issue of free speech that you should understand. 
First is that your right to free speech as established in the U.S. Constitution refers 
to matters of government actions. Th e First Amendment (federal level) and the 
Fourteenth Amendment (state level) provide that governmental action cannot be 
taken against you that would violate your right to free speech. Th at is, if the pub-
lic school district (a state agency) dislikes some comments you have made about 
the administration, you cannot be fi red simply for having made those comments. 
You may not be so lucky if, rather than working for a public school, you are work-
ing for a private school. Th e case of Pickering v. Board of Education (1968) pro-
vides an example of the law as it relates to public schools.

Marvin Pickering had written a long, sarcasm-laced letter to his local 
newspaper roundly criticizing the actions of the school district where he 
worked. Much of what he said turned out to be inaccurate, but he was sum-
marily fi red. Pickering contested the fi ring, but the lower courts, including the 
Illinois Supreme Court, decided in favor of the school district, stating that he 
“is no more entitled to harm the schools by speech than by incompetency.” Th e 
U.S. Supreme Court, however, ruled that Pickering had the same right as any 
other citizen to express his opinion. Justice Th urgood Marshall wrote that it is 
necessary “to arrive at a balance between the interests of the teacher, as a citi-
zen, in commenting upon matters of public concern, and the interests of the 
state, as an employer, in promoting the effi  ciency of the public services it per-
forms through its employees.” Pickering had not divulged any information that 
was not of public record, nor had his claims interfered with his ability to teach. 
He was subsequently reinstated.

You should also understand that the right to free speech does not entitle you 
to make abusive, disruptive, or vulgar comments to or about people. Clearly, a 
diff erence exists between the professional and the unprofessional expression of an 
idea. Th e courts may be expected to uphold the right to free speech, but they will 
rarely support a teacher who becomes a disruptive force in the school or who 
makes irresponsible statements. Th e right to free speech is better thought of as the 
privilege of free speech. We would encourage you to develop the ability to make 
cogent and constructive statements about issues rather than verbally lashing out 
at a situation.
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Symbolic Expression
Th e spoken word is not the only way that ideas are expressed. Th e way you dress 
and the symbols (whether armbands, lettering, jewelry) or buttons (with state-
ments or logos) that you might include also express your opinions. Courts will 
usually support these symbolic expressions unless they prove to cause “substan-
tial disruption” within the school. Th us, a campaign button for a legitimate can-
didate in a public election would probably not be cause for concern. A button 
showing support for the genocide that took place in Nazi Germany during World 
War II could easily be construed as disruptive. If the effi  ciency or safety of the 
school is compromised, the off ending use of particular symbolic expressions could 
be curtailed, and the decision to do so would likely be upheld in the courts.

Academic Freedom
Academic freedom extends to teachers 
the right to speak freely about the subjects 
they teach and to introduce varied—and 
competing—viewpoints on an issue to en-
courage inquiry, experimentation with new 
ideas, and critical consideration of topics. 
It is not absolute, however, and does not 
mean that teachers can say or do just about 
anything and have it protected as part of 
their freedom of expression. Instead, the 
exercise of academic freedom brings with 
it responsibility.

A discussion of academic freedom al-
most by default implies introducing alter-

native perspectives (when discussing topics and issues), or new or diff erent teach-
ing methods (when discussing the presentation of a lesson). Th e courts typically 
view the school as the expert on these matters and the teacher as the professional 
charged with making decisions in the classroom. As a result, the courts do not 
have a history of condoning the idea that education—or teaching—should be 
“scripted.” Even so, when it comes to issues, everyone has an opinion; thus, it is 
not uncommon for the various constituencies involved in education (e.g., par-
ents, business, local politics) to have diff erences of opinion about what should 
or should not be presented to children in school. Because of this, when cases of 
academic freedom do reach the courts, the following four guidelines are oft en 
considered:

• Th e teacher’s purpose in the use of the material or method
• Relevance of the material or method to the curriculum
• Th e age of the students involved in the exercise
• Th e quality of the teaching materials and its eff ect on the students 

(Fischer, Schimmel, & Kelly, 1999)

We cannot emphasize enough the degree to which the concept of academic 
freedom represents the protection of what education is all about, and how fragile 
that privilege can be when handled irresponsibly by professionals in education. 
As a licensed teacher, you will enjoy the benefi t of being able to express well-
considered and diverse perspectives that invite children and adults to consider a 

Academic freedom permits 
teachers to use methods and 
materials in the way they deem 
most appropriate for effective 
instruction and student learning.
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academic freedom  
Extends to teachers 
the right to speak 
freely about the 
subjects they teach 
and to introduce 
varied—and competing 
—viewpoints on an 
issue to encourage 
inquiry, experimenta-
tion with new ideas, 
and critical consid-
eration of topics.
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wide variety of issues. You will be expected to fi nd the best sources of information 
and most appropriate methods for developing your students as knowledgeable, 
creative, and critical thinkers. Academic freedom does not mean you have a pul-
pit for preaching your own views; instead, it means that you are expected to bring 
the world to your students.

Lifestyle
Th e matter of a teacher’s appearance at work and his behavior away from work is, 
as you might expect by now, unique. On the one hand, the teacher is a role model 
for the students in his care; on the other hand, the teacher is an individual with 
rights of his own. Is it fair to hold teachers to a diff erent standard in their personal 
deportment? Well, it’s impossible to know which way the courts would rule in 
such cases, but in every case it must be admitted that the individual chose to be a 
teacher—a position second only to parents in terms of having an infl uence on the 
development of young children. With every choice there are consequences, and 
in the case of teachers, they can have an eff ect on their lifestyle.

Personal Appearance
You might recall from the 1915 teacher contract shown in Chapter 2 that there 
was a time when the expectations for a teacher’s appearance and behavior both at 
work and away from work were very specifi c. Th e courts at the time considered 
the school systems to be the experts in such matters and tended not to dispute the 
requirements that schools imposed on their teachers. By the middle of the 20th 
century, and particularly during the decades of the 1960s and 1970s, the courts 
were more inclined to decide such matters in favor of the teacher as a citizen with 
the same rights as anyone else. More recently, however, “style of plumage” (hair 
styles) and “sartorial choice” (how one dresses) have been seen by the courts as 
matters that do not carry constitutional rights of choice. It is doubtful that we will 
again see contracts such as those of 100 years ago, but it is quite likely that your 
school or district may set personal grooming expectations.

Private Sexual Behavior
Interestingly enough, while the courts tend to side with the school districts in 
terms of personal grooming, the inclination with regard to private sexual behav-
ior is in favor of the individual. Homosexuality, pregnancy out of wedlock, or 
unmarried cohabitation, for example, are seen as private matters separate from a 
teacher’s public life provided that the situation is never part of the teacher’s rela-
tionship with students, does not aff ect the teacher’s relationship with colleagues, 
and does not intrude into the classroom or have any eff ect on the individual’s 
work as a teacher.

A teacher’s public behavior away from school is expected to serve as a model 
for the students and the community. Instances of public drunkenness or lewd 
behavior—even away from the community—could be considered suffi  ciently 
damaging to the dignity of the individual and to the profession that they may not 
be accepted. How the courts would rule in such cases would depend on the par-
ticular circumstances. What you need to understand at this point in the journey 
toward becoming a teacher is that regardless of whether the force of law is behind 
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you, you can operate eff ectively as a teacher only if you hold the respect of the 
community that you serve. It is a higher standard than is expected of everyone 
else, and that’s a choice you make.

Conduct with Students
Earlier in this chapter we used the phrase in loco parentis, which means “in the 
place of parents.” Because schools and the teachers within the schools work in 
loco parentis, the relationship between teacher and student diff ers from that of 
colleagues working in an offi  ce, for example. In view of, or perhaps because of this 
situation, the courts are fi rm with regard to socially inappropriate behavior that 
fi nds its way to the classroom or to individual students. A sexual advance to a 
student, or even the ill-advised turn of a phrase that could be construed as 
a sexual advance, could lead to the end of a teacher’s career—not to mention pu-
nitive measures as well. Using drugs, drinking alcoholic beverages, using inap-
propriate language, or engaging in socially unacceptable behaviors with or 
around students would be all but indefensible in court. As we have stated repeat-
edly, a teacher is a role model, and although a district cannot tell you what sort of 
person to be, it can tell you whether you are the sort of person that it wants to 
serve as a role model for the students in its schools.

Th e situations mentioned in the previous paragraph do seem a little extreme 
(though by no means beyond the realm of possibility). However, it is possible to 
establish relationships with students that are “innocent” in fact but questionable 
in perception. Lavishing too much attention on a particular student during or 
away from school could lead to the misperception of one’s motives. Even with 
high school students, with whom a teacher might enjoy a stimulating intellectual 
relationship, it will always be the case that one person is the teacher and the other 
is a student; this particular dynamic precludes the possibility of being “friends” in 
the traditional sense. Many readers might not like to hear this, but the simple fact 
is that when we talk about teachers and the law, virtually all of the students that 
could be involved in such a discussion are minors. We are not suggesting that you 
maintain a cold distance between yourself and your students, but we are encour-
aging you to realize that, as a teacher, you will hold a position of infl uence—in the 
eyes of your students and those of the community—so don’t ever believe that if 
challenged about a situation you could claim that it was just a bunch of friends 
getting together. Be professional.

Students and the Law
Th ough we ended the previous section by pointing out that most classroom stu-
dents are minors, that doesn’t mean that they are without rights. Th e rights ac-
corded under the U.S. Constitution are provided to all citizens of the nation. As 
you know, the Constitution is a powerful document.

The Student and Due Process
Schools in our contemporary society are policy-driven institutions. What does 
that mean? Well, it means that there is an established policy for just about every 
function that takes place, from riding on a school bus to the marching order at 
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graduation. And if something is not addressed by a policy, a committee is likely 
being formed to draft  one. Th e impetus behind this has been the changing, 
though vague, expectations of the role that schools should play. Th ough teachers 
are still expected to be caring and compassionate in their work with students, 
published policies and procedures represent a step toward ensuring that stu-
dents are provided their right to due process—particularly in disciplinary situa-
tions (LaRoche, 2005) that can be as extreme as exemption from compulsory 
attendance at school. We are a litigious society, and the balance between com-
passion and constraints of law can be diffi  cult to achieve at times.

Suspension and Expulsion
As a student’s behavior becomes increasingly disruptive, to the point of requiring 
that the student be removed from a classroom, several options are typically avail-
able: in-school suspension, short- or long-term suspension (which prohibits a 
student from attending the school for a specifi ed period), and expulsion (which 
forbids a student to attend the school in question). For minor disciplinary ac-
tions, schools are still aff orded a considerable amount of discretion in resolving 
the situation. Minor infractions and those that are resolved with in-school or 
short-term suspension require at a minimum that the student be given some kind 
of notice and aff orded some kind of hearing. Notice may be oral or written, and 
if a student denies the charges, the school must explain the evidence it holds, and 
the student must have an opportunity to present his or her side of the incident.

Long-term suspension and expulsion involve the separation of the student 
from the school for extended periods. Given that attendance at school is compul-
sory, it is obvious that steps this extreme must be handled with the full provision 
of a student’s right to due process. Th e guidelines for educators in such instances 
are that students be provided the following information:

• Written notice of the charges against them
• Notifi cation (time and place) of the hearing
• A description of the procedures to be followed at the hearing

Students are entitled to know what evidence will be presented, the names of 
witnesses that will be called, and the substance of the testimony that the witnesses 
will provide. Th ey have the right to cross-examine the witnesses and provide wit-
nesses of their own. Th ey also are entitled to appeal the decision.

Pregnancy/Parenthood/Marriage
We mentioned in the section on teachers and the law that court interpretations of 
the law tend to refl ect the thinking of the society at large (this is demonstrated 
clearly in Feature 10.1: Chief Justice Earl Warren Writes the Opinion of the 
Supreme Court in Brown v. Board of Education). Th is is readily seen in cases of 
teen pregnancy, students as parents, and pregnant or married students. Th ere was 
a time when young women who were pregnant or who had given birth were con-
sidered to be morally corrupting infl uences in the schools and were dismissed. 
Today, although teen pregnancy and motherhood may be considered inappropri-
ate, a student’s right to educational opportunities is not abridged. Title IX of the 
Education Amendments of 1972 has a lot to do with this, though in an unantici-
pated way (Title IX is discussed later in the Civil Rights section). Th e law was 
intended to prevent discrimination based on sex, and one profound eff ect was in 
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essentially determining that athletics programs for girls should be as comprehen-
sive as those for boys. In the situation of teen pregnancy, depriving a female stu-
dent of educational opportunities because of pregnancy, for example, would 
constitute sexual discrimination, and thus be illegal.

Corporal Punishment
Th e use of corporal—that is, physical—punishment in the schools can be traced 
back hundreds of years and continues in American schools even today. Given all 
we have discussed thus far about protection under the law and the eroding of the 
principle of in loco parentis, it almost seems incongruous that teachers and ad-
ministrators would still be allowed to paddle children in the public schools. As of 
2006, 22 states (most of which are in the South or West) still allow corporal pun-
ishment, and in 2006–2007, approximately 223,190 children received corporal 
punishment (“Discipline at School,” 2008).

In Their Own Words
Feature 10.1 Chief Justice Earl Warren Writes the Opinion of the

which we are faced. At best, they are inconclusive. The 
most avid proponents of the post-War Amendments 
undoubtedly intended them to remove all legal dis-
tinctions among “all persons born or naturalized in the 
United States.” Their opponents, just as certainly, were 
antagonistic to both the letter and the spirit of the 
Amendments and wished them to have the most lim-
ited effect. What others in Congress and the state leg-
islatures had in mind cannot be determined with any 
degree of certainty.

An additional reason for the inconclusive nature of 
the Amendment’s history, with respect to segregated 
schools, is the status of public education at that time. In 
the South, the movement toward free common schools, 
supported by general taxation, had not yet taken hold. 
Education of white children was largely in the hands of 
private groups. Education of Negroes was almost non-
existent, and practically all of the race were illiterate. 
In fact, any education of Negroes was forbidden by law 
in some states. Today, in contrast, many Negroes have 
achieved outstanding success in the arts and sciences as 
well as in the business and professional world. It is true 
that public school education at the time of the Amend-
ment had advanced further in the North, but the effect 
of the Amendment on Northern States was generally 
ignored in the congressional debates. Even in the 
North, the conditions of public education did not ap-
proximate those existing today. The curriculum was 
usually rudimentary; ungraded schools were common 
in rural areas; the school term was but three months a 
year in many states; and compulsory school attendance 
was virtually unknown. As a consequence, it is not sur-
prising that there should be so little in the history of 

The passage below is an abridged 
version of the Opinion of the 
Court as written by Chief Justice 
Earl Warren, and found in the 
text of the 1954 Supreme Court 
Decision in Brown v. Board of Ed-

ucation (Topeka, Kansas). For the sake of brev-
ity, we have excluded those portions of the 
opinion that recounted the presentation of the 
case before the Supreme Court. Of particular 
note in this landmark opinion is that it involves 
reversing a previous Supreme Court decision 
(Plessy v. Ferguson, 1896) with the acknowl-
edgment that the law must be interpreted in 
light of the times.

The plaintiffs contend that segregated public 
schools are not “equal” and cannot be made 

“equal,” and that hence they are deprived of the 
equal protection of the laws. Because of the obvious 
importance of the question presented, the Court took 
jurisdiction. Argument was heard in the 1952 Term, 
and reargument was heard this Term on certain ques-
tions propounded by the Court.

Reargument was largely devoted to the circum-
stances surrounding the adoption of the Fourteenth 
Amendment in 1868. It covered exhaustively consider-
ation of the Amendment in Congress, ratifi cation by 
the states, then existing practices in racial segregation, 
and the views of proponents and opponents of the 
Amendment. This discussion and our own investigation 
convince us that, although these sources cast some 
light, it is not enough to resolve the problem with 
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Corporal punishment can be used only as a disciplinary measure, and must 
be “moderate” and “reasonable.” Some states require that a second teacher or 
administrator be present as a witness when corporal punishment is administered. 
Commonly, the building principal or assistant principal will be the only one au-
thorized to discipline a student in this manner.

As a classroom teacher, you must be aware of the laws regarding corporal 
punishment in your state and of the policies within your district. Even if corporal 
punishment is sanctioned where you teach, courts are not likely to uphold a legal 
challenge if it can be shown that the teacher used excessive force or punished the 
child out of spite, revenge, or anger. As is obvious by the fact that nearly half the 
states still allow corporal punishment, corporal punishment is a multidimen-
sional issue with proponents on both sides of the argument. If your administra-
tion does not allow it, the decision is made for you. If your state or district does 
permit it, you will have to address this issue as part of your personal philosophy 
of teaching.

 Supreme Court in Brown v. Board of Education
We conclude that in the fi eld of public education 

the doctrine of “separate but equal” has no place. 
Separate educational facilities are inherently unequal. 
Therefore, we hold that the plaintiffs and others simi-
larly situated for whom the actions have been brought 
are, by reason of the segregation complained of, de-
prived of the equal protection of the laws guaranteed 
by the Fourteenth Amendment. This disposition makes 
unnecessary any discussion whether such segregation 
also violates the Due Process Clause of the Fourteenth 
Amendment.

Because these are class actions, because of the 
wide applicability of this decision, and because of the 
great variety of local conditions, the formulation of 
decrees in these cases presents problems of consider-
able complexity. On reargument, the consideration of 
appropriate relief was necessarily subordinated to the 
primary question—the constitutionality of segregation 
in public education. We have now announced that 
such segregation is a denial of the equal protection of 
the laws. In order that we may have the full assistance 
of the parties in formulating decrees, the cases will be 
restored to the docket, and the parties are requested 
to present further argument on Questions 4 and 5 pre-
viously propounded by the Court for the reargument 
this Term. The Attorney General of the United States is 
again invited to participate. The Attorneys General of 
the states requiring or permitting segregation in public 
education will also be permitted to appear as amici 
curiae upon request to do so by September 15, 1954, 
and submission of briefs by October 1, 1954.

It is so ordered. 

the Fourteenth Amendment relating to its intended ef-
fect on public education.

In approaching this problem, we cannot turn the 
clock back to 1868 when the Amendment was ad-
opted, or even to 1896 when Plessy v. Ferguson was 
written. We must consider public education in the light 
of its full development and its present place in Ameri-
can life throughout the Nation. Only in this way can it 
be determined if segregation in public schools deprives 
these plaintiffs of the equal protection of the laws.

Today, education is perhaps the most important 
function of state and local governments. Compulsory 
school attendance laws and the great expenditures for 
education both demonstrate our recognition of the 
importance of education to our democratic society. It 
is required in the performance of our most basic pub-
lic responsibilities, even service in the armed forces. It 
is the very foundation of good citizenship. Today it is 
a principal instrument in awakening the child to cul-
tural values, in preparing him for later professional 
training, and in helping him to adjust normally to his 
environment. In these days, it is doubtful that any 
child may reasonably be expected to succeed in life if 
he is denied the opportunity of an education. Such an 
opportunity, where the state has undertaken to pro-
vide it, is a right which must be made available to all 
on equal terms.

We come then to the question presented: Does 
segregation of children in public schools solely on the 
basis of race, even though the physical facilities and 
other “tangible” factors may be equal, deprive the 
children of the minority group of equal educational 
opportunities? We believe that it does.
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Search and Seizure
Th e Fourth Amendment to the U.S. Constitution provides protection from unrea-
sonable search and seizure of person or property by government or law enforce-
ment agencies. But what about students at schools? For one thing, students are in 
the custodial care of the schools they attend, which puts a level of supervisory 
responsibility (the administration) between the student and the agency. For an-
other, the lockers in which students keep their possessions are the property of the 
school, not the property of the student. Should the school, therefore, be allowed 
to search those lockers at any time? Once again, constitutional protection extends 
to students, though in a specialized way.

Probable Cause and Reasonable Suspicion
For government or law enforcement agents to perform a search and seizure 
against a private citizen, they must fi rst demonstrate probable cause. Th at is, they 
must demonstrate beforehand that they are likely to fi nd what they are seeking. 
Search warrants must specify what is being sought and where the search will be 
conducted. Indiscriminate searches and seizures are illegal.

School personnel are empowered to conduct searches of student lockers and 
property (such as purses or book bags) if they have reasonable suspicion that illegal 
or dangerous items may be in the student’s possession. Reasonable suspicion is a less 
rigorous version of probable cause. Courts have ruled in favor of school districts that 
have demonstrated that a reasonable suspicion warranted the search. Random 
searches, in contrast, constitute a violation of students’ Fourth Amendment rights.

Searches of lockers and other personal property are not considered to be 
“invasive” searches. Searches of students’ clothing and strip searches, however, are 
considered invasive and require a greater attention to the rights of the student in 
question. Because of the invasive and potentially humiliating nature of strip 
searches, schools must be careful in making a decision to conduct such a search.

Lower courts have been divided on the issue of strip searches. It is therefore 
incumbent on the school administration to demonstrate that they have substan-
tial evidence from reliable sources that a student may be concealing illegal or 
dangerous items. Th ough there has not been a defi nitive ruling from the Supreme 
Court concerning strip searches, the justices have suggested that a school offi  cial’s 
search is constitutional if it meets two tests: (1) is justifi ed because the offi  cial 
expects to fi nd something that violates school rules, and (2) the strip search is 
related to those expectations. Th e U.S. Court of Appeals for the Sixth Circuit has 
ruled class strip searches unconstitutional (Hendrie, 2005); so has the Ninth 
Circuit in a vote of 6 to 5 (Sullum, 2008). On the other hand, the Student and 
Teacher Safety Act (H.R. 3291) has been introduced in both the 109th and 110th 
U.S. Congresses but has yet to make its way through the legislative branch.

Drug Tests as Searches
Generally speaking, schools are not permitted to use urine tests to detect or pre-
vent drug abuse. However, courts have upheld the use of urine tests for students 
involved in interscholastic athletics. In the late 1980s, an Oregon school district 
observed a marked increase in drug use among its students. Noting that a dispro-
portionate number of students involved were on athletic teams, it instituted a 
policy of random urine testing as a condition of participation. When one student 
and his parents refused to consent to the program, the case went to court 
and eventually was heard by the U.S. Supreme Court (Vernonia School District 
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v. Acton, 1995). Th e court ruled for the school district; Justice Scalia, writing for 
the majority, indicated that the compelling interest of the state in having a drug-
free environment in the schools outweighed the limited invasion of the student’s 
privacy. Th e court further stated that, while the school’s policy was upheld be-
cause of the circumstances of the case, random searches must be justifi ed by 
virtue of a compelling interest of the state. Writing for the dissenting opinion, 
Justices O’Connor, Stevens, and Souter argued that individualized suspicion 
should be the impetus for testing by procedures such as urinalysis, and that ran-
dom testing was not reasonable in light of our Constitution.

In June 2002, however, the Supreme Court expanded the authority of schools 
to test students for illegal drugs. In the Pottawatomie County v. Earls case, the 
court granted permission for random drug testing of all middle and high school 
students who participated in competitive extracurricular activities. You will note 
that the ruling goes far beyond “just athletes.”

Freedom of Speech
Students do enjoy the privilege of free speech as set forth in the First Amend-
ment. As is the case with adults, the right is not absolute, and in the particular 
case of students in the public schools, the right is not limitless. Th e landmark case 
of Tinker v. Des Moines Independent School District (1969) is frequently cited as 
the precedent for acknowledging the free speech—or perhaps more correctly, free 
expression—rights of students. In this incident, several students had been sus-
pended for wearing black armbands to school in protest of the Vietnam War. 
Lower courts upheld the position of the school district, but the U.S. Supreme 
Court ruled that prohibiting the armbands violated the students’ right to free 
expression. Of key importance was that the wearing of the armbands could not 
be shown to have caused any disruption within the school. Th e court said that 
unless the expression would “materially and substantially” interfere with either 
the operation of the school or the rights of others, the policy of banning such 
expression would be unconstitutional.

However, as mentioned earlier, the privilege of free speech is neither abso-
lute nor limitless. Th e courts have ruled that schools are entitled to establish 
limits of decorum in spoken, written, and symbolic expression. Th us, if, for in-
stance, a student wants to complain about the way the administration operates 
within a school or the decision of the President of the United States to commit 
troops to a war, such expression is within one’s rights. If the student chooses to 
phrase those opinions in terms that are derogatory, insulting, vulgar, obscene, or 
defamatory, the school is empowered to ban such expression.

From the perspective of the courts, the schools are charged with upholding 
the rights of citizenship granted by the constitution and with providing an envi-
ronment in which students learn to exercise those rights in a responsible and 
mature manner. Courts have repeatedly indicated that it is not the charge of the 
public schools to teach students what to think.

Sexual Harassment
Studies indicate that up to 80 percent of students have experienced some type 
of sexual harassment in the public schools (Eckes, 2006). Th e majority of re-
ports concerning sexual harassment in the schools involve student-to-student 

sexual harassment  
Unwanted and un-
welcome sexual be-
havior that interferes 
with the victim’s life.
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interactions. However, a study commissioned 
by the American Association of University 
Women (AAUW; 2001) found that 25 percent 
of the reports from female students and 10 
percent of those from male students involved 
school employees. Th e AAUW defi nes sexual 
harassment as “unwanted and unwelcome sex-
ual behavior that interferes with your life” 
(p. 2). Th e U.S. Department of Education de-
fi nes the term as conduct “so severe, persistent, 
or pervasive that it aff ects a student’s ability to 
participate in or benefi t from an educational 
program or activity, or it creates an intimidat-
ing, threatening, or abusive educational envi-
ronment” (Schroeder, 2006, p.73). Such mat-
ters may once have been thought of as being 
confi ned to the high school population, or at 
least to the behavior of adolescents. But now, 

with the broad range of behaviors that can be construed as harassment and the 
legitimate sensitivity of parents, cases of sexual harassment are found even in the 
primary grades. What becomes of critical importance in terms of liability is that, 
as the defi nition states, the behavior is unwanted and unwelcome, and has been 
brought to the attention of the teachers or administration (see Figure 10.2).

Th e legal basis of claims against the school is Title IX of the Education 
Amendments of 1972, which prohibits discrimination on the basis of sex. In the 
pivotal case of Davis v. Monroe County Board of Education (1999), the U.S. Su-
preme Court decided by a vote of 5 to 4 that schools could be sued for failing 
to deal appropriately with matters of harassment. Writing the majority opinion, 
Justice O’Connor indicated that “lawsuits against schools are only valid when 
the harassing student’s behavior is so severe, pervasive, and objectively off en-
sive that it denies the victim equal access to an education guaranteed by federal 
law . . . and that harassment claims are valid only when school administrators 
are clearly unreasonable and deliberately indiff erent toward the alleged harass-
ing conduct” (Essex, 2000). Students are entitled to an education environment 
that is neither threatening nor uncomfortable. Th us, matters of harassment 
must be taken seriously and dealt with eff ectively. Table 10.1 provides guide-
lines for addressing sexual harassment issues in the schools.

Records and Students’ Right to Privacy
Th e information age off ers an interesting dichotomy: overwhelming access to 
information combined with an unprecedented need to keep information secure. 
For our discussion of the public schools, the information that must be secure is 
students’ academic and disciplinary records.

Buckley Amendment
In 1974, Congress passed the Family Educational Rights and Privacy Act 
(FERPA), also known as the Buckley Amendment. FERPA allowed parents to 
have access to the offi  cial educational records of their children and to be provided 

Figure 10.2
Percentages of student reports 
of sexual harassment that 
involve school employees

Source: American Association of University 

Women. (2001). Hostile hallways: Bullying, 

teasing, and sexual harassment in school. 

Washington, DC: American Association of 

University Women Educational Foundation.
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with explanations about what was contained in those records when requested. 
Offi  cial records are those that are kept on fi le (or in databases). Th e Buckley 
Amendment does not give parents the right to view unoffi  cial education records 
such as those a teacher might keep during the course of instruction. Th e result is 
that when it comes to permanent records, school offi  cials should be very careful 
about what is written.

Disciplinary Records
Th e Buckley Amendment also protects student records. Without parental con-
sent, FERPA prohibits the release of education records or personally identifi -
able information—that is, information from which another party would be 
able to determine the identity of the student. Personally identifi able informa-
tion includes:

• Th e student’s name
• Th e name of the student’s parent or other family member
• Th e address of the student or the student’s family
• A personal identifi er such as the student’s Social Security number or 

student number
• A list of personal characteristics that would make the student’s iden-

tity easily traceable
• Other information that would make the student’s identity easily 

traceable (Anderson, 2003)

Th e various states can determine what constitutes an offi  cial “education re-
cord”; however, federal law supersedes state law. In the interesting case of Th e 
United States v. Th e Miami University (2000/2002), the university had released 
some student disciplinary records to the student newspaper under order from the 
Ohio Supreme Court to do so. In federal district court, it was determined that the 
provisions against releasing identifi able information as established by FERPA 
took precedence, and thus the records should not have been released!

Table 10.1 Guidelines for Addressing Sexual Harassment 
Issues in Schools

•  Adopt legally defensible policies and procedures for dealing with 
harassment.

• Swiftly investigate harassment complaints fi led by students.

•  Be certain that policies refl ect zero tolerance toward student-on-student 
harassment.

•  Design comprehensive staff development programs for faculty and staff.

• Provide education and awareness programs for students.

• Encourage students to freely report alleged harassment.

• Create and maintain a respectful and considerate school environment.

• Maintain maximum confi dentiality for students.

• Hold liability workshops or seminars for school personnel.

• Maintain confi dential records of harassment allegations.

From Essex, N. (2000). Classroom harassment: The principal’s liability. Principal, 79(4), 52–55, by 
permission.
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Schools and Religion
Part of the First Amendment to the U.S. Constitution (the Establishment Clause) 
declares that “Congress shall make no law respecting an establishment of religion, 
or prohibiting the free exercise thereof.” Th e role of religion as it relates to public 
education is determined primarily by the judicial branch of the government. 
Sometimes a fi nal decision is rendered by the Supreme Court; more oft en a deci-
sion is handed down by a federal district court (and therefore applies only to the 

states in its jurisdiction) or by the supreme 
court of a state. Especially when a court at 
a still lower level rules, the decision is ap-
pealed to the next higher level, eventually 
reaching the high court, which might de-
cide to hear the case or to let the decision 
of the lower court stand.

Recent years have witnessed a plethora 
of court decisions with regard to religion 
and the schools. About 40 years ago, the 
Supreme Court established a three-part 
test intended to ensure that three unac-
ceptable factors did not prevail in matters 
of religion and the public schools: spon-
sorship, source of fi nancial support, and 
active involvement of school authorities. 
In Lemon v. Kurtzman (1971), the court 

ruled that to be constitutional, a state law must meet three conditions: (1) Th e 
purpose of aid must be clearly secular, not religious; (2) its primary eff ect must 
neither advance nor inhibit religion; and (3) it must avoid an “excessive entangle-
ment of government with religion.”

Prayer in the Public Schools
Prayer in the public schools is not permitted when it is composed by some gov-
erning body. Th is applies to the school’s intercommunication system, classroom 
teachers, and special events such as graduation exercises (Engel v. Vitale, 1962, 
and later cases, including Lee v. Weisman, 1992). (In an interesting event, a class 
valedictorian at graduation walked to the podium and paused. Suddenly, the en-
tire senior class “sneezed.” “God bless each and every one of you,” she responded, 
and returned to her seat.) Student-led prayers at football games are also uncon-
stitutional (Santa Fe Independent School District v. Doe, 2000). “Silent prayer” 
(also called “moment of meditation”) has been ruled to be a violation of the 
Establishment Clause (Wallace v. Jaff ree, 1985). And reading from the Bible and 
requiring students to say the Lord’s Prayer are not permissible (Abington School 
District v. Schempp, 1963, and others).

Religious Instruction in Public Schools
Public funds may not be used to support instruction in religion. It is generally 
recognized that public schools may teach content from the Bible from an histori-
cal or literary perspective but not from a religious viewpoint. Th us, an English 
teacher might teach several of the Psalms to analyze their structure, and a history 
teacher might discuss the fall of Jerusalem as part of the actions of the Roman 

Some teachers and administra-
tors still begin the school day 
and school programs with an 
invocation that could be of 
questionable legality.
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Empire. However, a local group (e.g., a ministerial association) may fund text-
books (usually a Bible) and a “religion teacher” who provides instruction in a 
nearby off -campus site (Zorach v. Clauson, 1952). Students who wish to receive 
such instruction may schedule the class.

Public Funds for Parochial Schools
Under the child-benefi t theory, parochial schools may receive public funds for 
purchasing textbooks that are not religion related, such as reading and math 
books (Board of Education v. Allen, 1968). Likewise, public funds may be used by 
parochial schools to secure, administer, and grade standardized achievement 
tests (Committee for Public Education v. Regan, 1980).

Religious Clubs/Prayer Groups
Public secondary schools that provide opportunities for organizations to meet on 
campus during or aft er school hours are required to permit Christian clubs, for 
example, to do the same. PL 98-377, Th e Equal Access Act, states that sponsors of 
such clubs cannot be paid, nonschool personnel cannot direct the meeting, and 
the assigned faculty advisor must be in attendance but not participate. In addi-
tion, it is required that the meeting is voluntary, student initiated, and does not 
materially and substantially interfere with the orderly conduct of educational 
activities within the school.

In the case of Westside School District v. Mergens (1990), the U.S. Supreme 
Court used the “Lemon Test” (Lemon v. Kurtzman, 1971) to rule that the Equal 
Access Act was constitutional. Th e Lemon Test details the requirements concern-
ing religion:

 1.  Th e government’s action must have a secular legislative purpose,
 2.  Th e government’s action must not have the primary eff ect of either advanc-

ing or inhibiting religion,
 3.  Th e government’s action must not result in an “excessive government entan-

glement” with religion.

Impetus for the Equal Access Act originated with conservative Christian 
groups seeking to allow students to organize religious clubs in public secondary 
schools. Interestingly, despite opposition from those same organizations, the law 
has allowed many other clubs to form, some of which represent alternative reli-
gions or none at all (e.g., alternative sexual orientation support groups).

As in other aspects of teaching, if you are unsure of a practice, check with 
someone who should know. Typically, that is a veteran mentor teacher, but an 
administrator is even better, and a policy handbook is best.

Federal Law
Th e U.S. federal government does not assume full responsibility (or even major 
responsibility) for the education of its citizens. Th e Tenth Amendment to the 
Constitution, part of the Bill of Rights, states, “Th e powers not delegated to the 
United States by the Constitution, nor prohibited by it to the States, are reserved 
to the States respectively, or to the people.” Th us, education is a responsibility of 
each state. Th ere is also a clear indication that education can have a state and a 
local component.
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Th en how has the federal government managed to become so deeply involved 
in education? For the constitutional answer, we need to refer to Article 1, Section 8, 
which states, in part, that “Congress shall have power to lay and collect taxes 
[and] provide for the common defense and general welfare of the United States.” 
Federal involvement in education is a function of the “general welfare” clause. 
And what of providing for the common defense? Well, as we will see, the govern-
ment’s involvement in education stems from that as well.

For purposes of discussion, we have assigned the laws we have selected for 
review to the following categories: higher education, elementary and secondary 
schools, civil rights, exceptional education, compensatory education, school sub-
jects and topics, and information and research. Th ese laws and categories are 
summarized in Table 10.2.

Table 10.2 Selected Federal Education Legislation

Higher Education

Morrill Land-Grant Act of 1862

Morrill Land-Grant Act of 1890

PL 78-346, Serviceman’s Readjustment Act

PL 88-452, Economic Opportunity Act

PL 89-329, The Higher Education Act

Elementary and Secondary Schools

Northwest Ordinances of 1785 and 1787

PL 76-849, Amendments to Lanham Act

PL 79-396, National School Lunch Act

PL 83-597, School Milk Program Act

Civil Rights

PL 88-352, Civil Rights Act

PL 92-318, Education Amendments of the Indian Education Act

PL 93-247, Child Abuse Prevention and Treatment Act

PL 93-380, Family Educational Rights and Privacy Act

PL 98-377, Equal Access Act

PL 101-542, Student Right-to-Know and Campus Security Act

PL 103-227, Safe Schools Act

Exceptional Education

PL 85-926, Education of Mentally Retarded Children Act

PL 90-247, Elementary and Secondary Education Amendments

PL 90-538, Handicapped Children’s Early Education Assistance Act

PL 93-112, Rehabilitation Act

PL 94-142, Education for All Handicapped Children Act

PL 98-199, Education of the Handicapped Act Amendments

PL 99-457, Education of the Handicapped Act Amendments

PL 100-407, Technology-Related Assistance for Individuals 
with Disabilities Act

PL 101-336, Americans with Disabilities Act

PL 105-17, Amendments to the Individuals with Disabilities Education Act

[continued]
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Laws are both named and numbered. Th e numbering system is based on the 
session of Congress and the order in which the bill approved by the House and 
the Senate was signed by the president. Th us, Public Law (PL) 94-142 refers to the 
94th Congress (the 94th two-year session beginning with the fi rst Congress) and 
the 142nd law passed by that Congress during its 2-year term of offi  ce. Because 
our government has existed for more than 200 years, we have had more than 100 
Congressional terms. Much of the following information is derived from two 
sources: American Educators’ Encyclopedia (Dejnozka & Kapel, 1982) and Th e 
Condition of Education 2008 (2008).

Higher Education
Th e Morrill Act (1862) authorized land grants that the states were to use to estab-
lish and maintain agricultural and mechanical colleges. Th ese A&M colleges exist 
in all states today and produce large numbers of graduates in specialized fi elds. In 
1890, a second Morrill Act allocated funds to support instruction in the land-
grant colleges. All states and Puerto Rico currently receive federal funds for land-
grant institutions (Griffi  n, 1982).

Table 10.2 Selected Federal Education Legislation—cont’d

Compensatory Education

PL 89-10, Elementary and Secondary Education Act

PL 90-247, Bilingual Education Act

PL 97-35, Education Consolidation and Improvement Act

PL 100-297, Elementary and Secondary School Improvement Amendments

PL 103-382, Improving America’s Schools Act

PL 105-285, Educational Excellence for All Children Act

PL 107-110, No Child Left Behind Act

School Subjects and Topics

PL 85-864, National Defense Education Act

PL 91-516, Environmental Education Act

PL 95-561, Education Amendments

PL 98-377, Education for Economic Security Act

PL 101-239, Childhood Education and Development Act

PL 101-600, School Dropout Prevention and Basic Skills Improvement Act

PL 103-239, School-to-Work Opportunities Act

PL 105-277, Omnibus Consolidated and Emergency Supplemental 
Appropriations Act

PL 108-265, Child Nutrition and WIC (Women, Infants, and Children) 
Reauthorization Act

Information and Research

PL 83-531, Educational Research Act

PL 93-380, Education Amendments

PL 103-33, National Assessment of Educational Progress
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In 1944, PL 78-346, Th e Servicemen’s Readjustment Act (also known as the GI 
Bill), was passed to enable returning veterans to pay for higher education. Th e 
result was greatly increased college and university enrollment, particularly among 
minorities. Th e GI Bill was eventually extended to veterans of the Korean and 
Vietnam wars, and, in 2008, to the post-9/11 wars in Iraq and Afghanistan. In 
general, the education benefi ts were similar to those originally provided to veter-
ans of World War II (“New GI Bill More Th an Doubles Education Benefi t for 
Some Veterans,” 2008).

Th e Economic Opportunity Act (PL 88-452) of 1964 provided funds for college 
work-study programs for students with family incomes less than specifi ed levels. 
It also funded Head Start, Follow Th rough, and Volunteers in Service to America 
(VISTA).

PL 89-329, Th e Higher Education Act of 1965, provided funds for college li-
braries, instructional equipment, and teacher education programs. It also funded 
the National Teachers Corps, insured student loans, and provided graduate fel-
lowships in teacher education. Th e act was reauthorized in 2008, fi ve years over-
due. Among 70 new programs are: (1) funding for improving teacher education 
and aligning college of education eff orts with public schools, and (2) require-
ments that institutions publish a variety of statistical information that will enable 
students to make more informed decisions (ACE Analysis of Higher Education 
Reauthorization, 2008).

Elementary and Secondary Schools
Th e Northwest Ordinances (the earliest federal land grants) of 1785 and 1787, 
which originally applied to the land north of the Ohio River and east of the Mis-
sissippi River, set aside section 16 of each township for public schools (Dejnozka 
& Kapel, 1982). Th e ordinances eventually granted public lands to 39 states. Th e 
grants, to be used for educational purposes, were the fi rst instances of federal aid 
to education.

Th e 1950 Amendments to the Lanham Act (PL 76-849, 1941) provided funds 
for constructing, operating, and maintaining schools in areas with large numbers 
of federal employees (as in the case of a military base). Th e intent was to help lo-

cal areas avoid fi nancial problems caused 
by unusually large enrollments of the chil-
dren of adults in federal service.

Th e National School Lunch Act (PL 
79-396, 1946) provided funds for public 
school use in establishing, operating, and 
maintaining school cafeterias and lunch 
programs. Funding was also provided for 
distribution of food to school lunch pro-
grams. Eight years later, through PL 83-597 
(Th e School Milk Program Act), funds were 
allocated for the purchase of milk for school 
lunch programs. Th ose programs were even-
tually reauthorized as P.L. 108-265, the Child 

Nutrition and WIC Reauthorization Act (2004). Among the special focus points 
were healthy school nutrition programs, the prevention of diet-related chronic 
diseases, and the reduction of obesity. You may have heard of WIC (Women, 
Infants, and Children) assistance, which also relates to nutrition.

Many of these children may be 
receiving free or reduced-price 
lunches as a result of federal 
legislation.
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Head Start, which was part of the Economic Opportunity Act (PL 88-452) of 
1964, originally enrolled only 4- and 5-year-old children from low-income fami-
lies, but that rule was later relaxed. Th e major objective of Head Start is to prepare 
young children for entry into school. In 1972, a requirement was added that at 
least 10 percent of the slots for Head Start were to go to handicapped children. PL 
101-239, the Childhood Education and Development Act (1989), expanded Head 
Start and included child care services.

As its title suggests, Follow Th rough was intended to maintain the academic 
gains of children in Head Start and to increase their achievement in the primary 
grades. Despite some notable exceptions (e.g., the Perry Preschool Project in Ypsi-
lanti, Michigan), long-term results of early childhood compensatory education 
programs have been disappointing (Besharov, 1992). Not only is the body of avail-
able research “insuffi  cient for use in drawing conclusions about the impact of na-
tional programs” (Joyner, 1998), the Th ird Progress Report (Zill et al., 2001) found 
that at the end of Head Start, the children were “substantially behind national 
norms.” More recently, a study found that Head Start in general had little or no ef-
fect (and sometimes a negative eff ect) on cognitive and social-emotional develop-
ment (Loeb, 2007). Nevertheless, the programs are extremely popular politically.

VISTA is a program intended to provide volunteers to community agencies 
that are developing long-term solutions to problems caused by rural and urban 
poverty.

Civil Rights
PL 88-352, Th e Civil Rights Act of 1964, allocated funds for public school districts 
(and institutions of higher education) to provide in-service programs intended to 
help educators deal with issues related to desegregation. Th e act prohibited dis-
crimination based on color, race, religion, or national origin. Title VII specifi cally 
forbade discrimination in hiring.

PL 92-318, Th e Education Amendments of the Indian Education Act of 1972, 
covered a variety of topics. Title IV established an Offi  ce of Indian Education 
(which supported culturally relevant education and parent involvement), and at-
tempted to improve educational opportunities for Native Americans and reduce 
the unacceptably high levels of illiteracy. Title IX prohibited sex bias (against both 
male and female students) in public elementary and secondary schools, as well as 
in admission to post-secondary education institutions for any program receiving 
federal fi nancial assistance.

P.L. 93-380, Th e Family Educational Rights and Privacy Act (FERPA) of 1974 
is also called the Buckley Amendment. It protects students from having their 
grades or records disclosed except when there is a “need to know,” as would be 
true for a teacher, guidance counselor, and, for students under age 18, parents 
(Zirkel, 2001, 2003). As a teacher, you will be interested in knowing that the U.S. 
Supreme Court has ruled unanimously that the checking of papers by students’ 
peers is an acceptable practice (Zirkel, 2003). Th is amendment also advises teach-
ers not to place defamatory comments in a student’s fi le. Th us, you will want to 
focus on facts rather than opinions when you document behavior. To avoid pos-
sible violations of FERPA, read Essex’s (2000) article on confi dentiality.

In 1974, the Child Abuse Prevention and Treatment Act (PL 93-247) created a 
national center that collects data on child abuse and neglect, conducts research, 
and publishes training materials (Dejnozka & Kapel, 1982). It has been amended 
on a number of occasions, most recently in 2003.
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In 1990, PL 101-542, Th e Student Right-to-Know and Campus Security Act,
was passed, requiring post-secondary institutions that receive fi nancial aid to 
provide the federal government with information about the graduation rates of 
student-athletes. Schools were also required to provide security services and fi le 
annual crime reports with the FBI.

Th e Safe Schools Act (PL 103-227, 1994) allocated money to fund grant pro-
posals to schools with serious crime problems. Th e proposals were required to 
focus on strategies such as confl ict resolution and peer mediation.

Exceptional Education
Th e Education of Mentally Retarded Children Act (PL 85-926, 1958) provided 
funds for training teachers of the handicapped. It can be considered the forerun-
ner of all subsequent laws related to exceptional education.

PL 90-247, Th e Elementary and Secondary Education Amendments of 1968,
provided regional centers for the education of handicapped children, services for 
deaf or blind children, information resources for the handicapped, and support 
for bilingual education programs and dropout-prevention programs.

Th e Handicapped Children’s Early Education Assistance Act (PL 90-538, 1968)
allocated funds for programs for preschool and other early childhood education 
programs for the handicapped from birth through age 6.

Section 504 of the Rehabilitation Act (PL 93-112, 1973) is a civil rights law 
relating to exceptional education. It provides for children who have or have had 
a physical or mental impairment that substantially limits a major life activity 
(e.g., walking, seeing, hearing, speaking, breathing, learning, working, caring for 
oneself, and performing manual tasks) or is regarded by others as disabled. Th is 
law forbade discrimination against students because of handicaps and also re-
quired that architectural barriers be replaced.

In 1975, the landmark Education for All Handicapped Children Act (PL 94-
142) provided for a free and appropriate public education (FAPE) for all handi-
capped children between ages 3 and 18. Renamed IDEA (Individuals with 
Disabilities Education Act) in 1990, it consisted of six major concepts:

 1.  Zero reject. No school system could refuse to serve any eligible child.
 2.  Nondiscriminatory evaluation. A comprehensive and individual evaluation 

must be appropriate for the child’s cultural and language background, and 
must precede placement in an exceptional education program. A reevalua-
tion must occur no later than 3 years.

 3.  Individualized Education Program (IEP). Th is written plan, specifi c for 
each child, must describe the child’s current performance, the goals for the 
year, the services to be rendered, and the means by which the results will be 
measured.

 4.  Least restrictive environment (LRE). To the extent possible, a handicapped 
child must be educated with nonhandicapped children, that is, in a main-
streamed environment. However, the term mainstream does not appear in 
the law.

 5.  Due process. Procedures intended to ensure fairness and accountability of 
both parents/guardians and educators include the rights of parents to have 
evaluations conducted by personnel outside the school system and to request 
a hearing when they disagree with the school’s proposed plans.

 6.  Parent/guardian participation. Parents are entitled to see their children’s re-
cords and to participate fully in the development of the IEP.

Individualized Educa-
tion Program (IEP)  
A written plan, spe-
cific for each child, 
that consists of a 
description of the 
child’s current per-
formance, the goals 
for the year, the 
services to be ren-
dered, and the means 
by which the results 
will be measured.

least restrictive envi-
ronment (LRE) The 
requirement that, to 
the extent possible, 
a handicapped child 
must be educated 
with nonhandicapped 
children, that is, in 
a mainstreamed 
environment.
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Th e Education of the Handicapped Act Amendments of 1983 (PL 98-199) re-
quired that architectural barriers to access be eliminated. Th us, access ramps, el-
evators, and doors and media center aisles must be wide enough to accommodate 
wheelchairs.

Th e 1986 Education of the Handicapped Act Amendments (PL 99-457) in-
cluded services for developmentally delayed children from birth to age 2. Th e act 
encouraged states to assess each eligible child, develop an individualized family 
services plan, and provide family counseling, speech or language therapy, occu-
pational or vocational therapy, and special education services as needed. Th e 
availability of free and appropriate public education (FAPE) was expanded to 
include children ages three to fi ve.

Th e Technology-Related Assistance for Individuals with Disabilities Act (PL 
100-407, 1988) funds statewide programs to provide appropriate technology for 
handicapped people of all ages.

PL 101-336, the Americans with Disabilities Act (ADA) of 1990, prohibits dis-
crimination against people with disabilities. Th is is another landmark case. In this 
law, a “child with a disability” refers to a child:

 1.  With mental retardation, hearing impairments (including deafness), speech 
or language impairments, visual impairments (including blindness), serious 
emotional disturbance (hereinaft er referred to as ‘emotional disturbance’), 
orthopedic impairments, autism, traumatic brain injury, other health impair-
ments, or specifi c learning disabilities; and

 2.  Who, by reason thereof, needs special education and related services.”

In 2008, the Amendments Act to ADA was signed into law. Among its 
changes is a requirement that an impairment that is episodic or sometimes in 
remission should be covered by the law if a major life activity is substantially 
limited when it occurs. Th e major life activities are expanded, and the defi nition 
of disability is to be interpreted broadly (“Notice Concerning the Americans with 
Disabilities Act (ADA) Amendments Act of 2008,” 2008).

Th e Amendments to the Individuals with Disabilities Education Act (IDEA) 
(PL 105-17, 1997) extended IDEA through fi scal year 2002. Th is law frequently is 
referred to as IDEA ‘97. Although the Congress agreed to fund 40 percent of the 
cost, in fact, it allocated moneys for only 15 to 17 percent, making the law an 
underfunded mandate (Opportunity to Excel, 2001; “Th e Politics of IDEA Revis-
ited,” 2003).

IDEA was reauthorized by Congress in November 2004. Th e reauthorization 
decreases the paperwork, requires the Department of Education to develop a 
model IEP form, allows states to spend 15 percent of the IDEA funds to help 
students who have not yet been approved for assistance, allows a school to sus-
pend a seriously disruptive student for up to 45 days while the IEP team deter-
mines how to deal with the situation, and requires that a parent prove that the 
misbehavior was caused by the student’s disability rather than the school prove it 
was not (Lewis, 2005; “What Will the New IDEA Do?” 2005; White, 2005). Im-
portantly, it established a “glide path” to funding at the 40 percent level by 2011, 
which was fi rst promised in the 1970s (Lewis, 2005).

Another new concept is known as response to intervention (sometimes 
response to instruction). Instead of testing children immediately to determine 
whether they qualify for special education services, response to intervention pro-
vides for early identifi cation of problems that are not caused by limited English 
profi ciency and pre-referral interventions that hopefully increase the learning 
rate, avoid the labeling of children as having learning disabilities, and decreasing 

response to interven-
tion Seeks early 
identification of 
problems that are 
not caused by lim-
ited English profi-
ciency and pre-
referral interventions 
to increase the 
learning rate, avoid 
labeling children as 
learning disabled, 
and decrease the 
number requiring 
specialized services.
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the number requiring specialized services. Th us, a learning team might provide 
alternative teaching strategies and curriculum materials to determine whether 
they adequately address the children’s learning needs. In its review of the re-
search, What Works Clearinghouse (www.whatworks.ed.gov) found that one in-
tervention, Reading Recovery, was clearly the gold standard. However, it involves 
individual tutoring and, therefore, is quite expensive (Lose, 2007).

Compensatory Education
In 1965, the Elementary and Secondary Education Act (ESEA), PL 89-10, provided 
funds to elementary and secondary schools that served large numbers of students 
from low-income families. Th e funds could be used for remedial teachers, and 
materials for libraries and instruction. Th is act was watershed in federal programs 
for economically disadvantaged populations, and as reauthorized and renamed, 
it continues today, as popular as ever, despite some negative long-term research 
studies. Th e Bilingual Education Act (PL 90-247, 1968) was a series of amend-
ments to ESEA. Known as Title VII, it provided aid to students with “limited 
English-speaking ability.” Th is act and its successors are increasingly important: 
11 percent of the U.S. population is foreign born (Drucker, 2003), 41 percent of 
the 3,000,000 teachers surveyed by the National Center for Education Statistics 
teach limited English profi cient students (NCELA, 2002), and it takes up to 
7 years for these students to perform academically as well as their peers (Collier 
& Th omas, 1999). Indeed, Collier and Th omas write, “Native English speakers are 
not sitting around waiting for ESL [English as a Second Language] students to 
catch up. Th ey are continuing to make one year’s progress in one year’s time in 
the English language development and in every school subject” (p. 1).

PL 97-35 (1981), the Education Consolidation and Improvement Act (ECIA),
combined 42 programs into 7 block grants. From a political point of view it was 
an attempt to remove decision-making ability from the federal government and 
to provide the states with the fl exibility to use the funds to meet their particular 
needs within the broad framework of the law. Th us began the eff ort to use cate-
gorical grants, which left  to the states the responsibility to apportion the money 
according to their needs.

Th e Elementary and Secondary School Improvement Amendments (PL 100-
297, 1988) reauthorized through fi scal year 1993 such programs as remedial edu-
cation teachers, bilingual education, math-science education, Indian education, 
and adult education.

PL 103-382, the Improving America’s Schools Act (1994), reauthorized ESEA, 
continuing to provide remedial teachers for children from low-income homes. It 
also provided funds for professional development programs for teachers, safe and 
drug-free schools, and community support.

PL 105-285, the Educational Excellence for All Children Act (1999), was the 
next 5-year reauthorization of ESEA. Its major focus was on accountability of the 
states and the school districts. It advocated higher standards for teachers, op-
posed social promotion while insisting that additional support be provided so 
students could acquire the information being presented, and required that Title I
(low-income) schools be treated the same as non-Title I schools in terms of qual-
ity of faculty, physical condition of the school, and the curriculum. It also re-
quired that each school issue to parents an annual report card detailing the prog-
ress of the students in the school.

block grants Grants 
that allow state edu-
cation agencies the 
f lexibility to use the 
funds to meet their 
specific needs within 
the framework of the 
federal law. In es-
sence, a number of 
special programs are 
folded into a block 
grant.

categorical grants  
Grants that allow 
state education 
agencies maximum 
flexibility to appor-
tion the funds ac-
cording to their spe-
cific needs.

09388_10_Ch10_328-373.indd   36409388_10_Ch10_328-373.indd   364 11/18/09   5:16:39 PM11/18/09   5:16:39 PM

www.whatworks.ed.gov


Chapter 10: Ethics in Education and Matters of Law  365

Activity 10.3 Researching Federal Law

Laws are far more complex than the brief descriptions we can provide. You may 
be surprised to fi nd how involved a law can be. Though many laws are much 

too lengthy to download, the Internet makes it practical for you to see how laws 
are formatted and what sorts of provisions are included in the legislation.

Select one of the laws in the text to research. You can begin your search with 
the Government Printing Offi ce’s website (www.gpoaccess.gov/plaws/index.html), 
which provides access to laws enacted from the 104th to the 108th Congress. 
A search with the term “public laws” will help you fi nd other sites.

1. What did you fi nd within a law that you had not expected?

2. What, if any, other legislation was included with the law you researched?

high-stakes tests  
Standardized 
achievement tests 
that are used for 
promotion, gradua-
tion, or assignment 
of school grades and 
that carry penalties 
for poor schoolwide 
performance (as well 
as rewards for good 
performance). Thus, 
they have serious 
negative implications 
for students and 
schools that do not 
meet predetermined 
criteria.

Research on the eff ectiveness of Title I (remedial education) of ESEA and its 
periodic reauthorization bills has sometimes been disappointing, particularly in 
long-term studies. In general, the fi nding is that interventions don’t increase stu-
dent achievement aft er grade 3 and have a limited impact in the primary grades 
(Dyer & Binkney, 1995). Others (Puma et al., 1997) have found Title I to have 
limited impact on increasing children’s reading achievement. A more positive 
report prepared by the Center on Education Policy indicates that since its incep-
tion, additional funding has had a greater impact on the achievement of minority 
and disadvantaged students than on their more advantaged classmates. Th e gains 
made by African Americans, Hispanics, and white disadvantaged students have 
closed one third to half of the achievement gap (Jennings, 2000).

PL 107-110, the No Child Left  Behind (NCLB) Act of 2001, is a massive edu-
cation omnibus. In its goal to have all children as profi cient readers by the 
school year 2013–2014, it mandates testing in reading and math for students in 
grades 3 to 8 and once in the 3-year period of grades 10 to 12, and requires each 
state to develop standards and objectives for all elementary and secondary 
grades, and then administer high-stakes tests (so called because they have 
serious negative implications for students and schools that do not meet prede-
termined criteria) aligned to the standards. Furthermore, it mandates that all 
test data be analyzed by race or ethnic group and economic status, and reported 
for students with disabilities and limited English profi ciency. Th e profi ciency 
standards, which are diff erent for each state, gradually increase until 2014, at 
which time 95 percent of students are supposed to perform at or above grade 
level in reading and math. Th is expectation holds for each subgroup (e.g., His-
panics, African Americans, students with learning disabilities, English language 
learners). A Title I school that misses the goal for any subgroup “fails to meet 
standards” and is subjected to a series of consequences that increase each year. 
In the spring of 2002, 8,632 schools were classifi ed as failing to meet state stan-
dards according to NCLB (Million, 2002). As the standards rise, the number of 
“failing” schools will also increase, even if the schools continue to make prog-
ress! Th e law also authorized two new programs: Reading First (to raise 
achievement of at-risk children in grades K–3 and students with exceptionali-
ties in K–12) and Early Reading First (for at-risk preschoolers). Reading First 
grants were awarded for three years; then there was a progress check to deter-
mine whether a second (and fi nal) 3-year grant should be awarded (Barone, 
Hardman, & Taylor, 2006).
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step into the classroom
TEACHSOURCE
Video Case 10.2

Foundations: Aligning Instruction 
with Federal Law

Go to the premium website and view Foundations: Aligning Instruction with 
Federal Law. Though education is the responsibility of each state, federal leg-
islation has a tremendous effect on classroom teaching. This video emphasizes 
two legislative acts: Individuals with Disabilities Education Act (IDEA) and No 
Child Left Behind Act (NCLB). After listening to these teachers, consider these 
questions.

 1.  There seems to be clear agreement that addressing these mandates is a col-
laborative task. How might that affect the work of the classroom teacher?

 2.  A teacher mentions that a drawback to standardized testing is that too 
much emphasis is placed on a single testing situation. Do you agree? How 
might education improve the assessment of student achievement?

Although Reading First and its parent program, NCLB, were passed with 
strong bipartisan support, it was quite controversial. Complaints include misuse 
and overuse of standardized tests (Allington, 2002; Guisbond & Neill, 2004), seri-
ous discrepancies between the research and the purported fi ndings (Garan, 2002; 
Krashen, 2002; Yatvin et al., 2003), expectations of 1 year of progress annually for 
subgroups such as English language learners (Abedi & Dietel, 2004), expectations 
that 95 percent of the students in all subgroups would achieve the standards by 
2014 (Mathis, 2003; Guisbond & Neill, 2004; Schroeder, 2004), and the huge 
costs, most of which must be borne by state and local governments (Lewis, 2005; 
Mathis, 2003). When its time frame expired in 2009, Reading First was not sched-
uled for reauthorization.

School Subjects and Topics
In 1958, PL 85-864, the National Defense Education Act (NDEA), was passed as a 
reaction to the launching of Russia’s Sputnik and federal fears that the United States 
would be outdistanced in science and technology. Th e NDEA provided funds for 
strengthening math, science, and foreign language courses in public schools, for-
eign language off erings in post-secondary institutions, and dissemination of the 
eff ective use of the technology of the time (television and movies primarily). Many 
programs for retraining teachers were conducted across the country.

PL 91-516, the Environmental Education Act (1970), established an Offi  ce of 
Environmental Education, disseminated environmental education information, 
and promoted the development of environmental programs at the elementary 
and secondary levels.

PL 95-561, the Education Amendments (1978), replaced the National Reading 
Improvement Program with a basic skills program and promoted the use of the 
schools for community purposes.

In 1984, the Education for Economic Security Act (PL 98-377) funded science 
and math programs at all levels of education. Notice that this act, as was the case 
with NDEA in 1958, is an education act driven by a social exigency.

In 1990, PL 101-600, the School Dropout Prevention and Basic Skills Improvement 
Act, authorized eff orts to diminish “dropoutism” by enhancing students’ basic skills. 
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Although one of its purposes was to increase the graduation rate, such varied means 
of computing the data have been used that it is diffi  cult to determine how eff ective 
the law has been. For instance, according to then–Secretary of Education Margaret 
Spellings, one state bases its dropout rate only on the number of seniors who drop 
out, whereas another state counts dropouts as only those students who register as 
dropouts (“Changes Improve Federal School Law, But It Still Intrudes,” 2008).

Th e School-to-Work Opportunities Act (PL 103-239, 1994) was funded to pre-
pare students for the world of work and for subsequent education. Schools were 
directed to include career-related academics, career development activities, and 
work experiences connected to the schools. Unfortunately, a study in eight states 
that received early funding found that only 3 percent of the high school seniors had 
participated in all three components (Hershey, Silverberg, & Haimson, 1999).

PL 105-277, the Omnibus Consolidated and Emergency Supplemental Appro-
priations Act (1999), established the Reading Excellence Act, which expected all 
students to be able to read independently by the third grade. It also provided 
funds to reduce class size in the primary grades. Eventually, the act was folded 
into PL 107-110 (No Child Left  Behind Act) (Mraz, 2004).

PL 108-265, the Child Nutrition and WIC (Women, Infants, and Children) 
Reauthorization Act, required that wellness policies be established in schools re-
ceiving federal aid.

Information and Research
In 1954, PL 83-531, the Educational Research Act, was designed to promote close 
working relationships among state education agencies and post-secondary insti-
tutions in conducting and disseminating education research.

PL 93-380, the Education Amendments of 1974, established the National Cen-
ter for Education Statistics, which today publishes summaries of information re-
lated to education at all levels. One sample is the Digest of Education Statistics.

In 1993, PL 103-33, the National Assessment of Educational Progress (NAEP) 
Assessment Authorization, permitted the use of the NAEP for comparisons by 
state. Th e NAEP samples student achievement nationwide on a regular schedule 
for each area of the curriculum. Th e ages sampled are 9, 13, and 17 (approxi-
mately the end of elementary, middle school, and secondary school). Statistical 
data on student performance, as well as responses to questions about school and 
nonschool activities, are compared with information obtained from the previous 
cycle on a given subject area and then summarized in reports that receive wide-
spread attention. For instance, data collected on reading achievement in nine 
urban areas in 2003 revealed that more than 50 percent of urban fourth graders 
scored in the “Below Basic” category. For the nation as a whole, the fi gure was 
38 percent (Flynt & Cooter, 2005).

Challenges to the Law
From time to time, the U.S. Supreme Court is called on to adjudicate a disagree-
ment over the constitutionality of an education law or part of a law. In that case, 
the nine justices serve as the fi nal arbiters; there is no recourse to their decision. 
As a major example, in 1954 the Supreme Court ruled 9–0 in the case of Brown 
v. Board of Education that school segregation was unconstitutional. “Separate and 
equal” as upheld in the 1896 case of Plessy v. Ferguson was neither possible nor 
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permissible. A year aft er Brown, the court ruled that integration was to occur with 
“all deliberate speed.”

During the past half century, the Supreme Court has become the fi nal arbiter 
in a large number of cases that aff ect both public and private education. Like the 
federal laws, you should be familiar with a number of signifi cant cases. Table 10.3 
summarizes the annotated list that follows. Activity 10.4 provides an opportunity 
to look at Supreme Court cases in greater detail. You can use the Internet to re-
search one of the cases discussed in this chapter.

Integration
Sweatt v. Painter (1950) Th e University of Texas Law School was re-
quired to admit African Americans. Note that this decision preceded and fore-
shadowed Brown v. Board of Education by four years.

Swann v. Charlotte-Mecklenburg (North Carolina) Board of 
Education (1971) Busing was ordered to achieve desegregation. Conse-
quently, many parents of minorities sent their children to schools outside their 
neighborhoods, marking a decrease in parental involvement in the schools.

Church and State
Engel v. Vitale (1962) Th e state-written prayer “Almighty God, we ac-
knowledge our dependence upon thee, and we beg thy blessings upon us, our 
parents, our teachers and our Country” was an unconstitutional violation of the 
First Amendment regarding the separation of church and state.

Table 10.3 Selected U.S. Supreme Court Rulings

Integration

1896—Plessy v. Ferguson

1950—Sweat v. Painter

1954—Brown v. Board of Education

1971—Swann v. Charlotte-Mecklenburg Board of Education

Church and State

1962—Engle v. Vitale

2002—Zelman v. Simmons-Harris, Hannah Perkins School v. Simmons-Harris, 
and Taylor v. Simmons-Harris

Exceptional Children

1972—Mills v. Board of Education of the District of Columbia

1972—Pennsylvania Association for Retarded Citizens (PARC) v. Pennsylvania

1988—Honig v. Doe

Student Diversity

1974—Lau v. Nichols

1981—Castañeda v. Pickard

Civil Rights

1975—Goss v. Lopez

1977—Ingraham v. Wright

1978—Regents of the University of California v. Bakke

1988—Hazelwood School District v. Kuhlmeier
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Zelman v. Simmons-Harris, Hannah Perkins School v. Simmons-
Harris, and Taylor v. Simmons-Harris (2002) Using vouchers for pa-
rochial schools is not a violation of the separation between church and state if 
students have a variety of options in addition to specifi c public schools (e.g., non-
sectarian schools and other public schools, as well as church-related schools).

Exceptional Children
Mills v. Board of Education of the District of Columbia (1972) Th e 
school district was required to provide public education for the seven handi-
capped children for whom the case was argued and for other handicapped chil-
dren as well. Th is case foreshadowed the passage of PL 94-142, Education for All 
Handicapped Children Act.

Pennsylvania Association for Retarded Citizens (PARC) v. 
Pennsylvania (1972) Along with the Mills case, this is a major case grant-
ing educational rights to the handicapped. Th e court required that the state pro-
vide a free and appropriate public education to all of its handicapped children, edu-
cate them in the least restrictive environment, pay for private school education if 
the state could not meet children’s needs in public schools, and attempt to locate 
other handicapped children (Reynolds, 2000).

Honig v. Doe (1988) Offi  cial hearings must be held before disruptive stu-
dents with disabilities can be removed from their placement as indicated on an 
IEP. For instance, they cannot be placed on homebound instruction, suspended, 
or expelled before the hearing.

Student Diversity
Lau v. Nichols (1974) Th e San Francisco Board of Education was found to 
have violated the civil rights of Chinese children by not providing them with 
English-language instruction and was required to off er special instruction to en-
able the Chinese-speaking students to receive a good education. In practice, the 
major ethnic group that benefi ted from this ruling was Hispanics.

Activity 10.4  Researching Court Rulings 
Concerning Education

The outcome of any court case is just part of the story. The cases discussed in 
this chapter have shaped education as we know it and continue to infl uence 

the course of education in the United States. Yet, just as one example, what was 
the case of Plessy v. Ferguson actually about? You might be surprised.

Select one of the cases from the text to research. The following URLs will 
begin to open the world of Supreme Court rulings to you:

www.supremecourtus.gov (Offi cial Web page of the U.S. Supreme Court)
www.law.cornell.edu/supct/search/search.html (good site for older cases)

1. Who were the principal litigants in the case?

2. What was the complaint?

3. What was the vote on the fi nal decision?

4. On what rule of law was the majority opinion based?
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Castañeda v. Pickard (1981) In 1978, Roy Castañeda fi led suit against the 
Raymondville Independent School District on behalf of his two children. Mr. 
Castañeda claimed that the school utilized a grouping system that essentially 
segregated children, and thus was ethnically and racially discriminatory. He fur-
ther contended that the school failed to provide adequate bilingual education 
opportunities that would have allowed his children to overcome language barri-
ers that they faced. Th e courts initially ruled in the school’s favor, saying that the 
children had not been discriminated against. In 1981, however, the U.S. Court of 
Appeals for the Fift h Circuit ruled in Castañeda’s favor and established a three-
part test for evaluating the adequacy of a bilingual program:

• Th e program must be based on “sound educational theory.”
• It must be “implemented eff ectively with resources for personnel, 

instructional materials, and space.”
• Aft er a trial period the program must be proven eff ective in over-

coming language barriers/handicaps.

Civil Rights
Goss v. Lopez (1975) Contending that the right to an education is a “prop-
erty right,” the Supreme Court ruled that a school or school district could not 
suspend a student in an arbitrary manner or without due process.

Ingraham v. Wright (1977) Th e use of corporal punishment (paddling) 
was not a violation of the Eighth Amendment (the injunction against cruel and 
unusual punishment, which applies to people found guilty of crimes) and parents 
did not need to be notifi ed before the administration of the punishment. Never-
theless, schools could be held liable for damages and for malice.

Regents of the University of California v. Bakke (1978) Th e quota 
system in college admissions was prohibited, but the constitutionality of granting 
advantages to minorities was upheld.

Hazelwood School District v. Kuhlmeier (1988) School offi  cials are 
permitted to regulate school newspapers.

Conclusion
Th is chapter focuses on the infl uences of ethics and 
law in education. Our discussions included consider-
ations of personal and professional ethics, and that 
laws refl ect a collective view of those things that a 
society values. Education has been heavily infl uenced 
by legislative acts throughout our nation’s history. 
Once enacted, laws are tested in the courts on a case-
by-case basis. Th e courts attempt to balance the 

rights of the individual and the good of the society at 
large. Here are some of the main points raised in this 
chapter:

 1.  Ethics are the guidelines we use to stay true to our 
moral beliefs. Laws are a formalized version of eth-
ics that speak for a society’s values.

 2.  Because teachers occupy positions of infl uence, 
their ethical character must be beyond reproach.
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 3.  Teachers and students are entitled to due process of 
law in legal matters.

 4.  Issues of teacher liability are considered under tort 
law.

 5.  Th e U.S. federal government does not assume full 
responsibility for the education of its citizens. Th at 
right is reserved to the states.

 6.  Religion in the public schools continues to be a 
volatile issue. Th e U.S. Constitution mandates 

a separation of religion from state and federal 
functions.

 7.  Congress has become increasingly involved in edu-
cation, enacting a series of laws that aff ect everyone 
enrolled in any level of any educational institution.

 8.  During the past half century, the U.S. Supreme 
Court has become the fi nal arbiter in a large 
number of cases that aff ect both public and private 
education.

Key Terms
in loco parentis
due process
contract
breach of contract
induction period
tenure
liability
tort law
mandated reporter

academic freedom
sexual harassment
Individualized Education Program (IEP)
least restrictive environment (LRE)
response to intervention
block grants
categorical grants
high-stakes tests

Case Studies in Education
Enter the information from the table below into the 
Educational Record for the student you are studying.

Ethics and Students’ Rights Laws That Would Apply to This Child

Davon
Perhaps seeking acceptance, Davon readily 
follows the directions of any authority fi g-
ure. His unkempt appearance, however, of-
ten leaves him isolated or the target of 
teasing.

Davon receives free lunch.

Andy
As a result of his challenges with hyperactiv-
ity and attention defi cit, contact with care-
givers is frequent. Custody issues have made 
it diffi cult for teachers to know to whom to 
release information.

Andy’s school is a Title I school, so he is able 
to benefi t from before-school tutoring, paid 
for by Title I funds. He does not receive free 
or reduced lunch.

Judith
It is apparent that Judith would benefi t from 
attention outside of school. Her family situa-
tion precludes participation in anything that 
would involve an expense. The school is 
meeting its legal obligations, but teachers 
feel that an ethical obligation is being 
overlooked.

Judith receives free breakfast and lunch at 
the school. Her teachers feel that she would 
benefi t from special educational services, 
but there has been no evidence of specifi c 
learning disabilities, or of physical or emo-
tional impairments.

Conclusion—cont’d
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Ethics and Students’ Rights Laws That Would Apply to This Child

Tiffany
Because of her breadth of knowledge con-
cerning world current events, Tiffany has 
opinions on topics of which many children 
have no knowledge. On occasion, other par-
ents have asked that Tiffany’s expression 
of perspectives be curtailed around their 
children.

Tiffany does not receive any special pro-
grams for disadvantaged students. Tiffany is 
involved only in the seminar group where 
she works with other Gifted and Talented 
students to work on projects and increase 
their divergent thinking skills.

Sam
Sam’s teachers are troubled by Sam’s situa-
tion from an ethical standpoint. With stu-
dents such as Sam, the typical perspective is 
to prepare them for some sort of unskilled 
labor. Sam has language diffi culties, but 
in an electronic age there are probably 
computer-based opportunities that would 
work for him.

Sam’s education is directly affected by public 
law. Every step of the educational process 
since he became eligible to receive special 
education services has been guided by the 
IDEA and FAPE. His IEP is a legal document.

Bao
Bao has lived in the United States since she 
was three and has full citizenship. Yet, dur-
ing a discussion in class that touched on the 
internment of Japanese Americans during 
World War II and the treatment of POWs 
during the Vietnam War, Bao’s opinions 
were taken as those of a “foreigner” by 
her classmates.

Bao receives no special services. She may 
have received ESL services in elementary 
school, but at this point she is fl uent in 
English.

 1.  What ethical issues or issues of students’ rights has 
your student faced in school? As a teacher, what 
impact could you have on the situation? What line 
can you defi ne as to how far a teacher can or should 
go in attending to a student’s needs from an ethical 
perspective?

 2.  As you review the laws that would apply to the stu-
dent you are studying, what eff ects can you identify 
that the law has had on that child’s education? How 
might the laws aff ect your own work as a classroom 
teacher and your own perspective of the society? 
(For instance, if “One nation, under God” were to 
be removed by law from the Pledge of Allegiance, or 
if it remains, how would you personally interpret 
that situation?)

Designing the School of the Future
Th e school of the future, just as the school of today, 
must operate within the law. However, there are some 
considerations to be made. For instance, schools that 
accept federal money are subject to the requirements 
of the federal government. States can’t aff ord to turn 
down money; thus, public schools are typically sub-
ject to the federal mandates. It is also true that the 
school of the future may need legislation that is not 
on the books at this time. Is new legislation needed? 
Are there old laws that need to be removed from the 
books?

 1.  What changes do you recommend in federal or state 
law that would allow your school to operate more 
eff ectively? Th is question can involve new legisla-

tion, as well as the revision or removal of old legisla-
tion. Be visionary, but not reckless, as you consider 
how laws both promote and restrain education.

 2.  Will a code of ethics be required in the school of the 
future that you design? If so, what will that code 
state? Write either an oath for teachers in the school 
of the future or a brief code of ethical conduct that 
would be expected of your teachers. Remember, not 
only would you expect your teachers to abide by 
this oath or code, but it would essentially be a public 
document that the school makes available to the 
community at large. Th at means that the oath or 
code will have to be something that the community 
is willing to embrace as well.

372  UNIT III: The Institution of Education
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Praxis Practice
Many states will require that you successfully com-
plete the Praxis Series of examinations to qualify for 
certifi cation. One or more of those tests will be 
subject-area tests. Another, which has a more practi-
cal orientation, will be the Principles of Learning and 
Teaching (PLT) examination that is appropriate for 
your certifi cation area.

Completing the Quick Check quizzes for Chapter 10 
in the Unit Workshop will give you practice with the 
multiple-choice format of the PLT. Th e Case Studies in 
Education and Designing a School of the Future activi-
ties will help prepare you for exercises that require read-
ing a scenario and providing short answers to questions 
asking what you might do in such a situation.
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09388_10_Ch10_328-373.indd   37309388_10_Ch10_328-373.indd   373 11/18/09   5:16:49 PM11/18/09   5:16:49 PM



374

11

Your Chapter Study Guide
• Conceptualize Here are the major themes you will 

encounter in this chapter:

1. The federal, state, and local governments all have 
responsibilities regarding education.

2. Each level has a role in the funding of education.
3. Primary responsibility for a public system of educa-

tion rests with each state.

• Preview Read the chapter headings; look at any fi g-
ures, tables, and activities; and read through the items 
in the conclusion.

Activity 11.1:   Field Observation Activity—The Purpose 
of School

Activity 11.2:   Go Online! Who’s Who? Education 
Offi cials in Your State

Activity 11.3:   Go Online! Who’s Who on the Local 
Level?

Activity 11.4:   State and Local Education Expenditures 
in Your Hometown

TeachSource Video Case 11.1 Parental Involvement in 
School Culture: A Literacy Project

• Read Now read through the chapter. Mark or high-
light information that you consider to be especially 
important or about which you have a question.

• Refl ect Refl ect on this question as you read:

What are the different roles of federal, state, and 
local governments with regard to education?
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Education: Purpose, 
Organization, Governance, 
and Funding

What It Does

A.  Total nationwide expendi-
tures of educational institu-
tions in 2005–2006

B.  In 2006, the amount of on-
budget federal government 
support of education

C.  Approximate total expendi-
tures of the states for ele-
mentary and secondary edu-
cation in 2004–2005

D.  Approximate Agriculture 
Department subsidies to re-
duce the price of school 
lunches in 2007

E.  Approximate yearly expendi-
tures for all state and local 
governments for education 
(including post-secondary) 
in 2004–2005

What It Could Do

__  Laid end to end, it’s enough 
dollar bills to reach two thirds 
of the distance to the Sun

__  Buy a Caffè Latte at 
Starbucks each day for every 
man, woman, and child in 
the country for a year

__  Pay for downloads of every 
song that has ever been or 
will ever be written, plus an 
iPod to play them on (or 
provide a new iPod to every 
public school student in the 
country on the fi rst day of 
school for the next 22 years)

__  Buy 38 brand-new Boeing 
747 jets, with a little left-
over for fuel

__  Buy a fl eet of 20 Nimitz-
class aircraft carriers 
(aircraft are extra)

Ice Breakers

It Costs How Much?
Education always seems to need more money. And when we talk about 
fi nancing public education, we are talking about a lot of money. Not just 
a bunch of money, a lot of money. As you will fi nd in this chapter, funding 
for education is the greatest single expense in every state’s budget. Even 
the federal government, which does not bear the burden of providing pub-
lic education, sends billions of dollars toward the schools every year. What 
would all of that amount to? Well . . . see if you can match them up.
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What It Does

A. Total nationwide expenditures 
of educational institutions in 
2005–2006

 $972 billion

B. In 2006, the amount of on-
budget federal government 
support of education

 $166.5 billion

C. Approximate total expendi-
tures of the states for ele-
mentary and secondary 
education in 2004–2005

 $473 billion

D. Approximate Agriculture 
Department subsidies to 
reduce the price of school 
lunches in 2007

 $14 billion

E. Approximate yearly expendi-
tures for all state and local 
governments for education 
(including post-secondary) 
in 2004–2005

 $689 million

Introduction
Th is chapter examines the organization, governance, and funding of this tremen-
dous enterprise known as school. We will begin with an overview of the purpose 
of school, its grade-level structure, and the increasing number of options avail-
able outside of the traditional structure. We will follow that with a look at the 
governmental infl uences on schools. In the quotation that begins this chapter, de 
Tocqueville (writing in Democracy in America, published in 1835) marveled at 
the interplay of government infl uence combined with the local public administra-
tion of a system of education. To illuminate that interaction, we will look at the 
roles played by the federal, state, and local government in the context of public 
education. Finally, all of this has to be fi nanced somehow. We will take some time 
to consider where the funding for school comes from and how it is dispersed. 
Along the way, there will be several opportunities for you to become more famil-
iar with the governance and funding of your own local school districts.

Thus it is true that the tax is 
voted by the legislature, but it is 
the township that apportions 
and collects it; the existence of 
a school is imposed, but the 
township builds it, pays for it, 
and directs it.

—Alexis de Tocqueville

What It Could Do

 A   Laid end to end, it’s enough 
dollar bills to reach two 
thirds of the distance to the 
Sun

 C   Buy a Caffè Latte at 
Starbucks each day for ev-
ery man, woman, and child 
in the country for a year

 E   Pay for downloads of every 
song that has ever been or 
will ever be written, plus an 
iPod to play them on (or 
provide a new iPod to every 
public school student in 
the country on the fi rst 
day of school for the next 
22 years)

 D   Buy 38 brand-new Boeing 
747 jets, plus have a little 
leftover for fuel

 B   Buy a fl eet of 20 Nimitz-
class aircraft carriers 
(aircraft are extra) ■
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Overview of Schools: Purpose, 
Grade Levels, and Options

Th ough we all tend to have an idea of what “school” is, there are many variations 
of the common themes with which we are most familiar. It begins with the basic 
question of what schooling is supposed to accomplish and then continues with 
determining how to structure and group grade levels, as well as providing alterna-
tives to the “traditional” public school. In this section, we will take some time to 
look at purpose, grade levels, and school options.

Purpose of Schools
What is the purpose of school? You’ve spent quite a lot of time there, so you 
should be an expert on this topic. Yet don’t be surprised if you ask three people 
about the purpose of schools and get three very diff erent answers. In 1988, Robert 
Fulghum published a popular book of essays under the title All I Really Need to 
Know I Learned in Kindergarten. He wrote: “All I really need to know about how 
to live and what to do and how to be I learned in kindergarten. Wisdom was not 
at the top of the graduate-school mountain, but there in the sandpile at Sunday 
School” (p. 6). At least he credits kindergarten with contributing to his education. 
But what does his comment say about the bulk of schooling? Where is, what is, 
the purpose? Mark Twain is credited with the comment, “Don’t ever let schooling 
interfere with your education.” Satire notwithstanding, don’t be surprised if 
somewhere along your journey as an educator you fi nd yourself having to defend 
what you do at school. So now might be a good time to consider how you will 
respond to the question of the purpose of schooling.

Parental Perspectives
Th e purpose of schools depends on the people with whom you speak. Some par-
ents consider schools as a baby-sitting service that also provides free or inexpen-
sive meals. On the other hand, some parents expect the school to assume total 
responsibility for the academic, physical, emotional, and social development of 
their children. Fortunately, there are also parents who see themselves as part of a 
team to produce the best possible results and who see the schools (and you) as the 
enablers of their children’s futures. Th erefore, diff erent parents have diff erent ex-
pectations, both of the school and of you.

Business Perspectives
Businesspeople, including, for example, the Chamber of Commerce, may feel 
strongly that one of the major purposes of the school is to prepare students for 
the world of work. Th ey may insist on accelerated curricula, advanced courses, 
vocational training, and high school internships in various businesses. To a large 
measure, business leaders have been prime movers in the education reform 
movement, partly because they have found that too many of their new employees 
are unprepared (either in terms of academic achievement or in such world-of-
work behaviors as promptness, dependability, good work ethic, ability to work 
independently, intent to perform in a highly qualifi ed manner, and willingness to 
take and follow directions) for further specifi c job-related training.
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step into the classroom
TEACHSOURCE
Video Case 11.1

Parental Involvement in School 
Culture: A Literacy Project

Go to the student premium website and view the Video Case Parental Involvement 
in School Culture: A Literacy Project. In this video, you will see that getting parental 
involvement in the work of the school is fostered when you begin with a perspec-
tive of inviting the parents into your classroom. This sort of parental support of 
your efforts enhances the overall educational experience of the student. As you 
watch the clips and study the artifacts in the case, refl ect on these questions:

 1.  How are the parents invited to become active participants?

 2.  How does parental involvement contribute to the culture of the school?

 3.  What would you say are the educational benefi ts of a program such 
as this one?

Education Administration Perspectives
School board members and the district and local school administrative and su-
pervisory staff  also bring to their positions certain purposes that they believe 
should be emphasized. Some will stress the importance of maintaining high 
achievement test scores (now that high-stakes tests are almost the only game in 
town). Others may advocate policies that refl ect a particular community interest 
(e.g., fi ne arts, athletics, safety, zero tolerance for certain behaviors).

Teacher Perspectives
And what about teachers? Once again, it depends on which educators you ask. 
Some will suggest that the major purpose is to teach children to read, write, and 
do math (the traditional three R’s). Primary grade teachers oft en give such an-
swers. Other teachers contend that a major purpose of the schools is to teach 
students to be good citizens. At some levels, this may consist of exhorting stu-
dents to sit up straight, stay seated, be quiet, do one’s own work, don’t interrupt, 
don’t bother other people or their belongings, use good manners, clean up the 
messes one makes, and so on. At other grade levels, it may also take the form of 
understanding democracy and its institutions, following the rules, and practicing 
fair play and humane behavior with their classmates and the adult staff .

Yet other educators will insist that the major purpose is to give all students a 
good classical education, to transmit the key elements of the common culture, or 
to see that the school society is properly integrated in terms of activities, oppor-
tunities, and awareness of the diversity of the world.

Of course, you will also get vague responses such as “to see that everyone gets 
a good education” and “to teach students to get along with each other.” Left  un-
defi ned are the real meanings and the implications of these purposes (and, of 
course, there are others).

As you can tell, the purposes of schools are multiple in nature and depend on 
the people involved. Th at means you must consider a plethora of possibilities as 
you prepare for your entrance into the profession. Unfortunately, there are no 
simple answers. How would you answer the question? Use Activity 11.1 to con-
duct a survey of the purpose of schools. What do your results tell you?
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Activity 11.1 The Purpose of School

Being a teacher requires you to appreciate (though not necessarily agree with) 
many different perspectives on just about any topic. A good way to get a 

sense for that is to ask people what they consider to be the purpose of school.

 1 Select a sample:

 Two teachers:
 A.  

 B.   

 Principal or assistant principal:

  C.  

 Two parents (you might be able to fi nd one or two at your fi eld 
observation school):

  D.  

  E.  

 Two students:

  F.   

  G.   

 One adult who is not affi liated with a school and does not 
have a child in school:

  H.   

2.  Prepare a survey form to give to each person. Rather than asking for their 
names on the form, you can use the letters we provided beside each name to 
code the forms. Include at least the following two questions on the form and 
provide enough space for a response. (If you are in a primary or elementary 
setting, you may need to interview the students and fi ll out the form for 
them.)

  • In your opinion, what is the purpose of school?

  • Do you believe that the school is accomplishing its purpose?

     In addition, include the following categories on your form and ask 
that the respondent check all that apply:

  • Schools are responsible for student’s development:

    ❏ Socially ❏ Emotionally ❏ Cognitively

    ❏ For Citizenship ❏ For Job Training ❏ Other:  

3. After receiving your response forms, analyze the data and draw your conclu-
sions. Was there a consensus about school purpose or a divergence of opin-
ion? What questions about school does this survey bring to mind?

4. Compare your results with those of others in your class. Can you identify 
trends in the larger sample when your results are combined with those of 
your classmates?

F I E L D  O B S E R V A T I O N
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School Levels
As you know, schools are organized by grade levels. You probably also know 
that the clustering of grades in a particular school varies from community to 
community and sometimes changes within a community. It is not unusual for 
those grade clusters to change based either on population within a specifi c at-
tendance area or the prevailing recommendation by education theorists. Th us, 
the comments we make here may be somewhat diff erent from your specifi c 
situation.

Probably the most common grade clusters begin with preschool (prekinder-
garten or even lower) and include grades through 4 or 5 in an arrangement called 
elementary. Grades 6–8 is then called middle school; though in some instances, 
grades 7–9 might be called junior high. Grades 9–12 or 10–12 are typically re-
ferred to as high school, or secondary school. As noted earlier, there are variations. 
Primary school may contain prekindergarten through grade 3, with elementary 
school covering grades 4–8. Or an elementary (or grammar) school may encom-
pass prekindergarten through grade 8. Th e historic community or union school 
running from prekindergarten through high school rarely exists except in rural, 
lightly populated areas (although one can oft en fi nd such an arrangement in pa-
rochial and other private schools). It is also true that some high schools (also 
called secondary schools) have arrangements with local higher education institu-
tions to cover years 13–14 (if we don’t count kindergarten and prekindergarten in 
our numbering system).

Of course, there are the unusual combinations. For instance, there may be a 
kindergarten, prekindergarten, or perhaps sixth-grade or ninth-grade center in 
which all of the students in a larger attendance area are assigned to one school 
operating at that level. Th ere also are schools with very narrow grade-level bands, 
for example, prekindergarten and kindergarten in one school, grades 1 and 2 in 
another, grades 3–5 in still another, and so on. You might be surprised to know 
there are even schools with grades that are not adjacent, for example, one school 
with prekindergarten, kindergarten, and fi ft h and sixth grades. And there are 
centers that focus on special needs of children by busing them to a particular 
school with advantageous facilities and professional personnel. In these cases, the 
grade levels are less important than the services that can be provided, especially 
to students with low-incidence (uncommon) disabilities.

Available and appropriate space oft en dictates the distributions of grade lev-
els. For instance, the opening of a new high school might mean that junior high 
or middle school students acquire the old building. How many students it can 
house will oft en determine how many grade levels it can accommodate. Espe-
cially for very young children, the length of the students’ bus ride oft en aff ects 
how many grades will be in a particular school. Figure 11.1 illustrates some of the 
possibilities for clustering grade levels.

On a related topic, you may also be aware that schools are not limited to the 
traditional 180-day schedule (nor does every state require that exact number of 
student contact days). Some schools prefer a 45–15 arrangement, which means 
that students attend class for nine weeks and then have a three-week break. Th us, 
there are the typical 36 school weeks and 12 “vacation” weeks during the year. Th e 
60–15 plan does the same thing but has 12 weeks of classes followed by three 
weeks of “vacation.” Oft en, the purpose of such arrangements is to eliminate the 
long summer vacation, and thus decrease the amount of summer regression (loss 
of achievement). However, in a study of children in kindergarten and grade 1 in 
27 schools, there was only a 1% achievement gain for children in reading and 
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math. Th us, the staggered schedules should be justifi ed for relieving overcrowded 
conditions (von Hippel, 2007).

Because of construction costs and overcrowding, there are even schools that 
operate in shift s—one group meets in the morning and early aft ernoon, and an-
other meets in the aft ernoon and evening! And more than 100 school districts 
(mostly rural) in 17 states have school only 4 days a week, usually as a way to save 
money (buses, cafeteria, and school facilities). Th ey have longer hours per school 
day, and some use the extra day for extracurricular activities, tutoring, and pro-
gram development for teachers. So far there is no real research on the eff ective-
ness of the 4-day school week (Gaines, 2008). Table 11.1 lists the typical clustering 
of grade levels that you will fi nd.

Purpose of Each Level
As noted elsewhere, there is considerable diff erence in grade-level clusters; for 
our discussion, let us consider prekindergarten through grade 3, grades 4–6, 
grades 7–8, and high school (grades 9–12).
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Table 11.1 Typical Clustering of Grade Levels

Prekindergarten to grade 3 Primary

Grades 4–5 Elementary

Grades 6–8 Middle school

Grades 9–12 High school

Figure 11.1
Structure of K–12 education 
in the United States.

Source: U.S. Department of Education, 

Institute of Education Sciences, National 

Center for Education Statistics.
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Prekindergarten through Grade 3 (Primary School)
Oft en called the primary grades, the prekindergarten through grade 3 years are 
actually widely divergent in purpose. A school-based or school-oriented nurs-
ery, day care, or Head Start may see itself as preparing students for entrance 
into school. Th at once was perceived as a function of kindergarten. However, 
in recent decades, kindergarten has changed from “play school” to the intro-
duction of academics such as beginning reading (emergent literacy) and math, 
as well as some science, social studies, and health. In that sense, it has been the 
doorkeeper to more formal instruction. Socialization (e.g., teaching students 
to listen, follow directions, take turns, treat other people and property with 
respect) is an important part of the primary school’s eff orts up through kinder-
garten. We contend that prekindergarten and kindergarten are the most im-
portant years for the development of language, which forms a basis for further 
learning.

In grade 1, students are introduced to more formal reading and math instruc-
tion, making that the key year for reading achievement, because students who do 
poorly in reading in fi rst grade tend to fall further and further behind each year. 
Grades 2 and 3 continue the reading and math, and in the 21st century, expect 
students to meet expectations that formerly were delayed until the elementary 
school years. Handwriting and spelling instruction are oft en de-emphasized or 
presented in conjunction with reading, which means poor readers are oft en asked 
to spell words they cannot even read! Social studies typically is not emphasized 
(because it is not tested) and is oft en conducted orally because many children are 

unable to read the texts. Composition is introduced but oft en not 
stressed until it is part of the achievement-test structure.

Grades 4 and 5 (Elementary School)
In the elementary grades, increasing emphasis is given to com-
position, which is tested, and in states that test social studies, to 
that subject as well. Grade 4 is oft en considered the point at 
which students complete their emphasis on learning to read and 
begin to focus on reading to learn.

However, if you aspire to teach this particular level, you 
should know that this transition of reading emphasis is dubious 
for several reasons. First, many students enter grade 4 or above 
still reading at a primary level. Th ey are thus unprepared to en-
gage in in-depth content-area reading. Second, though the as-
sumption is that reading skills (e.g., primarily fl uency, phonemic 
awareness, and phonics) should be mastered in the early grades, 
many important general reading skills (e.g., vocabulary meanings 
and word identifi cation skills such as syllabication and accenting) 
are not appropriate until the elementary grades and above.

A third reason that learning to read and reading to learn 
cannot be easily compartmentalized into grade levels is that stu-
dents should be reading to learn even in fi rst grade. Although 
some teachers, especially those in fi rst grade, give short shrift  to 

the development of vocabulary and comprehension, they do so at the peril of 
their students’ comprehensive reading development. For instance, Biemiller 
(2006) notes that “at present there is evidence that vocabulary is not infl uenced 
by schooling in the primary years, and that children whose vocabulary and 

At grade 4, many students com-
plete their emphasis on learning 
to read and begin to focus on 
reading to learn.
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language development is below average by fourth grade continue to lag behind 
others, even if they have adequate reading skills.”

Finally, content-area reading involves a diff erent structure than does fi ction 
reading. If students entering grade 4 and above have had little experience reading 
content passages and hearing content texts read to them for oral vocabulary and 
comprehension, they tend to have considerable diffi  culty in reading to learn. 
Th us, we should not be surprised when Ivey (2002) points out that teachers com-
plain the content texts are either too diffi  cult or too boring, or both. Fortunately, 
there are strategies that primary teachers can use, including:

• Increase students’ access to informational text.
• Increase the time students spend working with informational text in 

instructional activities.
• Explicitly teach comprehension strategies.
• Create opportunities for students to use informational text for au-

thentic purposes (Duke, 2004).

Of course, reading is not the only subject taught in grades 4–5. However, if 
you consider that reading facilitates study in all of the other subjects (e.g., learn-
ing content-specifi c vocabulary, answering written problems in math, reading 
and following directions in art and science experiments, reading rules for various 
games and sports, reading music), you can see how important it will be that you 
are prepared to teach reading at an appropriate level no matter what “grade” your 
students might be in.

Grades 6 through 8 (Middle School)
In middle or junior high school, which is usually either on a block or departmen-
talized schedule, students oft en have their fi rst opportunity to choose an elective 
course (e.g., music, shop, art). Students with a history of low achievement fre-
quently take a second reading or language arts course. Some students take ad-
vanced classes that once were not introduced in middle school (e.g., pre-algebra, 
foreign language) and participate in a number of clubs and teams (e.g., Math 
Counts, junior varsity sports).

You may have noticed that the comments included under the category of 
grades 4–5 also apply here (and, for that matter, to the high school levels). One 
major diff erence is the increased emphasis the curriculum and standardized 
achievement tests place on the use of various types of material. Th ese include, but 
certainly are not limited to, reference sources, magazines, newspapers and news 
magazines, the Internet, poetry, manuals, cartoons, scripts, and plays (Worthy, 
2001). Th e wide variety naturally means that each teacher is expected to be con-
versant with a myriad of types of material and possess a wide-ranging general 
knowledge of at least some of the content. In recent years, increasing attention 
has been given to preparing students in grades 7 and 8 for high school courses.

Grades 9 through 12 (High School)
In high school, courses typically carry Carnegie unit credit, which is prescribed 
by state and local boards of education, and have end-of-course or end-of-year 
examinations. Also commonplace in high school are advanced placement 
classes, International Baccalaureate programs, cooperative arrangements for 
taking college courses during the senior year, classes preparing students to pass 
the high school exit examination, and business and public school internships. 
Th e range of extracurricular and student organizations based on interests is 
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broad (e.g., agriculture, JROTC, chess club, journalism and the school year-
book, and Odyssey of the Mind). Students entering high school in Florida and 
South Carolina, for example, are now required by state law to declare a major, 
the intent being to help them focus on their future. Students in some schools in 
Mississippi and New Jersey are required to do the same (“Should You Have a 
Major in High School?,” 2007).

State departments of education produce curriculum guides that identify sub-
ject matter to be addressed each year and specifi c competencies that are expected 
at each grade level. Your principal or department chairperson can provide you 
with those documents. You should read them carefully before the school year 
starts so you can engage in long-term planning.

School Options
Th ough public education is the responsibility of each state individually, it is none-
theless true that school systems are very much alike and structured in essentially 
the same way across the United States. Th ere are regional diff erences in the tone 
of schools and some of the course off erings within and across states, but a third 
grader in Connecticut, for example, could be moved across the country and read-
ily assimilate into a third-grade classroom in California. Th at represents a re-
markable amount of institutional consistency and cooperation.

Yet even with all of this structure, the public schools off er a considerable 
amount of fl exibility. Combined with increasing privatization of schools and with 
homeschooling, educational options range from specialized courses of study to 
online courses to transfer from underperforming schools. Gates and Stuht (2006) 
suggest that educational options, once considered matters of “alternative educa-
tion,” have now become “an integral part of a comprehensive school district’s ar-
ray of school choices” (p. 24).

School choice is an issue on the contemporary educational landscape that 
generates strong opinions pro and con. Interestingly, it can be considered from a 
number of distinct perspectives, not all of which are academic concerns. For in-
stance, the discussion could center around the poor quality of a child’s neighbor-
hood school, that a child has a particular talent that is not served locally, that the 
family has moved to another district but wants their children to remain in 
the school they’ve been attending, that a parent whose child attends a private school 
should not have to pay school taxes (or at least get some sort of credit for it), or that 
a parent just doesn’t really like anything about the public schools and thinks he or 
she could do a better job teaching them at home. It is a broad issue, indeed.

Vouchers
School voucher systems allow state or local governments to provide funds to 
parents of school-aged children to be used to pay for their children’s education at 
a school of their choice. It is typically an allocation equal to the average per-pupil 
cost for a child’s education in a specifi c area’s public school.

Proponents of voucher systems argue that by having the government give 
funds to the consumers of education (the students and their parents) rather than 
the providers (the schools), competition between schools is encouraged. Compe-
tition, the proponents claim, will cause schools to improve, or if they do not im-
prove, to close. Opponents claim that voucher systems will reduce the eff ective-
ness of, or even destroy, public education. Schools should not be in competition 

school choice An 
array of options 
beyond the child’s 
neighborhood, 
traditional school 
placement.

voucher An allocation 
equal to the average 
per-pupil cost for a 
child’s education in 
a specific area’s 
public school.
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with each other, they would argue, but rather should be brought to a consistent 
standard of high quality.

Both sides of this issue have valid arguments, and the controversy is being 
played out and argued with the many variations of voucher systems that are being 
tested today. Some voucher models provide funds based on fi nancial need, others 
provide choice only within the public schools. Still others allow parents to choose 
between public and private schools, and some allow the use of vouchers in private 
religious schools.

Magnet Schools
Magnet schools are public schools that focus on a particular academic, voca-
tional, or specialty study. For example, many districts have magnet schools for 
math and science and for the fi ne arts. As a public school, the enrollment is open 
to all, though based on the number of spaces available for students. Th ese schools 
are typically required to enroll a mix of students that mirrors the ethnic demo-
graphics of the district. Some schools use a lottery system for selecting students. 
Specialized schools such as those for the performing arts may require auditions. 
In any case, the magnet school is intended to attract students based on its spe-
cialty. Not surprisingly, when students attend a school that fosters a special inter-
est, achievement scores tend to refl ect their increased motivation for study.

Charter Schools
Charter schools are public schools that have been organized by groups of teach-
ers, parents, or other individuals to provide a particular educational experience 
for their children. Such schools are free from many of the state statutes that gov-
ern public schools but are bound by the details of the charter regarding matters 
such as the curriculum to be presented, achievement expectations, and enroll-
ment, among other factors. Th ough students are still accountable for subject-area 
study, the school may specialize in providing a particular experience. Th is could 
be in terms of course off erings, for instance, in fi ne arts, or in the style of teaching, 
for instance, an inquiry-based model. Charter schools are sometimes organized 
in response to the closing of a school because of district restructuring. For ex-
ample, if for economic reasons a district decides to consolidate several schools 
into one, parents in one area may petition for a charter school to maintain the 
“small school” environment that had existed before the consolidation.

School Privatization
Th roughout your teaching career it is likely that you will be exposed to the con-
troversy surrounding the privatization of public schools. Unlike a traditional 
private school, privatization refers to the management of public schools by pri-
vate enterprises, oft en referred to as education management organizations (EMO). 
One example, the Edison Project, spearheaded by Christopher Whittle (Whittle 
Communications was the creator of Channel One, still a controversial business 
incursion into the public school classroom), set out to establish a chain of for-
profi t schools across the country. Th at venture was not particularly successful. 
Now the emphasis has shift ed to the private management of established public 
schools. Th at is, with an agreement between the state and the EMO, management 
of the school is assumed by a private corporation.

Th e privatization eff ort has been an inexact science. As some argue that a 
business model represents the salvation of the public schools, others argue that 

magnet schools Public 
schools that focus on 
a particular aca-
demic, vocational, 
or specialty study.

charter schools Pub-
lic schools organized 
under a charter es-
tablished by parents, 
teachers, or other 
individuals to provide 
a particular educa-
tional experience.

privatization The 
management of pub-
lic schools by private 
enterprises, often re-
ferred to as educa-
tion management 
organizations.
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imposing an economic bottom-line perspective on a school will certainly result 
in school closings and loss of service to children. Aft er all, unlike businesses, 
schools do not have the “luxury” of shutting down for a bankruptcy reorganiza-
tion, or of simply laying off  workers and dramatically increasing class sizes to 
preserve profi ts. According to Ayers and Klonsky (2006), Chicago’s Renaissance 
2010 project, an eff ort to bring EMOs into the management of some of its most 
diffi  cult schools, “which was originally promoted as a new-school initiative, is 
now being pushed primarily as a school-closing strategy” (p. 454). However, in-
creased pressures toward providing parents with school choice may serve to 
motivate refi nement of the models for public school privatization.

Homeschooling
Yet another educational option is that of homeschooling. Th is is not to say that 
the approach is sanctioned by or in collaboration with the public schools (though 
some districts make curriculum materials and support available to parents who 
are homeschooling their children), but the states will recognize parents’ desire to 
homeschool their children. Th e state still maintains expectations for course of 
study and demonstrated progress.

According to fi gures from the Digest of Education Statistics, 2007 (2008), in 
2003, there were 1,096,000 students nationwide being homeschooled. Of that 
number, a greater percentage of homeschoolers compared with nonhomeschool-
ers were white and non-Hispanic, and of those, most parents were college-
educated and the children were living in a two-parent family.

Parents give a variety of reasons for homeschooling their children (see Figure 
11.2). Bielick and Chandler (2001) report that of the parents surveyed, 48.9 per-
cent said that they homeschooled their children to give them a better education. 
Parents also cited religious reasons, poor learning environment at school, lack of 
challenge for their child, special needs or disability of the child, and developing 
character or morality in the child. A more recent and less well-known version of 
homeschooling is enrolled home study. In this variant, the school provides the 
curriculum, standards, and assessment, thus demonstrating some control over 
what occurs in that circumstance (Lines, 2004). Table 11.2 provides a summary 
of the school options that we have discussed.

80%70% 90% 100%60%50%40%30%20%10%0%

Can give the child better education at home

Religious reasons

Poor learning environment at school

Family reasons

To develop character/morality

Object to what schools are teaching

School does not challenge child

Other problems with available schools

Student behavior problems at school

Child has special needs/disability

48.9%

38.4%

25.6%

16.8%

15.1%

12.1%

11.6%

11.5%

9.0%

8.2%

Figure 11.2
Parents’ reasons for 
homeschooling.

Source: U.S. Department of Education, National 

Center for Education Statistics, Parent Survey 

of the National Household Education Surveys 

Program, 1999.

homeschooling Edu-
cation provided to 
children in the home 
by the parent or 
other caregiver.
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In the years to come we can expect to see more options for schooling. 
Electronic technology has made distance education and “the virtual class-
room” readily accessible to thousands of students. Whether these innovations 
will blur the distinctions of urban, suburban, and rural school systems—
making essentially all education a global enterprise—remains to be seen. Per-
haps most exciting is that you will be part of these new and emerging ap-
proaches. When we began teaching, the notion of handheld electronic 
calculators or of computers in nearly every home was pure science fi ction. And 
cell phones, well, never in a million years! What innovations do you suppose 
you will see? If you have been working on Designing a School of the Future, 
educational options may well be part of your plan.

Federal Role in Education
As you know, at the federal level, the president appoints members of the cabinet, 
an advisory and administrative group that is not referred to in the U.S. Constitu-
tion. President George Washington established the fi rst cabinet of advisors, and 
all of his successors have done the same. Th e Secretary of Education serves at the 
pleasure of the president, and administers a large federal department and many 
billions of dollars in funds for education at all levels.

Congress does not assume a subservient role. Each house has a committee 
on education, composed, like other committees, with the same percentage of 
each party as their membership in the House of Representatives or Senate. Th e 
chairperson is a member of the predominant party, and the vice-chairperson 
comes from the other party. Membership on education committees comes 
from seniority, as well as interest in education issues. Th us, members of educa-
tion committees typically possess more background information and expertise 
than most members of the executive branch. Legislators and executive offi  cers 

Table 11.2 Alternatives to the Traditional Neighborhood School

Vouchers

Vouchers allow parents to send their children to a different public or pri-
vate school and have local per-pupil expenses transferred to that school.

Magnet Schools

Public schools may emphasize an academic, vocational, or artistic theme. 
Enrollment is based on availability.

Charter Schools

A public school designed by teachers, parents, or other individuals who 
establish a “charter” with the state delineating the functions and expecta-
tions of the school.

Privatization

Administration of a public school is assumed by an education management 
organization as a for-profi t enterprise.

Homeschooling

Responsibility for educating the child is assumed by the parent or primary 
caregiver. Some districts provide support in the form of textbooks and 
materials.
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employ aides who typically have considerable expertise in education and usu-
ally numerous contacts with important groups such as professional education 
associations.

State Role in Education
Th e 10th Amendment to the U.S. Constitution forms the legal basis for a state 
to organize and operate a public school system. Although there are many 
similarities in the roles of the federal and the state governments as they relate 
to education, there are also a number of diff erences, some of which are based 
on state constitutions and some on legislation. One major diff erence is that 
states determine the minimum conditions that students must fulfi ll to gradu-
ate. According to the Center on Education Policy, 26 states have exit examina-
tions and three more will require them by 2012. At that point, 74% of public 
school students will be required to pass the exit examinations to graduate 
(State High School Exams, 2008). Despite the concerns, the minimum compe-
tency tests are rated as not particularly demanding, that is, covering only 
seventh- and eighth-grade material (Lewis, 2004) or eighth- and ninth-grade 
material (Lewis, 2004).

Characteristics of State Control
Most state constitutions specifi cally address education. Th us, the state’s role is 
rather clearly spelled out and not particularly subject to disagreement. States also 
pay the greatest share of the cost of education. Th erefore, they are responsible for 
raising and allocating large amounts of funds for the various programs in the 
schools. Increasingly, states are being challenged in court to provide educational 
equity. In a major example, the Supreme Court of Kentucky ruled in 1989 that the 

The laws that govern education 
in each state are debated and 
voted on in the state’s legislature.
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education system of that state was ineff ective and unconstitutional. It directed the 
governor and legislature to develop a proposal for a new state system. In 1990, 
the legislation was enacted into law as the Kentucky Education Reform Act. More 
cases are working their way through the court system. Stay tuned.

State-level educators are directly responsible to the people. Although 
many federal positions are appointive either by the president or the secretary 
of education, practices at the state level are considerably diff erent. Typically, 
the superintendent of education (or some similarly titled offi  cial) is elected 
by the people aft er having run on a platform and (usually) in a Democrat or 
Republican primary.

The Governor
How does the state government operate in terms of education? As noted earlier, the 
chief state executive offi  cer for education is the superintendent of education. How-
ever, in recent years, education has received so much attention that, although the 
superintendent of education is the de jure head, the governor is the real director.

Every governor has one or more senior advisors on education. Th ese people, 
oft en former educators, though increasingly people from the business commu-
nity, conduct many of the public information and input meetings that are held 
throughout a state. Th ese advisors also serve as liaisons with the state legislature 
(two branches in all states but Nebraska, which has a unicameral legislature) and 
help draft  education legislation. Th at is, they help take a governor’s broad frame-
work of ideas and translate them into rules and regulations.

State Superintendent 
and the Board of Education
Usually the state superintendent is a member of the governor’s cabinet and has 
infl uence depending on the extent to which superintendent and governor are in 
agreement and the amount of political infl uence each possesses. A superinten-
dent who is elected is less subject to a governor’s infl uence than one who is ap-
pointed. In any case, they typically attempt to work together. Currently, 23 of the 
state superintendents or commissioners are appointed by the state board of 
education, 17 are appointed by the governor (or mayor, as in Washington, DC), 
11 are elected, and 2 are appointed by the state board of education and approved 
by the governor (Guam, Puerto Rico, and Northern Marianas Islands are in-
cluded.) (Frequently Asked Questions, 2008).

Th e state superintendent sometimes serves as chairman of the state board of 
education, a group whose members may be appointed by the governor, elected by 
the people, or hold membership by virtue of their executive or legislative offi  ce. 
Because the state board of education derives its authority from the state legisla-
ture, it oft en follows the political lead of the legislative branch while considering 
and sometimes attempting to reconcile diff erent recommendations from the state 
superintendent. Th e state board usually focuses on the approval or disapproval of 
policy, while the superintendent’s offi  ce assumes responsibility for proposing 
policies and carrying out those that are approved. Teachers should know who’s 
who in education. Activity 11.2 gives you a chance to identify the people who 
make key decisions about education in your state.
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Activity 11.2  Who’s Who? Education Offi cials 
in Your State

It would be worthwhile for you to know who in your state directs educational 
matters and what their opinions are. You can use the state department of edu-

cation URLs in Appendix C as a start, but you may also wish to locate a URL for 
your state government.

1.  Who is the chief education offi cer? Is this position elected or appointed?

2.  Is there an education advisor to the governor other than the chief education 
offi cer? If so, who? Is this position fi lled by appointment or by election?

3.  Who are the chairpersons of the education committees in the state legisla-
ture? What views do they hold about public education?

4.  Who are the members of your state board of education? Are they elected or 
appointed? What credentials and experience do they bring to the position?

It is possible in your state that the board of education determined the exit 
examinations you had to pass to graduate from high school, the achievement 
tests you took during your school years, the number of years you must serve in a 
probationary status until you receive tenure as a teacher, and the requirements 
you must meet to become a teacher.

state education agency  
A state department 
of education respon-
sible for directing 
and overseeing the 
local education 
agencies within its 
jurisdiction.

disaggregate analysis  
An analysis of test 
data that identifies 
the performance of 
students by ethnic 
group, by economic 
status of the family 
(through eligibility 
for free or reduced 
school lunches), by 
gender, and by other 
factors.

“Grading” the Schools
Your state assigns grades or achievement descriptions to each of its public schools. 
Although the designations diff er from state to state, the meaning is rather clear. 
A school typically is either given a letter grade (A, B, C, D, F) or a descriptor grade 
(e.g., excellent, above average, average, below average, unacceptable). Th ese 
grades must be published in the local and state newspapers, and parents, other 
educators, the community at large, and of course, the state education agency
members view the results. In some states, there are provisions for the department 
of education to “take over” the schools, even the school board, if there is a recur-
ring pattern of unacceptable performance. Administrators and even teachers can 
be removed or shift ed to other schools.

Th e state tests cover a range of grade levels, usually at least 3 through 8, 
and one of the three grades from 10 to 12 (as federal law requires). Some states 
also mandate tests in the early primary grades. As a minimum, the tests cover 
reading, math, and science. For students with limited English profi ciency, 
schools must also assess oral and writing competence. States may also institute 
tests in other areas (e.g., writing, history, geography). Physical education is not 
on the list, an omission that is blamed for the decrease in physical education 
teachers and the increase in overweight and obese children (Cook, 2005). Al-
though the procedures for determining school grades vary from state to state, 
they always include some measure of reading and math achievement based on 
required percentages of students scoring at certain performance levels. Stu-
dent achievement data are also subjected to disaggregate analysis, which 
identifi es the performance of students by ethnic group, by economic status of 
the family (through eligibility for free or reduced school lunches), and by gen-
der. Th e performance of students for whom English is a second language is 
also being increasingly factored into the equation, as is the performance of 
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students with varying exceptionalities. Much of this has come to pass at the 
state level as a result of the No Child Left  Behind Act of 2002.

One other element increasingly being included in the procedure for deter-
mining school grades relates to the progress of the lowest-performing students in 
the school. Th us, the students performing at the lowest quartile (bottom one-
fourth) may be identifi ed so their improvement in reading and math can be 
tracked to ensure that they are making progress “at their level.” Th ere are three 
ways for a school to make AYP (average yearly progress) under No Child Left  
Behind. One way is to have all subgroups of students (disaggregated analysis) 
meet the percentage standard that ends with 100% performing satisfactorily by 
2014. Th is status model standard increases each year, making it more diffi  cult for 
schools to achieve AYP, because if just one subgroup fails to reach the standard, 
the school is Not AYP.

A second way for a school to earn AYP is through Safe Harbor, which grants 
credit if a subgroup of students fails to reach the percentage standard but still 
increases its progress toward the standard by at least 10%. A third method in-
volves the use of one of the growth models (sometimes called value-added), un-
der which schools in nine states are allowed to measure each student’s gains over 
a 3-year period, giving credit if a student closes the gap between current achieve-
ment and the required profi ciency standard by one-third each year (At a Glance, 
2007; “Pilot Model Summaries,” 2007). If all of this sounds complicated, it is. You 
need not know the details, but you will seem more informed if you recognize the 
terms while engaging in your fi eld service conversations.

Education and the State Legislature
Each branch of the state legislature has an education committee whose members 
oversee education matters from a legislative viewpoint (i.e., funding and the 
politics of funding) and propose the adoption or elimination of various education 
regulations. Like the governor’s offi  ce, the legislative committees have education 
advisors (aides) to assist them in gathering information (e.g., statistics, material 
on programs adopted in other states, federal regulations). Th e aides are, of course, 
appointed, and they serve at the pleasure of the committees they serve. However, 
the members of the legislature are elected, usually every other year; thus, they are 
expected to be very responsive to the people, specifi cally the ones in their elec-
toral district. State legislative politicians’ views on various education issues oft en 
refl ect the voting power “back home.” A legislator representing an inner-city dis-
trict may have distinctly diff erent points of view from a legislator serving an af-
fl uent suburban district or one elected by a rural district.

Judicial Infl uence
As discussed in Chapter 10, the judicial system also exerts an infl uence on what 
happens in local schools. Th e state supreme court or district or regional courts 
rule on a variety of issues that never reach the U.S. Supreme Court. Some of these 
courts operate under the state judicial system, and some are branches of the fed-
eral system. In any case, they may issue rulings that aff ect what you can do and 
what you are enjoined from doing in your class. For instance, lower courts have 
ruled that students may not check each others’ papers (on the grounds that it 
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violated the privacy of their educational records). In that case, the court ruling 
applied to half a dozen states until it was overturned by the U.S. Supreme Court.

Th us, a variety of perspectives combine to make your life as a teacher most 
interesting. You are expected to become familiar with and follow the mandates of 
the state board of education, the declarations of the governor, the laws of the state, 
the court decisions, and the policies of the state department of education.

Local Role in Education
Just when you thought we might have completed our discussion of external forces 
that aff ect your everyday life as a teacher, we reach the local level, the point at 
which infl uences become immediately apparent.

Local School Board
You should become very familiar with local policies and procedures, for they af-
fect your professional life on a daily basis. At the top of the ladder, so to speak, is 
the local school board. Regardless of its offi  cial name, the local board is the 
policy-setting organization and makes the fi nal decisions in hiring and fi ring. You 
will not have a job until the school board acts.

Proceedings of school boards are public information (except when personnel 
matters are considered in executive session). It would be a good idea for you to 
attend these meetings to understand the perspectives of “those people.” Th ey 
rarely are fortunate enough to make decisions that keep everyone happy.

Local school board members are elected, sometimes by attendance area 
within the district and sometimes at-large (running throughout the district). 
Th eir terms of offi  ce are usually 4 years, and they typically receive reimbursement 
for their services. Usually any adult can serve. Notice, there is no requirement for 
educational background. Th us, it is theoretically possible for a high school drop-
out to serve on a school board. If that thought is disquieting, remember that a 
highly educated person who is quite vocal and actively opposed to many issues 
that educators support is also eligible for election.

The business of the local school 
district is directed by its board of 
education, whose membership is 
drawn from the local community.
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Superintendent of Schools
Operating in conjunction with the school board but usually under its authority is 
the superintendent of schools. Th is person is typically appointed or hired by the 
school board and thus is dependent on it for continued employment. In some 
cases, the superintendent is elected by the people. In those situations, the super-
intendent cannot be fi red by the board and thus is “free” to disagree strongly with 
the board, remembering at the same time that the board still is responsible for 
approving policy.

Superintendents oft en serve for 4-year terms. In fact, the typical superinten-
dent stays in one position an average of only 3 years. Th us, there frequently is not 
a great deal of stability in the position. On average, you may serve under 10 su-
perintendents during your professional career. You will like some and dislike 
some. You may not know any of them unless you live in a small school district.

A superintendent works with the other administrative and supervisory 
members of the district offi  ce to run the schools on a daily basis. Th us, she sets 
the tone, assigns responsibilities, and makes decisions aft er receiving recom-
mendations from the district staff , school-based personnel, community activ-
ists, the attorney for the school district, and perhaps outside specialists. All of 
the decisions go to the school board for approval. Typically, there may be some 
modifi cations of the recommendations, but an astute superintendent will al-
ready have “done her homework” to secure board support before the proposals 
are ever submitted.

It is the school superintendent who will recommend dress codes, zero-
tolerance policies for certain types of behavior, promotion standards, and num-
bers of Carnegie units (course credits) for graduation (although that state will 
have established a minimum number of credits and specifi c courses that must 
be included in that number). Th e superintendent will also recommend that 
certain courses be included or eliminated from the curriculum. For instance, 
music (orchestra or band) or a foreign language or technology instruction may 
be off ered in elementary or middle school. Vocational skills (e.g., masonry, 
carpentry, electricity, plumbing, automotive mechanics) may be off ered in the 
high school, or they may be included in separate vocational schools or com-
munity colleges. International Baccalaureate (IB) and an extensive range of 
advanced placement (AP) courses may be off ered, or the off erings may be much 
more constricted. According to the National Center for Education Statistics, 
more than 506,000 students took advantage of distance education opportunities 
in 2004–2005 (“Technology-Based Distance Education Courses for Public 
Elementary and Secondary School Students,” 2008), and the number of users is 
increasing dramatically.

District Personnel
Th e district offi  ce consists of less than a dozen educators in a small system to 
hundreds in a large system. Th e offi  ce may be organized by categories such as 
curriculum and instruction, planning and assessment, transportation, communi-
cations, facilities, fi nance, and personnel. Each of these areas has specifi c respon-
sibilities and a host of federal and state laws with which it must comply, and every 
district organizes itself in a diff erent way. Th us, you should consider the catego-
ries in the discussion that follows as one means of providing some information 
with which you should become familiar.
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Curriculum Specialists
Curriculum specialists are oft en called supervisors, except at the very top level 
when they may be executive directors or assistant or associate superintendents. 
Th ey are responsible for the overall direction of the curriculum and instruction 
activities of the district. Th ey arrange guest speakers for the beginning of school 
and for selected “staff  development” days scheduled periodically throughout the 
year. Th ey may arrange for short-term or long-term consultants to serve in a va-
riety of capacities, usually to “get test scores up” or to address classroom manage-
ment, discipline, motivation, and so on. In small districts, they may provide many 
of these services themselves.

Curriculum specialists organize and direct much of the committee work within 
the school district. Curriculum specialists also oversee the production of district 
guides for each aspect of the curriculum from prekindergarten through the second-
ary levels. Th ese guides usually include objectives for each subject area, indications 
of the content to be covered, sample means of assessment, and so forth. Because the 
guides are aligned with state standards and measured by high-stakes tests, they do 
not typically have a signifi cant relationship to the textbooks being used. Remember 
that each state develops its own standards, and textbooks cannot possibly corre-
spond to the diff erent expectations at each grade level. However, technology may 
soon make it possible for states to create their own textbooks from information 
databanks. For instance, one study (Brophy, 1982) of same-level math texts and 
tests found that only about half of the test content was covered by the math text-
books, and only half of the textbook materials were covered on the tests.

Planning and Assessment
Personnel at the district level are responsible for developing, implementing, and 
coordinating the planning and the assessment strategies for the entire school 
system. Th ey are also responsible for gathering statistical data about the eff ective-
ness of the schools. Some of this information is required by federal agencies, 
some by state agencies, and some by the local education agency. When districts 
receive special funding grants, the planning and assessment personnel are ex-
pected to handle the accountability of those projects as well. In some districts, 
these people also assist schools in writing grant proposals.

Finance
Th e people in the fi nance section write your paycheck each month, among many 
other checks to keep the school operating. On the downside, they also deduct 
from your salary a host of taxes suffi  cient to decrease the amount by perhaps one 
third. Don’t blame those employees. Th ey are doing exactly what the law requires. 
However, you should feel free to call and ask for explanations of certain deduc-
tions. And, of course, you will already have fi lled in certain fi nancial forms when 
you accepted employment. Keep all of the correspondence together. You’re going 
to need it eventually, and spending fi ve minutes setting up a fi le will save you 
several hours of looking for copies of various forms.

Personnel
We end this discussion of district personnel with one group that you will meet at 
the beginning of your employment. Aft er you have been accepted, the personnel 
or Human Resources offi  ce (which you probably contacted at the beginning of 
your search) will ask you to complete a number of forms.
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Th e personnel director keeps your employment fi le, as well as any letters 
of reprimand, offi  cial evaluations, honors and awards, and information related 
to your application for employment. Th is includes letters of recommendation 
you receive from college and university faculty and other personnel. Th ose let-
ters carry the most weight when you waive your rights to see the evaluations, 
the assumption being that a person who knows you are going to look at the 
comments is less likely to be completely candid. Your case for employment is 
enhanced by signing the waiver and performing so well that those who write 
recommendations will have many positive comments to make. Moreover, the 
prospective employer will consider comments accompanied by the applicant’s 
waiver as more credible.

Building-Level Administration
To get even closer to home with regard to your work as a classroom teacher, let’s 
look at the principal and her role in the school. By law, the principal is charged 
with ultimate responsibility for all of the activities of the particular school. Th at 
includes the cafeteria workers, the school bus employees, the aides (i.e., teacher 
assistants, paraprofessionals) and volunteers, the custodial staff , the secretary, and 
the professional staff .

School Principal
Operating within the framework of federal, state, and district requirements, the 
principal establishes school policy (sometimes with the advice and consent of the 
faculty, sometimes with the advice but not consent, and sometimes without either 
advice or consent). Likewise, the principal determines which students can be re-
tained (within policies established by the federal, state, or local school board). 
You can recommend, and you can state your best case, but you cannot make the 
ultimate decision. Th e principal must decide and then take the heat from irate 

parents, angry students, or even an upset 
school board member. Th e issue of social 
promotion is becoming a little less vocal 
now that higher standards and graduation 
expectations are being phased in, and now 
that many politicians have strongly sup-
ported retention in grade.

Did you know that the principal can 
establish a policy (with the approval of the 
school board) that determines the grades 
you give to students? She can. Some middle 
and high schools have a policy that no stu-
dent can receive a grade lower than 50 or 
60 for the fi rst grading period (there being 
four grading periods in most schools). Th e 
rationale is that if a student’s fi rst-grading-
period average is so low that she cannot 

possibly pass the semester, she may make no eff ort for the remainder of the term. 
Although you may disagree with that policy on the grounds that it actually en-
courages early-in-the-term poor academic behavior that makes it impossible for 
students to understand the following and more complex learning, you are 

By law, the principal is charged 
with ultimate responsibility for 
all of the activities of the 
particular school.
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required to adhere to the policy. If you wish to work for the elimination of the 
policy, more power to you. But in the meantime, follow the rules.

Your principal (and sometimes a grade-level or departmental chair) will con-
duct faculty meetings, usually on a regularly scheduled basis. Th ese meetings are 
oft en held to communicate important information and to solicit input about deci-
sions that must be made. Even if you fi nd the sessions as boring as some of your 
college lectures, you are expected to attend. What is more, you should take careful 
notes and fi le them along with any handouts either in a folder or a loose-leaf 
notebook. Don’t assume you will remember all of the strategies or details (times, 
dates, places, purposes, people involved) a month later. You do not want to spend 
your time trying to locate that information or apologizing for missing an impor-
tant meeting or failing to turn in some paperwork on schedule. If you have 
learned to take and save good notes, you will be ahead of the game as a teacher. 
If you need to become organized, now is a good time to start.

Your principal may appoint you to one or more committees, even during 
your fi rst year. While some people like committee work far more than others, the 
responsibility will fall to almost everyone. You are most likely to be happy if you 
get an assignment that suits your interest. Find out what committees are available, 
what responsibilities are involved (and how time-consuming they are), and when 

Feature 
11.1

T E A C H E R  T E S T I M O N I A L

The Care and Feeding of the Principal

Principals are unusual beings. They are empowered 
with keys, radios, and authority. They have a myriad 

of responsibilities, not the least of which is recommend-
ing the continuing employment of effective teachers. They 
are the school’s advocate in the community. Typically, they 
have had classroom experience, yet teaching (in the sense 
of a classroom full of students) is not what they do all day. 
So how does a teacher properly attend to the “care and 
feeding of the principal”? While chocolate-chip cookies 
have their place, the best way to enjoy good relations 
with the principal is by being effective in the classroom. 
In fact, you will fi nd that just as the principal contrib-
utes to the effectiveness of teachers, things work the 
other way around as well. But there’s more. As you ex-
pect the principal to understand your situation, it would 
be wise for you to step back and try to understand the 
principal’s situation.

Everybody Wants to Be Effective
As a prospective teacher, you should exhibit the knowl-
edge and skills associated with teaching effectiveness 
when you meet with a principal. He or she is always look-
ing for teachers who can address the needs of the stu-
dents. A positive attitude and good interpersonal skills are 
excellent traits to develop as well. Principals value teach-

ers who are unselfi sh in their efforts to meet the individual 
needs of students.

You will also fi nd in your conversations that an effec-
tive principal is one who has the interest of teachers 
among her highest priorities. Education is a people busi-
ness, and it takes a strong collaboration between teachers 
and administrators to make a school really work. So talk 
to these folks while you are in your teacher education 
program. Try to get a sense for how the principal tries to 
make the teachers effective in their classrooms.

Look for the Forest and the Trees
Teachers and principals make multiple decisions during 
the course of a school day. And although they both have 
basically the same goals (providing a quality educational 
experience to each student), their perspectives necessarily 
differ. As a teacher, you will be responsible for a limited 
number of students, in a restricted space for a specifi c 
period. No doubt the issues and emergencies that arise 
within your class will take top priority from your perspec-
tive. And that’s understandable. The principal, however, 
has responsibility for all of the students, faculty, staff, and 
facilities. So when you must approach the principal with 
some problem, don’t expect that he or she will minimize 
it, but do anticipate that it will be seen in a broader 
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during the year the major responsibilities occur. Th en match them with your in-
terests and volunteer immediately.

Th e principal will expect to be kept fully informed about any conditions in 
your class that are out of the ordinary or that might become problematic. Th is is 
not nosiness but good leadership and, in the case of parent involvement, good 
public relations, both for you and the principal. Imagine, for example, that you 
are teaching high school and decide to take your math classes outside to apply 
what they have been learning by determining the heights of several trees using 
trigonometry concepts. If you notify the principal of the purpose of the activity 
and the time frames, you can avoid problems when parents drive by the school 
and see students milling around but fail to see the teacher. If they conclude that 
the school is remiss in its responsibility, an informed principal can quickly make 
a beautiful case for the application of curriculum to real life.

As you would expect, the principal will stress the importance of your stu-
dents’ doing well on the achievement tests, whether they are state-mandated end-
of-course or end-of-grade tests, or standardized achievement tests (developed ei-
ther by or for the state or selected from those that may be used in a variety of 
states). You will be strongly encouraged to be sure all of your students do well, and 
you may be encouraged to use test preparation booklets and stacks of worksheets 

perspective than yours. That’s not necessarily a bad thing, 
and the effectiveness of both you and the principal in 
resolving the problem will be increased if you can each 
appreciate the other’s perspective.

Problems: Some Are Yours and Some 
Are the Principal’s
Simply stated, the principal makes decisions and solves 
problems. And it goes on all day. Because so much of the 
principal’s day involves some sort of “confl ict resolution,” 
you will want to be in the business of problem aversion. 
Your relationship with the principal can be greatly im-
proved through solving the majority of your own chal-
lenges as opposed to transferring problems to the admin-
istrative staff. This is not to say by any means that the 
principal should be shielded from problems. Rather, it 
simply means that you should accept the responsibility for 
solving problems that are part of your work in the class-
room. If the problem persists or is beyond your expertise, 
then it should be taken to the principal—it is her job from 
that point on. Your effectiveness and success in the class-
room enhances the success of the building principal, the 
other teachers, and the school.

Time
Principals and teachers have busy days. You can enhance 
your relationship with your principal by being considerate 
of her time. Therefore, you will want to schedule your time 

with the principal as opposed to just dropping in without 
notice. Most administrators have an open-door policy. 
However, as a thoughtful teacher, you will want to present 
your principal with only the most urgent matters in a 
timely way.

As you can see, the care and feeding of the principal is 
a two-way relationship. Both the teacher and the principal 
are professionals, and both have specifi c responsibilities—
otherwise, one or the other wouldn’t be there. You 
should be able to anticipate administrative support in 
the form of your principal backing up your decisions, as 
well as by providing the necessary resources for your 
classroom. Conversely, the principal should be able to 
count on your support both in words and deeds, espe-
cially in the faculty lounge. Keeping a collaborative per-
spective in mind with regard to problem solving, time 
management, and appreciation of each other’s responsi-
bilities will go a long way toward making both you and 
the principal effective in the school. With that said, it’s 
up to you to decide whether the chocolate-chip cookies 
might be a good idea!

Dr. David W. Blackmon served as a principal in ele-
mentary, middle, and high schools for 13 of his 30 years 
in public education. He has served as a Professor of 
Education and Chair of the Education Department at 
Coker College.  •
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with multiple-choice responses. In the months immediately preceding the ad-
ministration of these tests, your colleagues may spend less time teaching and 
more time cramming. You must decide what you think is educationally sound. If 
you weigh in on the side of teaching, then your instruction must be suffi  ciently 
strong to avoid the temptation to assign massive amounts of bubble-in sheets. 
Reconciling what is best for students with what is required on the test will be one 
of your challenges and one that will refl ect your best professional judgment. 
Activity 11.3 is the local-level version of Activity 11.2.

Financing Education
Th e fi rst decade of the 21st century brought with it unprecedented economic 
challenges for the United States. Schools began to, and will continue to, feel the 
pinch of budget shortfalls and reduced operating capital. Interestingly, at 
the same time the National Center for Educational Statistics (Th e Condition of 
Education—2008, 2008) is forecasting record elementary and secondary en-
rollments each year through 2017. Finding the balance between available 
funds and the providing of educational services will no doubt be at the fore-
front of many legislative agendas. As you found with the Ice Breaker at the 
beginning of this chapter, when discussing the funding of education, we are 
talking about a lot of money.

In the year 2005–2006, the total amount of money expended for all educa-
tional activities was estimated to be approximately $972 billion. Of that total, just 
more than 62 percent ($599 billion) went to elementary and secondary institu-
tions, and nearly 38 percent ($373 billion) went to post-secondary institutions 
(Digest of Education Statistics, 2007, 2008). With these facts in mind, let us con-
sider the means by which public education is fi nanced, once again from three 
perspectives: federal, state, and local.

Activity 11.3 Who’s Who on the Local Level?

The most immediate infl uence on the administration of a school comes from 
the local level. Who are the people who make decisions for the district? Con-

tact your local school district (or the district from your hometown or the district 
where you would like to teach), and obtain the names of the superintendent and 
the members of the school board. Many school districts now have websites that 
provide this information.

1.  Who is the superintendent? Was this person hired by the board of education? 
What credentials and experience does he or she bring to the job?

2.  Who are the school board members? How is the school district divided for 
purposes of electing board members? What sort of expertise does each of the 
members bring to the board?

3.  Can a teacher who lives in the district in which she teaches, and perhaps has 
a child attending school in that district, run for and hold a seat on the school 
board while continuing to be a teacher in the district? Do you think this 
should be allowed? (Note: Some states prohibit this, though the prohibition 
could be challenged on constitutional grounds.)
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Federal Role
A number of federal departments contribute funds or products or services to the 
public schools. Th ese include the Departments of Education, Health and Human 
Services, Agriculture, Labor, Defense, and Energy. In fi scal year 2006, the federal 
government spent an estimated $166.5 billion on education. Approximately 
56 percent, $93.5 billion, was spent by the Department of Education. Another 
$25.9 billion was disbursed by Health and Human Services, and $14.4 billion 
from Agriculture.

Of the $166.5 billion total, $70.9 billion was allocated for elementary and 
secondary education institutions, $57.7 billion for post-secondary institutions 
(e.g., colleges, universities, technical institutes, community colleges), $30.7 billion 
for research (mainly at educational institutions), and $7 billion for other pro-
grams (see Figure 11.3).

In 2007, the Department of Education distributed $30.2 billion to school 
districts, $13.6 billion to college students, $13.5 billion to institutions of higher 
learning, $7.8 billion to state education agencies, and small amounts to subsidize 
student loans (see Figure 11.4). As you can see, we’re talking about a lot of 
money.

In 2006, some 30,000,000 children received free or reduced lunch (Digest of 
Education Statistics, 2007, 2008). If you were not one of those students, you 
might not think you got anything free in your lunch—but could you buy the 

Other Programs, $7

Research, $30.7

Elementary and Secondary
Education, $70.9

Post-Secondary 
Institutions, $57.7

School Districts, $30.2

College Students, $13.6

Colleges/Universities
$13.5

State Education
Agencies, $7.8

Other, $11.1

Figure 11.3
2006 federal expenditures for 
education (in billions of dollars).

From Digest of Education Statistics, 2007. 

(2008). Washington, DC: United States Depart-

ment of Education, National Center for Educa-

tion Statistics.

Figure 11.4
2007 federal funds dispersed 
through the U.S. Department of 
Education (in billions of dollars).

From Digest of Education Statistics, 2007. 

(2008). Washington, DC: United States Depart-

ment of Education, National Center for Educa-

tion Statistics.
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same lunch in town for the price you paid at school? Of course not. Th e federal 
government subsidizes school lunches for everyone by providing surplus farm 
products to the lunchroom program. Th at’s a $14.5 billion contribution by the 
Agriculture Department.

Approximately 12.5 million elementary and secondary education students 
received Title I services in 2006 (Digest of Education Statistics, 2007, 2008). Th ese 
services (a total federal cost of about $10 billion) were provided to students with 
low levels of achievement (according to standardized tests) in schools with high 
concentrations of families with low incomes.

Th e Department of Health and Human Services provided nearly $7 billion 
dollars for the Head Start program in 2008, one of the most popular education 
endeavors of the federal government.

Th e Department of Labor administers a number of training programs involv-
ing education. Th ese programs, funded for $5.3 billion in fi scal year 2006, include 
training under the School-to-Work Opportunities Act. Th is act is intended to 
help bridge the gap between education and the workplace, and has strong support 
among businesspeople, who have long complained about the lack of preparedness 
of many of the new members of their workforces.

Smaller amounts are expended for a myriad of other federal programs. Th ey 
range in scope from Native American education to bilingual education to the 
construction of educational facilities to ROTC.

With the funding of programs comes the set of regulations under which 
they operate. Politicians are spending your money (or will be once you start 
making some), and they want assurances that the expenditures yield results. 
So, there are regulations and still more regulations. If schools want the money 
(and they actually can decline it, as private schools oft en do), they must accept 
stewardship of the money, must develop plans for using it in a way the law 
intended it to be used, and then document expenditures and uses of the funds 
and the resulting benefi ts.

State Role
In 2004–2005, one third of all expenditures of state and local governments were 
for education. Th us, $689 billion of approximately $2 trillion dollars went to edu-
cation. Elementary and secondary schools received $473 billion, while colleges 
and universities received $182 billion. As you can tell by comparing these data 
with those from the federal budget, the greatest share of the education budget for 
public schools comes from the state coff ers. However, the proportion of the bud-
get that comes from a state varies considerably, with some states providing almost 
all of the nonfederal funding, while other states rely on individual school districts 
to fund their schools.

Likewise, the amount expended by local and state agencies varies consider-
ably (see Table 11.3). For instance, in 2004–2005, some states (Michigan, New 
Jersey, Texas, and Vermont) allocated approximately 40 percent of their funds to 
education. Th e District of Columbia allocated about 18 percent and Alaska about 
26 percent. Th ree states—Connecticut, New Jersey, and New York—and the 
District of Columbia spent more than $12,000 per student in average daily atten-
dance in 2004–2005. At the other end of the spectrum, Utah spent less than 
$6,000 per student in average daily attendance (Digest of Education Statistics, 
2007, 2008). It is important to remember that with increased public focus on 
education, the numbers (although not necessarily the ranks) may change.
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Obviously, there are gross fi nancial disparities between some schools and 
others. It is easy to recognize, for instance, that a state that leaves education fi -
nancing to its local education agencies will see signifi cant diff erences in the 
amounts of money provided the “rich” districts (those with a strong tax base be-
cause of industry, technology, tourism, etc.) and “poor” districts (predominantly 
inner city or rural). Th us, the case can be made for a state’s funding all of its 
schools, at least at a basic level. In fact, the U.S. Supreme Court has ruled that the 
absence of signifi cant state funding in general may unconstitutionally deprive 
students of equal educational opportunities. Th e relevant case is San Antonio v. 
Rodriguez, which has resulted in a number of lawsuits in which the courts re-
quired that the fi nancial resources of the state be distributed more equitably 
among its school districts (Henkoff , 1991).

Table 11.3 Total Per-Pupil Expenditures by State 
or Jurisdiction, 2004–2005

State Expenditure State Expenditure

U.S. Average  $8,701

Alabama  $7,073 Montana  $8,133

Alaska  $10,847 Nebraska  $8,794

Arizona  $6,184 Nevada  $6,804

Arkansas  $7,659 New Hampshire  $9,771

California  $7,905 New Jersey  $14,117

Colorado  $7,826 New Mexico  $7,834

Connecticut  $12,263 New York  $13,703

Delaware  $10,911 North Carolina  $6,904

District of Columbia  $13,348 North Dakota  $7,829

Florida  $7,215 Ohio  $9,330

Georgia  $8,065 Oklahoma  $6,610

Hawaii  $8,997 Oregon  $8,071

Idaho  $6,319 Pennsylvania  $10,235

Illinois  $8,896 Rhode Island  $11,667

Indiana  $8,919 South Carolina  $7,549

Iowa  $7,962 South Dakota  $7,464

Kansas  $7,926 Tennessee  $6,850

Kentucky  $7,132 Texas  $7,246

Louisiana  $7,669 Utah  $5,216

Maine  $10,342 Vermont  $11,972

Maryland  $10,031 Virginia  $8,886

Massachusetts  $11,642 Washington  $7,717

Michigan  $9,340 West Virginia  $9,024

Minnesota  $8,718 Wisconsin  $9,755

Mississippi  $6,548 Wyoming  $10,190

Missouri  $7,858

Source: Digest of Education Statistics, 2007. (2008). Washington, DC: United States Department of 
Education, National Center for Education Statistics.
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From a broader perspective, the same situation of uneven funding applies 
across the country. Some states are far wealthier than others; thus, the students in 
some states have far greater access to fi nancial support than do their cohorts 
in other states.

Of course, this argument also applies at the micro level, the individual 
school district. Within any school system there are schools with many affl  uent 
parents, involved business partners, and active parent volunteers eager to en-
gage in fund-raising activities. Just a few miles away are schools with little or 
no family involvement in school activities and no discernible tax base. Th e 
case can just as easily be made that these latter schools are unable to provide 
equal educational opportunities.

While our purpose here is not to debate the relative merits of various funding 
formulas, you may still wish to raise some issues related to this topic and consider 
them from time to time as you engage in your school fi eld service or internships 
during the next few years. You will fi nd that there are no easy answers. You might 
wish to read Kozol’s Savage Inequalities: Children in America’s Schools (1991). It 
will fuel your thinking.

How do the states get their funds for education? Once again, it depends on 
the individual state. In general, however, there are two major sources, both ac-
counting for almost exactly one third of the state budget for education. One 
source is the sales tax you pay every time you go to a grocery store, fast-food es-
tablishment, or car dealership. Almost all states have sales taxes, but the percent-
ages vary. Because everyone buys goods, everyone pays sales taxes. Another 
source that provides a similar amount of income for schools is the state income 
tax, which you will soon be paying unless you live in one of the very few states 
that do not have such a tax.

Th e remaining one third of state sources of education funding consists of 
smaller amounts (percentage-wise) drawn from taxes on gas, alcohol, tobacco, 
estates, and gift s, and taxes paid by corporations. Just in case you are wondering 
about the contributions from a lottery, you may be surprised to learn that in the 
states that have a lottery (a majority of them, by the way), only 2 percent of 
the education budget is derived from that source (Signifi cant Features of Fiscal 
Federalism, 1995).

Local Role
What about the local contribution to education? Just as the states vary in how 
they raise money for education and how much money they raise, so do local dis-
tricts. By far the largest source (76 percent) of local money for education comes 
from property taxes. You may hear property owners complaining about them 
from time to time, especially when property is reassessed to bring the tax rolls up 
to date or when the millage (property tax rate) is increased. Oft entimes a rate 
increase requires a vote of the citizenry, but not always. In any case, as a teacher, 
you will be in an interesting situation: Th e property taxes you pay are used partly 
for your salary and accompanying benefi ts.

In 11 states, at least 98 percent of the local tax revenue comes from property 
taxes (Signifi cant Features of Fiscal Federalism, 1995), which means that people 
who don’t own property don’t have to pay. Th us, school supporters (fi nancially 
speaking) are property owners. At the time of a bond issue or a tax reassessment, 
they may be quite vocal.
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Channeling Funds to the Schools
Now, how do we get the funds in the fi rst place? Well, that depends on which 
funds we are considering. Some funds come from federal grants. Frequently, 
these are funneled through the state education agency, which solicits proposals 
for grants from schools and school districts. An example is the Title I money 
provided for remedial assistance to students in low-income schools. Someone at 
the district offi  ce writes a proposal detailing goals, objectives, strategies, roles, 
and responsibilities of various people, time frames, budget, and so on. Th e pro-
posal is forwarded to the state education agency for approval, disapproval, or re-
quest for clarifi cation or change. If the proposal is approved, funds are channeled 
to the local district, which hires personnel, purchases materials, oversees the 
project, evaluates the eff ort, and reports its results.

Sometimes the federal funds are provided without a complex project pro-
posal. An example is the ESEA (Elementary and Secondary Education Act) Title 
VIb, the class size reduction program. It authorized the employment of 100,000 
additional teachers for seven years to reduce class size in the primary grades to 
the national average of 18 per teacher. Th e positions could be off ered only to new 
teachers. Eventually, the program was incorporated into the ESEA Title IIa 
Teacher Quality block grant, which gave more fl exibility to individual states to 
improve teacher and administrator quality.

Other funds arrive without formal projects. Many times these moneys (usu-
ally from the state) come as a result of regulations providing specifi c amounts of 
money for each student in the school. Th e funds may be allocated for specifi c 
purposes: technology, textbooks, library books, supplies, and so on. Th ey can be 
spent only for the category to which they apply. Th us, library book money cannot 
be used to give teachers a raise or to purchase teacher supplies. Some funds can 
be carried over from one school year to another, but most cannot. If not ex-
pended, they revert to the agency that originally provided them. Th us, there is 
oft en a fl urry of activity at the beginning of school (when funds are newly avail-
able) and at the end of the year (just before the June 30 deadline).

The needs of school libraries and 
media centers, for example, are 
met through categorical funding.
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In some cases, the board of education allocates local funds for specifi c 
purposes. Th ey may be for teacher supplements (increasing the rate of pay 
established by the state) or for additional teachers (e.g., coaches, music, art, 
classroom teachers to decrease the teacher/student ratio). In a fi nancial 
crunch, the teacher supplements may be decreased or teachers may lose their 
jobs. Th e latter is usually the fi nal recourse, but it sometimes happens. You can 
understand why if you recognize that about 65 percent of the education budget 
is spent on employee salaries and another 17 percent on employee benefi ts. 
Th us, there is not a large portion of the budget that can be cut when hard times 
come. For instance, schools still must pay for materials for facility repairs, gas 
for school buses, electricity, and telephone service. Th ose items can hardly be 
cut, but the supply budget can be. Th us, you could discover that there is a limit 
to the amount of material you can photocopy or that certain “really important” 
supplies are not readily available. When the economy falters, someone has to 
make some diffi  cult decisions about how to conserve money. Th e decision may 
be made to freeze many sources of funds and, if they are local in nature, to 
divert them to other uses. Activity 11.4 will give you an opportunity to re-
search school funding at the local level.

Fortunately, other funds are oft en available, especially to people who exercise 
a high degree of initiative. A number of foundations and companies provide 
money for specifi c projects. Th e grants may range from several hundred dollars 
so teachers can purchase specifi c supplies to conduct a project, to hundreds of 
thousands of dollars for a school to engage in reforming its curriculum and in-
struction. Th ese projects oft en are funded for one year with the option of contin-
ued funding for two more years if the eff orts seem to be proceeding appropriately. 
It is likely that you as a teacher will be responsible for writing small grant propos-
als. For a larger project (say, obtaining computers, soft ware, and other technol-
ogy), you may be part of a committee that draft s a proposal.

You should consult the state department to fi nd out what is available. How 
about a computer-building workshop at which teachers who participate for two 
days receive free computers? How about a grant to secure school computers or 
computers and other technology for your school? Th e state department may have 
the money or know what group does. An Internet contact or a telephone call can 
open many doors.

Activity 11.4  State and Local Education Expenditures 
in Your Hometown

It will not be diffi cult for you to fi nd out how much money your state spends on 
PreK–12 education per year or how much that represents per child per year. The 

Digest of Education Statistics, published by the Government Printing Offi ce, can 
help you. The Digest is likely available in your school or local library, and much of 
it is available online at: http://nces.ed.gov. The numbers for closer to home might 
be a bit more of a challenge. Nonetheless, this is public information, so you should 
be able to access it.

1.  How much money was provided to your hometown district last year?

2.  How much money did the district contribute above the state base 
(e.g., from property tax and business taxes)?

3.  How much does the district pay (from all sources) per student per year? 
How does this compare with the national average?
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Even more immediate are people and businesses in your area. What do you 
need? What do they have that can be contributed? You may be reluctant to ask 
businesses for various goods or services, but be aware that they expect to be 
asked. Fast-food services are particularly interested in providing support, and so 
are companies that do business with the schools. For instance, one large-scale 
study (reported in Hopkins & Wendel, 1997) found that 78 percent of the busi-
nesses surveyed contributed money, and 64 percent contributed equipment, sup-
plies, or both.

So, decide what you need and ask to see the manager. Be prepared to explain 
how the item will help. You can use the paint or the potted plant to make your 
room more attractive. You can use straws for math projects. You need boards for 
a bookshelf that you are willing to build (or have someone build). You need in-
centives to reward students for good academic or social behavior. Th en, when you 
return home, write a thank-you note on school letterhead to the manager or 
owner and send a copy to the principal. Write a paragraph in the school newslet-
ter and be sure to send it to the businessperson. You won’t regret it, and the con-
tributor won’t forget it.

Conclusion
Th is chapter focuses on the organization, governance, 
and funding of education. In both the governance and 
funding of education, there are infl uences at the federal, 
state, and local levels. Some of the participants are 
elected, some appointed, and some hired. Th ere are fi -
nancial factors at play, as well as judicial and sociologi-
cal concerns. Th is chapter demonstrates that school is 
intimately connected to the society at large, and that 
tremendous amounts of fi nancial resources are directed 
to the education of children. Following are some of the 
key points that were raised throughout the chapter.

  1.  Th e grade-level structure of PreK–12 education 
can generally be clustered as: prekindergarten 
through grade 3 (primary), grades 4–5 (elemen-
tary), grades 6–8 (middle school), and 9–12 (high 
school). Th ere are variations of this general 
arrangement.

  2.  School choice options include voucher systems, 
magnet schools, charter schools, private schools, 
school privatization, and homeschooling.

  3.  Th e secretary of education is appointed and 
administers a large federal department and many 
billions of dollars in funds for education at all 
levels.

  4.  Each house of Congress has a committee on edu-
cation, composed, like other committees, with the 
same percentage of each party as their member-
ship in the House of Representatives or Senate.

  5.  Usually the state superintendent is a member of 
the governor’s cabinet, and has infl uence depend-
ing on the extent to which the superintendent and 
governor are in agreement and the amount of po-
litical infl uence each possesses.

  6.  Th e state superintendent sometimes serves as 
chairman of the state board of education, a group 
whose members may be appointed by the gover-
nor, elected by the people, or hold membership by 
virtue of their executive or legislative offi  ce.

  7.  Th e state supreme court or other district or re-
gional courts may rule on a variety of issues that 
never reach the U.S. Supreme Court.

  8.  Th e local school board is the policy-setting organi-
zation for individual school districts and makes 
the fi nal decisions in hiring and fi ring.

  9.  Operating in conjunction with the school board 
but usually under its authority, the superintendent 
of a school district works with the other adminis-
trative and supervisory members of the district 
offi  ce to “run” the schools on a daily basis.

 10.  By law, the principal is charged with ultimate re-
sponsibility for all of the activities of the particular 
school.

 11.  A number of federal departments contribute funds 
or products or services to the public schools.
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Case Studies in Education
Enter the information from the table below into the 
Educational Record for the student you are studying.

Adequacy of Local Services Adequacy of Funding

Davon
The local educational services are adequate to 
meet Davon’s needs. The school has a full-time 
counselor, child psychologist, parent educator, 
social worker, and resource offi cer on-site.

The school is funded through Title 1 and Act 135, 
which help to provide for the basic and special needs 
of the children.

Andy 
At this time, the school provides what is necessary 
for Andy to receive a good education. Because his 
achievement is not adequate, he has been referred 
to the child study team to determine whether he 
should be tested by the school psychologist for a 
learning disability. If he has a disability, the school 
will provide both resource and consultative models 
to meet his special needs.

Because this is a Title I school, it does not feel the 
pinch of poor funding like many other schools. Al-
though there are many things on the school’s wish list, 
it is adequately funded for basic educational needs.

Judith
The local educational services are adequate to 
meet Judith’s needs. However, her teachers believe 
that socioeconomic factors are primary contribu-
tors to her lack of progress.

The school is adequately funded. Heavy industry in the 
district provides a substantial tax base above the state 
and federal funding for compensatory programs.

Tiffany
The local educational services are adequate to 
meet Tiffany’s needs. There is growing concern 
that Tiffany’s emotional and social needs are not 
being met as she prepares to begin secondary 
school.

The school is adequately funded to meet its program 
and operational needs. However, the source of the 
funding is far from fair, with the majority of the re-
sources being provided by local taxpayers instead of 
the state government.

Sam
Local educational services are adequate to meet 
Sam’s needs. He has been receiving special educa-
tion services since kindergarten, and the extent of 
his services has varied based on his needs. For ex-
ample, he has received speech and language ser-
vices in the past when it was determined as part 
of his Individualized Education Plan that these 
measures were indicated.

Funding has usually been adequate for provision of ba-
sic educational services and special services. At no time 
has Sam been denied an appropriate education be-
cause of lack of funding.

Bao
The local services available to Bao meet all of her 
academic and extracurricular needs in the context 
of school services.

Though any school would say it needs additional 
funds, Bao’s high school is well supported and consid-
ered to be an excellent school.
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 1.  Does the structure of the school system adequately 
serve the needs of your student? Which, if any, of 
the educational options discussed as “school choice” 
might serve your student better?

 2.  Based on what you know of your student and his or 
her family history, how would your student’s par-
ents characterize the purpose of school? How might 
knowing the parents’ expectations help you to un-
derstand your student?

 3.  Many laws are based on good intentions but have 
not been adequately funded. As you consider the 
child you are studying, do you feel it is the teacher’s 
responsibility to provide instructional materials and 
supplies (within reason) on her own when the dis-
trict is unable to make the purchases?

Designing the School of the Future
Th e school of the future will have to address issues of 
funding just as schools always have. Where will the 
money come from, and where will it go? But that does 
not mean that funding sources and formulas of today 
will have to be the rule in the future. In what ways 
could schools become revenue producing? As you now 
know, funding is just one issue. Will your school of the 
future use the same organizational structure? Will it 
answer to the same governance structure of state and 
local control that we discussed in this chapter? How 
will you empower teachers to take a greater role in the 
issues of organization, governance, and funding?

 1.  Will your school (and let’s think in terms of its be-
ing a public school) accept federal funds for pro-

grams? What sort of “compromise program” can 
you design for a school of the future that avoids 
funding dilemmas that schools usually face?

 2.  What sort of building-level administrative policy 
will you use? Will teachers be empowered as part of 
the decision-making process? Will teachers serve as 
administrators on a rotating basis (e.g., each teacher 
serves a 2-year duty as teacher/assistant principal 
followed by a 2-year duty as principal)?

 3.  What credentials and experience will be required 
for service as a member of the board of education?

Praxis Practice
Many states will require that you successfully complete 
the Praxis Series of examinations to qualify for certifi -
cation. One or more of those tests will be subject-area 
tests. Another, which has a more practical orientation, 
will be the Principles of Learning and Teaching (PLT) 
examination that is appropriate for your certifi cation 
area.

Completing the Quick Check quizzes for Chapter 
11 in the Unit Workshop will give you practice with the 
multiple-choice format of the PLT. Th e Case Studies in 
Education and Designing a School of the Future activi-
ties will help prepare you for exercises that require read-
ing a scenario and providing short answers to questions 
asking what you might do in such a situation.
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Unit Workshop III

Educational Leadership
The chapters of Unit III have been concerned with 

what is oft en referred to as the foundations of edu-
cation. You might think of it in terms of the world of 
the classroom running into the real world. Th ough 
Dewey maintained that school was the real world for 
children, it is still the case that politics, social values 
and beliefs, and philosophies and religion have an ef-
fect on what happens within the four walls of the class-
room. What you have seen of the history of education 
should give you a greater appreciation of what it means 
to provide an equal educational opportunity to all. Our 
look at philosophy points out there are many diff erent 
but legitimate ways of considering any issue. And law is 
the attempt to reconcile all of it into a system that does 
the greatest good for the greatest number. Th ese infl u-
ences on school can have a profound eff ect on your case 
study and on the design of a school of the future.

Case Studies
Having followed your student through 11 chapters, 
you have probably become protective of his or her in-
terests. At the very least, you have likely become the 
student’s advocate. Th is is your opportunity as a pre-
professional to take a step back and look at the needs 
of the students and the goals of the greater institution 
of education, as well as how your own perspectives re-
late to the two. Complete these activities as journal re-
fl ections rather than as something that would be writ-
ten as a report for others to read.

1.  How has the history of education and the govern-
ment’s role in education combined to meet the 
needs of your student? What battles, if any, do you 
see your student facing today that seem similar to 
the struggles of children in the past as they sought 
an education?

2.  What philosophy of education can you fi nd re-
fl ected in the laws that pertain to education and in 
the role that various governmental levels play in 
the delivery of education? How do these philoso-
phies and infl uences match with your own philoso-
phy of what education should accomplish?

3.  With regard to your student, have the schools been 
asked to do too much? Are they doing enough? Do 
you see your student’s needs being met in the con-
text of what you know of our educational history, 
philosophy, and law? If so, how? If not, what needs 
to be done diff erently so that your student can be 
provided the best educational opportunity?

Designing the School 
of the Future
You have a rare opportunity in this exercise. Laws 
typically represent the nexus of a need based on what 
has happened in the past combined with a philo-
sophical perspective of where we want to be in the 
future. Th at is, they are not only intended as the so-
lution to an existing problem but also as the vehicle 
for a preferred condition in the future. In this case, 
you do have the history of education as a foundation, 
but you are anticipating a need and asking whether 
the philosophy you have adopted can meet that need. 
Th e next step, legislation, becomes proactive rather 
than reactive.

In a sense, you are being doubly visionary because 
you are taking the fanciful exercise of designing a 
school of the future (because it’s in the future, you re-
ally aren’t responsible for whether it would work) and 
trying to make it practical (if your ideas have merit, 
someone will ultimately have to fi nd ways to make it 
work). You are pioneering two territories: the school 
of the future and the social order to support it. Pretty 
exciting!

1.  Begin by considering what you wrote in the exer-
cises aft er Chapter 8. What issues and lessons from 
our educational history stand out as particularly 
important as you look to the future? Equity? Aca-
demics? Civic responsibility? List whatever you 
consider to be the elements that simply must be 
kept in mind.

2.  Is there a philosophy, or combinations of philoso-
phies, from Chapter 9 that should underlie our 
society’s perspective toward education? Should 
the emphasis be on preserving our heritage? 
Should it be on individual empowerment? Should 
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it be on solving social problems? What, philo-
sophically, should the school of the future be in-
stituted to accomplish?

3.  And now, what laws—that is, the practical example 
of a society’s decision to adopt a course of action—
need to be in place to see that the school can ac-
complish the aims you have identifi ed in question 
2? Perhaps those laws are in place. If so, what are 
they? Or is it the case that, as a nation, we must 
adopt particular legislative agreements with regard 
to the funding of school, establishment of the cur-
riculum, or even for the expectations of student 
achievement? Should these be federal laws or state 
laws?

4.  Th is is a tall order because it requires you to put a 
conscience behind the plans you have been devel-
oping. You may well need to discuss these issues 
with your classmates. Th e fi nal product should be a 
Bill for the Educational Welfare of the Nation. Lest 
you think this is too esoteric an exercise, consider 
that Chapter 8 introduced you to two prominent 
fi gures in American history who independently 
introduced just such political initiatives. Can you 
remember who they were? What lessons from their 
eff orts can you bring to this exercise?

Quick Check
Answer keys with page references are in Appendix E.

Chapter 8
 1. A group of traveling teachers in ancient Greece 

was known as which of the following?
a. philosophers
b. sophists
c. peripatetics
d. tutors

 2. One of the earliest Roman educators to recognize 
the special needs of young children and who 
warned parents to be careful in the selection of 
those who would interact with their children was 
which of the following?
a. Caesar
b. Eberticus
c. Aquinas
d. Quintilian

 3. A period during the Middle Ages during which 
free thought and intellectual inquiry itself, any-
thing that could question the doctrine and dogma 
of the Church, was stifl ed, was known as which of 
the following?
a. Age of Repression
b. Pre-Enlightenment Era
c. Dark Ages
d. Age of Religious Jurisdiction

 4. For whom were dame schools intended?
a. boys
b. girls and boys
c. all free children
d. girls

 5. Which of the following legislative acts led the way 
for compulsory education?
a. Massachusetts Act of 1642
b. Old Deluder Satan Act of 1647
c. National Defense Education Act
d. No Child Left  Behind Act

 6. Which of the following textbooks included moral 
lessons, word lists, and pronunciation guides that 
began to generate a national identity apart from 
Great Britain?
a. Hornbook
b. New England Primer
c. American Spelling Book
d. McGuff ey Reader

 7. In the late 1800s, “Jim Crow” laws eff ectively 
served which of the following purposes?
a. initial integration of public schools
b. separation of African Americans from 

mainstream opportunities within the society
c. segregation of public schools
d. integration of African Americans into 

mainstream opportunities within the society
 8. Who was a staunch advocate for the provision of 

a high-quality education to all children in the 
19th century?
a. Noah Webster
b. Th omas Jeff erson
c. Horace Mann
d. John Dewey
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 9. Th e Progressive Education movement is most 
closely aligned with the pragmatist philosophy of 
which of the following thinkers?
a. Plato
b. St. Th omas Aquinas
c. Alfred North Whitehead
d. John Dewey

 10. Th e report of the National Commission for Excel-
lence in Education that served as a “wake-up call” 
for American education was known as which of 
the following?
a. First Whitehouse Report on American 

Education
b. A Nation at Risk
c. Project 2061
d. Bilateral Report on Brown v. Board of 

Education

Chapter 9
 1. Axiology is characterized by an emphasis on 

which of the following?
a. questions about the physical universe and its 

origin
b. truths that are so universally accepted as to 

be considered self-evident
c. the nature and origin of truth and knowledge
d. the attempt to bring order to the process of 

reasoning
 2. Which of the following represents the branch of 

philosophy concerned with the way in which 
people come to know things?
a. metaphysics
b. axiology
c. logic
d. epistemology

 3. René Descartes’ maxim, cogito ergo sum, is most 
closely linked with which philosophy?
a. idealism
b. realism
c. pragmatism
d. existentialism

 4. Which philosophy would hold the expectation 
that teachers should be experts in their subject 
matter and liberally educated so they might ap-
preciate the place of their subject in relation to 
others?
a. idealism
b. realism

c. pragmatism
d. existentialism

 5. Which philosophy places the responsibilities that 
come with being a thinking being on the shoul-
ders of each individual?
a. idealism
b. realism
c. pragmatism
d. existentialism

 6. “Back to Basics” and the idea that there are core 
skills and knowledge that all students should ac-
quire for sustaining our social order is character-
istic of which philosophy?
a. perennialism
b. essentialism
c. progressivism
d. social reconstructionism

 7. John Dewey is most closely associated with which 
of the following philosophical movements?
a. perennialism
b. essentialism
c. progressivism
d. social reconstructionism

 8. Which of the following philosophies suggested 
that teachers should have an aff ective emphasis 
and should engage students in questions of moral 
dilemmas as a means to understanding the impli-
cations of one’s actions?
a. perennialism
b. essentialism
c. progressivism
d. social reconstructionism

 9. Th e text suggests that the growing use of computer-
based programmed instruction together with an 
emphasis on character education represents a 
combining of behaviorism and which other psy-
chological perspective?
a. pragmatism
b. constructivism
c. humanism
d. socialism

 10. Which of the following borrows from Piaget’s 
idea of an ever-expanding and dynamic knowl-
edge base, and from Vygotsky’s notion of learning 
as an exercise in social interaction?
a. behaviorism
b. constructivism
c. humanism
d. socialism
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Chapter 10
 1. Ethics relate to morals in which of the following 

ways?
a. Ethics represent underlying values, and 

morals represent a code of behavior.
b. Ethics refer to law, and morals refer to 

religious belief.
c. Ethics represent a code of behavior for 

preserving one’s moral beliefs.
d. Ethics are the basis on which morals are 

developed.
 2. Th e text suggests that a code of ethics is impor-

tant for a teacher for which of the following 
reasons?
a. Teachers are licensed professionals.
b. Teachers hold a position of infl uence.
c. It refl ects the principles of a major 

professional association.
d. A teacher’s code of ethics determines what 

moral values will be taught.
 3. A Code of Ethics for Teachers has been published 

by which organization?
a. National Education Association (NEA)
b. Association of Educators International (AEI)
c. Organization for the Ethical Conduct of 

Teachers (OECT)
d. Classroom Teachers of America (CTA)

 4. What is meant by the phrase in loco parentis?
a. parental dysfunction
b. acting in partnership with parents
c. parents in need of transportation
d. acting in the place of parents

 5. Some say the federal government’s responsibility 
with regard to education is included in the U.S. 
Constitution, whereas others say it is not. Which 
side is correct?
a. Th e federal government’s responsibility is 

clearly established in Article 1, Section 8.
b. Education is a matter of state’s rights 

according to the 10th Amendment to the 
Constitution.

c. Both sides are correct; it is the federal 
government’s responsibility.

d. Neither side is absolutely correct because 
education is not specifi cally mentioned in the 
U.S. Constitution.

 6. Th e earliest of the federal land grants providing 
land for public schools were which of the 
following?
a. Morrill acts
b. Northwest Ordinances
c. Louisiana Purchase
d. Amendments to the Lanham Act

 7. Your rights to privacy as a college student are part 
of what federal legislation?
a. Buckley Amendment
b. Student Right-to-Know and Campus Security 

Act
c. Safe Schools Act
d. Elementary and Secondary Education 

Amendments of 1968
 8. In 1975, Public Law 94-142 required schools to 

provide a free and appropriate public education 
to which of the following groups?
a. all children of U.S. citizenship regardless of 

the citizenship of their parents
b. handicapped children between the ages of 3 

and 18
c. children suff ering from socioeconomic 

disadvantage
d. Native American children

 9. Which of the following Supreme Court decisions 
deemed the policy of “separate but equal” educa-
tional opportunities as unconstitutional?
a. Plessy v. Ferguson (1896)
b. Lau v. Nichols (1974)
c. Brown v. Board of Education (1954)
d. Engel v. Vitale (1962)

 10. Which of the following Supreme Court rulings 
handed down the decision that a state-written 
prayer for use in schools was an unconstitutional 
violation of the First Amendment?
a. Plessy v. Ferguson (1896)
b. Lau v. Nichols (1974)
c. Brown v. Board of Education (1954)
d. Engel v. Vitale (1962)

Chapter 11
 1. It has been diffi  cult to articulate the purpose of 

schools because:
a. Th e purpose cannot be defi ned.
b. Diff erent groups (parents, business, 

educators, politicians) have diff erent 
expectations.
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c. Laws keep changing.
d. School demographics change.

 2. Th e grade-level cluster of prekindergarten 
through grade 3 is referred to as:
a. primary
b. grammar
c. elementary
d. induction

 3. Th e school grade range at which there is a shift  in 
emphasis from learning to read to reading to 
learn is:
a. primary
b. elementary
c. middle (or junior high school)
d. grammar

 4. School choice refers to which of the following?
a. the school’s responsibility to choose 

curricular materials for its student 
population

b. the school’s responsibility to choose 
appropriate disciplinary actions

c. available educational options apart from the 
neighborhood school

d. the parent’s right to send a child with 
disabilities to a private facility

 5. Which of the following would be an example of 
privatization?
a. A group of parents opens a charter school 

when the district consolidates their local 
school.

b. A private academy opens in a community 
and draws students from the public schools.

c. A school does not allow visitors on campus 
during the school day.

d. An education management organization 
assumes administration of a public school.

 6. Which of the following is the reason most 
oft en given by parents for homeschooling their 
children?
a. religious beliefs
b. discipline problems at the school
c. the child can get a better education at home
d. the school does not challenge the child 

intellectually

 7. Th e greatest share of education funding and the 
responsibility for securing and disbursing that 
funding is best described by which of the follow-
ing statements?
a. It is a collaborative eff ort between the federal 

government and each state.
b. Each state bears the responsibility for public 

education within its borders.
c. Th e federal government provides funding to 

regional consortiums of states.
d. Funding of schools is accomplished 

independently by each school district.
 8. Which of the following is charged with setting 

policy and hiring and fi ring in individual public 
school districts?
a. local board of education
b. state board of education
c. state superintendent of education (or other 

similarly titled position)
d. superintendent of schools for each local 

school district
 9. By law, which of the following individuals would 

be charged with responsibility for overseeing all 
activities of a particular school building?
a. superintendent
b. assistant superintendent for facilities and 

grounds
c. principal
d. board of education

 10. Recent fi gures indicate that of all expenditures of 
state and local governments nationally (approxi-
mately $2 trillion), what percentage was for 
education?
a. 13
b. 33
c. 43
d. 63
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A message throughout this textbook is that the 
professional educators of tomorrow must be 
more than just teachers. That is not to say 

anything bad about teaching; however, for teaching to 
truly be a profession, its practitioners must become key 
players in the progress of the profession itself. We offer 
a chapter on changes in education—often referred to as 
reform—and a chapter on what education might 
become. We won’t try to tell you what it will be. Instead, 
we invite you to help design the future. We begin, 
however, with a chapter about the social infl uences that 
affect students and the schools they attend.

Chapter 12, Social Issues Affecting Students and 
Schools, is this unit’s starting point. To a degree, we 
will discuss student diversity once again, though this 
time the diversity is imposed on students. 
Socioeconomic social issues affect children and schools 
in a number of ways. This chapter is the preamble to 
considering how schools should respond to the effects 

of social issues so that students might receive the most 
appropriate educational opportunities.

Chapter 13, Reform Efforts and the Professional 
Educator, is unique to this textbook in the scope of 
its consideration of educational reform. As you speak 
with in-service teachers, you will fi nd there is a constant 
stream of reform efforts in the schools. Everything from 
scheduling to the menu in the cafeteria is up for grabs. 
But we don’t want you to be someone to whom reform 
is “done.” Instead, this chapter will help you become one 
of those who makes reform effective.

Chapter 14, Technology, Innovations, and the Future, 
offers some possibilities to consider for education in the 
future. The chapter addresses technological, logistical, 
instructional, and fi scal possibilities, along with a 
consideration of the global nature of education made 
possible with modern-day telecommunications. 
Everything presented here is intended to begin 

Preface to Unit IV

Challenges 
for Today 
and Tomorrow
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discussions, not as prescriptions for 
what will be. Take this as your chance 
to ask “What if…?” questions that will 
contribute to your chosen profession.
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Your Chapter Study Guide
• Conceptualize Here are the major themes you will 

encounter in this chapter:

1.  There are social issues imposed on children and 
others that children and youths can make choices 
about.

2.  Socioeconomic issues include family structure, 
at-risk students, poverty, homelessness, and child 
abuse and neglect.

3.  Issues that children and adolescents face as deci-
sion makers include substance abuse, violence and 
vandalism, sexual activity, and adolescent suicide.

• Preview Read the chapter headings; look at any 
fi gures, tables, and activities; and read through the 
items in the conclusion.

Activity 12.1:  Field Observation Activity—Talk with 
School Offi cials

Activity 12.2: Go Online! Possible Interventions

TeachSource Video Case 12.1 Social and Emotional 
Development: The Infl uence of Peer Groups

• Read Now read through the chapter. Mark or high-
light information that you consider to be especially 
important or about which you have a question.

• Refl ect Refl ect on these questions as you read:

1.  Are social problems the responsibility of the teacher 
or school?

2.  How could you help students overcome some of the 
obstacles they face?
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Social Issues Affecting 
Students and Schools

Ice Breakers

A Short (and Fictional) Family History
Jocelyn is a bright and personable teen in her junior year of high school. 
In one of her English classes, students were given the assignment to re-
search and then write about their own family history. Most of the students 
were excited about the task, but Jocelyn sensed that this might be a bit of 
a challenge.

About 20 years ago, Jocelyn’s mother, a college professor, decided that 
she was not interested in the whole “marriage thing,” but that she did 
want to have a child. After doing the sort of research that college profes-
sors are prone to do, she decided on an artifi cial insemination procedure 
that left the identity of the donor father anonymous. The pregnancy was 
without incident, Jocelyn was born healthy, and the two began a happy life 
together.

After just a few years, Jocelyn’s mother found that her time was being 
increasingly taken up with academic duties. To ease the strain, the two of 
them moved in with her parents. Jocelyn’s grandparents were never par-
ticularly thrilled about the whole child-without-a-father idea, but they 
were happy to have her in their lives.

Tragically, while on a summer semester excursion to Greenland, 
Jocelyn’s mother slid off the edge of a glacier and was never heard from 
again. Unable to care for Jocelyn on their own, the grandparents allowed 
the Department of Social Services to place her with a family. She stayed 
with that new family until she was 10 years old.

On her 10th birthday, Jocelyn’s Uncle Bob decided to make Jocelyn a 
part of his little family, which already consisted of his two children from 
a previous marriage. When Jocelyn was 13, her Uncle Bob married a 
woman who brought a child of her own from a previous marriage to the 
group. Bob and his wife adopted all of the children as one family. 
The children get along well as brothers and sisters, and the family remains 
intact.

This chapter discusses, among other things, family structures. In the 
following spaces, list the different family structures that you can fi nd 
in the Ice Breaker story. If you know the term for a type of structure, fi ll it 
in. Otherwise, come back to this page after reading the chapter and fi ll in 
the terms for the structures you identifi ed.
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Family Members Family Structure 

As you look at these structures, consider whether any one was superior or 
inferior to any other. Did Jocelyn have an advantage or disadvantage in her 
social or emotional development in one structure compared with the oth-
ers? What does this say about family structures? Read the chapter and see 
what the research has to say. ■

Introduction
Unit I discusses student diversity in the context of the profession of teaching. Th e 
reasoning was that issues of culture, ethnicity, diff erences in learning ability, and 
even diff erences arising from physical impairments must be addressed by the 
institution of education because they represent circumstances over which no one 
has control. Certainly, a child does not choose to have a learning disability or 
gift edness any more than he chooses his ethnicity. Th is chapter, however, looks at 
a diff erent aspect of student diversity, one that does involve the choices that 
people make.

Our concern here is with social issues and socializing infl uences that are ei-
ther imposed on children (e.g., child neglect or homelessness) or are choices 
made by children (e.g., drug or alcohol abuse, or violence). Do you recall our 
discussion of social reconstructionism in Chapter 9? Th ese are some of the issues 
in our society that the reconstructionists believed an appropriate education 
would resolve.

In particular, this chapter shows up in our unit on challenges for today and 
tomorrow because it discusses problems in contemporary society. It may well be 
the case in years to come that a diff erent list of issues would occupy a chapter such 
as this. For now, these are some of the situations you may face as a classroom 
teacher in the years ahead. Above all, use this chapter to understand that children 
come to the classroom with a unique set of circumstances. Understanding those 

What [children] obviously do 
need is even more face-to-face 

connection—to people who 
care about them, and to 

healthy activities in the real 
world that excite them and 

that will help them develop a 
broad range of skills.

—T. Oppenheimer (2004, p. 423)
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circumstances can help you to work more appropriately with what is, or is not, 
occurring in the classroom. And as you study the following information, refl ect on 
the research fi ndings that economic and social problems are linked to low levels of 
skills and abilities, that learning gaps develop early, that very early interventions 
are much more productive than later ones, and that family environments are major 
predictors of cognitive and socioemotional abilities (Heckman, 2008).

Socioeconomic Issues
One of the diffi  cult aspects of socioeconomics issues is the incredible amount 
of overlap and exceptions. Th at is, though we present discrete topics such as 
child abuse and neglect, homelessness, and alternative family structures, com-
binations of these conditions can all be infl uencing the life of a particular child. 
Th ey do not typically stand in isolation from one another. It is also true that 
statistics tell us about trends in populations, which means that specifi c aspects 
will be true for some people but not for others. For instance, a child from a 
single-parent home is not necessarily at risk for failure in school, but statisti-
cally, the chances are greater than for a child from a “traditional” two-parent 
home. Keep these points in mind as you read. Teaching is a complex task be-
cause children, people, are very complex.

What social forces contribute to the development of young people and 
eventuate in diversity among students? In his well-known ecological model, Uri 
Bronfenbrenner (1994) suggests fi ve levels of environmental infl uence proceed-
ing from the home and expanding throughout society. Th is greatly simplifi ed 
description of his levels begins with the closest to home:

 1.  Parents, siblings, caregivers, classmates, and teachers
 2.  Relationships between the child and one or more of these contributors
 3.  Relationships between two or more of the contributors but not directly 

connecting with the child
 4.  Infl uences of culture, government, religion, education, and the economy
 5.  Changes in any of the aspects (e.g., parental divorce and remarriage, 

parental loss of job)

To further simplify the ecological model for this portion of the chapter, let’s 
consider societal infl uences in the following categories: family structure, “at-risk” 
students, poverty, homelessness, and child abuse and neglect.

Family Structure
Families can be classifi ed in several ways. One common way is to divide them 
into nuclear and extended groups. A nuclear family consists of one or more 
parents or guardians or foster parents, and may include one or more children. 
Although it is tempting to say that the nuclear family is the traditional model 
in the United States, that is not necessarily the case. Historically, families rep-
resenting more than two generations have oft en lived in the same household. 
Sometimes the reason was fi nancial; on the frontier, it was oft en for safety or 
convenience. In any case, the presence of several generations is referred to as 
an extended family, which can include aunts and uncles or other relatives, 
as well as grandparents. In some situations, one or more grandparents may be 
raising the child.

nuclear family A 
family structure that 
consists of one or 
more parents or 
guardians or foster 
parents, and may 
include one or more 
children.

extended family A 
family structure that 
includes the presence 
of several genera-
tions, which can 
include aunts and 
uncles or other 
relatives, as well as 
grandparents.
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Single-Parent Families
With a divorce rate approximating one third of all marriages, the number of chil-
dren living in households headed by a single parent or in a home with a steppar-
ent has increased dramatically in the past half century. Half of all students live in 
a one-parent household at some point in their lives (Rubin & Borgers, 1991). Ac-
cording to the Family and Living Arrangements (United States Census Bureau 
News, 2008) 2007 study, 68% of children live with both married parents, 26% live 
with one parent, 3% live with two unmarried parents, and 3% live with someone 
other than a parent (see Figure 12.1). Th at means that approximately one of every 
three children is in a situation other than living with married parents. When the 
mother (usually but not always the parent with primary custody of the child) is 
the wage earner, children oft en return from school to an empty house. Th ese 
latchkey children (so called because they carry a house or apartment key, some-
times on a belt or around their necks) have little or no supervision, and are sub-
ject to dangers imposed by others and by poor choices they may make. For in-
stance, older adolescents who don’t live with both biological parents manifest far 
more problem behaviors (e.g., selling and using drugs, being involved in gangs, 
engaging in vandalism and assaults) than do their peers who live with both par-
ents (Mayer & Leone, 2007). Th e absence of supervision and direct positive guid-
ance can have far-reaching consequences, especially for boys, who may have no 
immediate positive male role models for academic and social growth. About 
22 percent of students in grades 4 to 8 care for themselves regularly aft er school 
(America’s Children in Brief, 2008).

Some latchkey children come from affl  uent homes whose parents are busy with 
their jobs, community activities, and social lives. Th ese children are, at best, provided 
day care (even a nanny!); at worst, they are oft en left  to their own devices. Th us, they 
have fi nancial security but not family stability. In school, they sport the latest styles 
and talk about where they have been and the games, toys, and amusements they 
have. Research has indicated they may have little discipline (external or self-
imposed), may be overindulged by parents who are willing to spend money but not 
time with their family, and may have diffi  culty coping with emotional stress, par-
ticularly as adolescents (Bobo et al., 1986; Eitzen, 1995; Fenzel, 1989).

70%

50%

60%

40%

30%

20%

10%

0%

Married Parents One Parent Someone Other
Than Parent

68%

26%

3%

Figure 12.1
Percentage of children living 
with married parents.

From United States Census Bureau News. (July 

28, 2008). Family and living arrangements: 2007. 

Washington, DC: United States Census Bureau.

latchkey children  
Students who carry 
a house or apart-
ment key, return to 
an empty home for 
the hours immedi-
ately after school, 
and often have little 
or no supervision 
between the time 
they leave school 
and the time their 
parent gets home 
from work.
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Current research indicates that there is more to this story in our changing 
society. Latchkey children are not necessarily at risk. In fact, a shift  in the wage-
earning paradigm throughout the United States has led researchers studying 
the latchkey child situation to look in new directions. In the 1950s and 1960s, 
the traditional and prevalent family circumstance was that of a stay-at-home 
mother and a wage-earning father. Research at that time focused heavily on the 
perceived negative eff ects of mothers in the workplace. In particular, children 
were found to suff er from role strain and coping anxieties (Bird & Kemerait, 
1990). Today, two-wage-earner families are the norm, and researchers look to 
other adaptive infl uences to explain the diffi  culties and successes in these fami-
lies. For instance, Gottfried and colleagues (1997) considered the following 
factors: the proximal environment, father involvement, parent’s job satisfaction 
and satisfaction with parenting, work-related issues, and socioeconomic status 
and culture. When these issues are appropriately addressed, the researchers 
conclude that behaviors that have been previously associated with latchkey 
children are not necessarily a problem.

Divorce oft en results in lowering the economic status of children because 
of changes in family income and causes other problems as well. Among them 
are believing that the divorce was caused by something the children did, nego-

tiating the tension between two angry 
separated parents, or losing contact with a 
parent (and sometimes both parents when 
for economic or other reasons a child or 
children must go to live with other rela-
tives). In fact, research indicates that in 
single-parent households resulting from 
divorce, children are more negatively af-
fected by the family confl ict preceding the 
divorce than by living with one parent 
(Amato, 2001; Amato & Keith, 1991). 
More specifi cally, girls perform better on 
standardized tests when feuding parents 
fi nally divorce than when they stay to-
gether, and the results continue over time. 
For boys, no academic diff erences appear, 
although short-term behavior problems 

do manifest themselves with feuding parents (“Girls Perform Better on Tests 
When Feuding Parents Divorce,” 2006).

Th e single-parent family dynamic has several other variations. For example, 
children in single-parent homes because of loss (the death of a father or mother), 
as opposed to divorce, may not experience the psychological stress of interparen-
tal confl ict, but they may suff er the economic diffi  culties that such a loss might 
impose. Th eir emotional needs may tend toward overcoming the loss rather than 
overcoming any imagined guilt.

Another single-parent possibility is the situation in which there never were 
two parents in the home, whether because the mother and father did not marry 
or live together or because the mother became a parent without a partner via 
artifi cial insemination or adoption. Children in the fi rst subcategory (generally 
known as “born out of wedlock”) have experienced a greater disadvantage aca-
demically than children of divorced or separated mothers (Korenman et al., 
2001). Th ere is little information thus far, however, with regard to children in the 
second subcategory, which is a small but growing segment.

Students come from a variety 
of family structures.
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Alternative Family Structures
Sometimes there is a second “father” or “mother.” When both partners (whether 
married or not) bring children to the relationship, we have what is called a 
blended family. Th us, the children may be his, hers, and theirs. Th is family 
structure causes unique social relationships that must be addressed. According to 
work done by Beller and Chung (1992), the chances of dropping out of school or 
pursuing opportunities to attend college are much the same for children from 
blended families as for those from single-parent families.

Once again, this is not an indictment of single-parent families or of 
blended families. We simply want you to know, as a future teacher, that statis-
tically, children in these situations are at greater risk. Pong and colleagues’ 
(2003) analysis of children’s school achievement in single-parent versus two-
parent families concludes:

What seems apparent from our investigation is that the detriment of 
single parenthood on children’s education, so widely noted in the United 
States and elsewhere, is not a necessary consequence of single parent-
hood. Economic assistance to the children in single-parent homes, in the 
form of family or child allowances or parental leave, can partially off set 
these detrimental consequences. (p. 696)

Some of the children you work with may be placed in foster care, for in-
stance, when both parents are deceased or are unable to care for the children. 
About 556,000 children are in foster homes, and 134,000 are waiting to be ad-
opted (Foster Care Facts, 2002). Although these situations oft en involve loving 
families, such is not always the case, for the academic and social expectations of 
foster parents sometimes diff er considerably from the habits, attitudes, and values 
of the receiving children.

Another alternative family structure is that of children in households with 
gay or lesbian parents. Without doubt, your exposure to this emerging family 
structure will be aff ected by the region in which you teach, because support for 
same-sex partnerships varies widely across the country. Typically, couples in 
such relationships do not receive the same sort of social support as couples 
in heterosexual marriages (Oswald, 2002). As a result, keywords in an analysis 
of families in same-sex relationships are resiliency, the processes that facilitate 
family survival under diffi  cult social conditions (McCubbin et al., 1999), and 
intentionality, which refers to actions taken by partners to validate themselves 
as family members and to strengthen their network of support (Oswald, 2002). 
For example, Tasker and Golombok (1997) found that children of lesbian 
mothers were most positive about their family situation when they felt that 
they had some control over who knew about their mother(s) being lesbian. 
Few data are currently available to indicate whether children in these families 
are at a disadvantage academically. Gay or lesbian households do, however, 
present an interesting version of the alternative family structure. From one 
perspective, we can expect that such families may encounter signifi cant ob-
stacles in terms of achieving social legitimacy and support under the law 
(Oswald, 2002). On the other hand, support networks with members from all 
sexual orientations can provide children in these families with a broad range 
of infl uences.

blended family A 
family in which both 
partners (whether 
married or not) bring 
children from previ-
ous relationships to 
the new relationship.

foster care A family 
placement for chil-
dren who are sepa-
rated from their 
parents (e.g., if the 
parents are deceased 
or the children are 
removed from the 
home for child wel-
fare reasons).

09388_12_Ch12_413-441.indd   42009388_12_Ch12_413-441.indd   420 11/19/09   9:09:21 AM11/19/09   9:09:21 AM



Chapter 12: Social Issues Affecting Students and Schools  421

“At-Risk” Students
At-risk students are those who, for a variety of reasons, statistically have a high 
probability for dropping out of school or failing to acquire the competence 
needed to function in the larger society. Which students are at risk? And under 
what circumstances are they at risk? Based on a U.S. Census Bureau survey of 
50,000 U.S. households, the following risk factors were identifi ed for students 
ages 5 to 17: (1) lack of English profi ciency, (2) the presence of a personal dis-
ability, (3) school retention, (4) absence of either or both parents in the home, 
(5) at least one foreign-born parent of recent immigration, (6) unemployed par-
ent or guardian, and (7) low family income (Kominski et al., 2001). With regard 
to the last item, a federal government report in 2007 found that 13.3 million chil-
dren lived in poverty (“Income, Poverty, and Health Insurance,” 2008).

Students with low achievement test scores are also at risk, especially in 
school districts that tie promotion or graduation to student performance on 
high-stakes tests. Because achievement tests are constructed in such a way that 
half of the students score at or above grade level (i.e., passing) and the other 
half score below grade level (i.e., below passing), a typical school will always 
have large numbers of students who are unable to keep up with their peers. 
A mother once lamented, “I knew my child was not in the top half of the class, 
but I had no idea he was in the bottom half.” Th e bottom half is constantly at 
risk, year aft er year.

Some groups of minority students are frequently, although not necessarily, 
at risk, oft en because of the factors described earlier. African American chil-
dren have a much greater likelihood of being at risk, particularly if the school 
that serves them has a high proportion of low-income families. Studies consis-
tently show large achievement gaps between white and African American stu-
dents. For instance, according to the National Center for Education Statistics, 
the average eighth-grade minority student performs at about the level of the 
average fourth-grade white student (Barton, 2004). Studies also show large gaps 
involving Hispanic students, many of whom are non-English speaking when 
they enter school. Limited-English speakers as a group comprise 33 percent of 
the students between ages 4 and 17 (Futrell et al., 2003). One study (cited in 
Gilroy, 2001) found that the typical non-English speaker needed 3 to 5 years to 
acquire oral English profi ciency. Moreover, we have already noted that these 
students need 5 to 7 years to catch up to their peers for whom English is the fi rst 
language (Collier & Th omas, 1999).

Th e high dropout rates for Hispanic boys (32 percent) are a sharp contrast 
with African American (13 percent) and white boys (8 percent) (Gender Diff er-
ences in Dropout Rates within Racial-Ethnic Groups, 2004). Figure 12.2 shows the 
status dropout rates by ethnicity from 1972 to 2006. Status dropout rates refer to 
percentages of 16- to 24-year-olds who did not graduate from high school and 
are not enrolled in GED programs. For Hispanics born outside of the United 
States, the dropout rate is 36 percent, according to the National Center for 
Education Statistics (Status Dropout Rates by Race/Ethnicity, 2008). A summary 
of studies (Hunsader, 2002) indicates: (1) boys receive 70 percent of D’s and F’s 
on report cards, (2) they are 50 percent more likely than girls to be retained, 
(3) they are 3 to 5 times more likely than girls to be labeled as learning disabled, 
and (4) they represent 70 percent of school suspensions. Nationally, more than 
73 percent of all entering high school freshmen graduate in 4 years. For African 
Americans, Hispanics, and American Indian/Alaska Natives, the rate is 

at-risk students 
Students who are 
achieving sufficiently 
below their potential 
or grade level, or 
both, so as to be 
likely to drop out of 
school or to be un-
able to acquire the 
competence needed 
to function in the 
larger society.
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422  UNIT IV: Challenges for Today and Tomorrow

approximately 60 percent. Th e highest rate of 
graduation is 90 percent among Asian/Pacifi c 
Islanders (Public School Graduates and Dropouts 
from the Common Core of Data: School Year 
2005–06: First Look, 2008).

Here’s a surprise for you: Some students are at 
risk even though they make good grades. Th is phe-
nomenon occurs when students compile a fi ne grade 
point average for the wrong reasons: Th ey may do 
better than most of their classmates and, therefore, 
get the “good” grades; they may be well behaved, 
have a pleasing personality, and have nice manners; 
they may have a parent or guardian who is actively 
involved, either as a supportive adult or as one who 
is quick to assume a confrontational role in parent-
teacher contacts; they (or their parents or guardians) 
may do extra credit projects to “pull up” low grades; 
they may depend on open-book tests, multiple-

choice examinations, cooperative group grades, and take-home tests; and they may 
engage in cheating, which is also a common practice, even among high achievers. 
In one study, 80 percent of students listed in Who’s Who among American High 
School Students admitted cheating on an exam (Bushweller, 1999). Indeed, studies 
indicate that most high school graduates have cheated but have not been caught 
(Cizek, 2002/2003). Recently, Internet plagiarism has become a serious problem 
(Gardiner, 2001; Bugeja, 2004). In a Harris interactive poll of 1100 students, 
91 percent knew that digital media fi les were copyrighted but still downloaded the 
fi les (“Majority of Youth Understand Copyright But Continue to Download 
Illegally,” 2004). As a result, students receive grades for which no corresponding 
amount of learning has been acquired. Regardless of the situation, studies show that 
grade infl ation is rampant, from kindergarten through graduate school. Th e net 
result is to place students at risk for frustration and failure at subsequent levels 
when their skills prove insuffi  cient to meet expectations.

Poverty
As we noted earlier, there is overlap among the broad categories we have cho-
sen to use in discussing social considerations that result in diff erences among 
students. Poverty has a pervasive infl uence with clear ramifi cations for social 
development. Surely you have noticed that some people in your schools wore 
designer clothes, whereas others had very few outfi ts, which were defi nitely 
out of style. In the United States, as recently as 2006, approximately 
8,000,000 children between the ages of 5 and 17 were living in poverty (Digest 
of Education Statistics, 2007, 2008).

In her important book A Framework for Understanding Poverty, Ruby Payne 
(1998, pp. 11–13) quotes some important fi ndings:

• “Poor children are much more likely than non-poor children to suf-
fer developmental delay and damage, to drop out of high school, and 
to give birth during the teen years” (Miranda, 1991).

• “Poor inner-city youths are seven times more likely to be the victims 
of child abuse or neglect than are children of high social and eco-
nomic status” (Renchler, 1993).
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Figure 12.2
Status dropout percentage 
rates 1972 to 2006.

From Current Population Survey, October 

Supplement, 1972-2006. Washington, DC: 

United States Department of Commerce.
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• “Poverty is caused by interrelated factors: parental employment sta-
tus and earnings, family structure, and parental education” (“Five 
Million Children: 1992 Update,” 1992).

• Th e largest poverty group was white children; the largest percentage 
of children in poverty was minority groups. (Th ere are far more 
white children, so even with a lower percentage, there are greater 
numbers of them living in poverty.)

Although almost equal numbers of white, Hispanic, and African American 
children lived in families below the government’s poverty line, the percentages 
varied considerably: 10% for white, 29% for Hispanic, and 34% for African 
American children. Almost 12% of Asian children lived in poverty (“Income, 
Poverty, and Health Insurance,” 2008).

Poverty is more likely to be at the heart of a school’s challenge than is race 
or ethnicity. Th us, you will see its eff ects every day in many ways. Poor stu-
dents may move oft en, and the eff ect of frequent mobility on student achieve-
ment is clear. One study indicates that a student who moves more than three 
times in 6 years can lose a full year of academic growth (Vail, 2003). Although 
there is no stereotypical situation, students living in poverty may be subjected 
to more violence and more family instability. Th ey may have less access to 
books and computers, and watch television more than their more affl  uent 
peers. Th ey oft en live in substandard housing and have less space at home, 
encountering more noise and more secondhand smoke (Evans, 2004). In terms 
of school, poor students feel left  out because of the condition of their clothing; 
they cannot come to school because their one pair of shoes no longer have 
soles or an only dress has holes. Poor students cannot bring you a present or 
pay for a fi eld trip, cannot see the latest movies or have transportation to the 
town or city library, cannot participate in the band because they don’t have 
the money for an instrument, have parents who cannot aff ord to hire a needed 
tutor, or have parents who hold several jobs and thus cannot attend parent-
teacher conferences. If these thoughts are new to you, give thanks for the 
special privileges that you have enjoyed. At the same time, you must remember 

the debilitating infl uence of poverty and 
be sure your classroom does not become 
an added dimension of an impoverished 
environment to the children of poverty.

Homelessness
When you look at the children in a class-
room, yours or one in which you observe 
while preparing to become a teacher, you 
might be surprised to fi nd that some of 
those children are among the homeless. 
Th ey may live on the street, in an aban-
doned house, in a shelter, in a motel, or 
perhaps in a car. Th ey may live with their 
parents or guardians or, less frequently, 

wander from place to place for protection and the fulfi llment of basic human 
needs such as food and clothing. As with poverty, homelessness is a condition 
that befalls families and can turn concerns such as education into a luxury item.

Family poverty and homelessness 
often negatively affect children’s 
educational outcomes.
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Some estimates suggest that up to 2 million adults and 1 million children are 
homeless. Others claim the fi gure is considerably higher. As you can imagine, it is 
virtually impossible to make an accurate count because these families oft en move 
from place to place. Th e 2000 U.S. Census identifi ed 170,706 people who were living 
in emergency and transitional shelters. Children under the age of 18 accounted 
for 43,887 of these people (Smith & Smith, 2001). Th e National Coalition for the 

Feature 
12.1

T E A C H E R  T E S T I M O N I A L

Children of Poverty and Keys to Success

There are a number of “keys” to success. Although 
they apply to all children, they are especially impor-

tant for children of poverty. The following four factors 
are the essential base if students are to become 
successful.

BELIEF
Many of our children living in poverty have no one who 
believes in them. This belief often doesn’t happen at home 
and sometimes doesn’t occur at school.

At my last school, a fi fth grader got in a terrible fi ght. 
She received a tongue lashing. “Who do you think you are 
to do that? How dare you hurt someone? This is not toler-
ated at my school; if you want to stay here, you must 
straighten up immediately.”

I met her bus on the fi rst morning she arrived after 
her suspension and gave her a gold ticket. “Good job for 
getting off the bus correctly.” Her eyes said I was crazy; I 
concluded, “Have a great day.” I asked two of my leader-
ship team teachers to join me and “gold ticket” her 
throughout the next two weeks. We found examples of 
good choices—putting up her lunch tray correctly, pushing 
in her chair, walking in line, etc.

After she “bought” into our system, she received 
tickets for bigger accomplishments—fi nishing home-
work, completing assignments, and holding the door for 
classmates or adults. In mid-semester she became a bus 
helper and made Honor Roll. At the end-of-year assem-
bly, she received the “Principal’s Award” for her grade 
level. I don’t know who was proudest: the girl, her 
mother, or me. I have their note thanking me for believ-
ing in the child when everyone else had given up and 
for knowing that there was another little girl inside that 
no one had seen. Did I mention that she had been re-
tained three times before I met her? She will graduate 
from high school this year.

ACCEPTANCE
Know your students. Each child carries a suitcase. Some 
are overfl owing, some are locked. Sometimes the luggage 
includes deceased parents or parents in prison, on drugs, 
no home, no bed, a common clothing pile from which they 
choose the least dirty item to wear, enormous emotional 
scars, or failure, among other challenges. Teachers and 
administrators must look inside to understand and accept
each child. My leadership team and I know each student, 
the siblings, the parent, the struggles, and the successes.

SUCCESS and SECURITY
Success and security go hand-in-hand; you can’t have one 
without the other. If you have never experienced success, 
how do you know you want it? What does it feel like? Suc-
cess builds on success, not on failure. And when you want to 
feel secure, you refl ect on successful experiences.

For students to be successful and feel secure, we 
must set boundaries. My students helped me determine 
our classroom rules, for this was our school family and 
these were the choices we wanted to live by. The rules 
shouldn’t be numerous and should be easy to understand 
and follow. One year our only rule was: “Always do your 
best in everything.”

Each week there is a “Gold Ticket Activity” that the 
Student Management Committee provides for one student 
selected from each classroom. Each classroom has a box to 
collect each ticket. Half of it with name and reason goes to 
the student to take home. All adults dispense tickets, which 
allow us to reinforce the “right now” and train the students 
to engage in successful behaviors. Tickets are never taken 
away because they refl ect “good choices.”

One kindergarten child struggled because of poor 
social skills. After the third day of school, the teacher 
asked for help. The child hit everyone all of the time. He 
walked with fi sts ready. He couldn’t even complete a 
puzzle with another child without hitting him and re-
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Homeless (1999) reports that children represent the fastest growing segment of the 
homeless population. Families with children constitute about 40 percent of people 
who become homeless. And this is not a problem confi ned to urban areas; approxi-
mately one fourth of those living in shelters for the homeless are in rural areas.

What does it mean to be homeless? Juanita Fagan (2001), principal at a 
small rural school in Oregon, says her school follows the criteria as established 

moving pieces the other child had put in. I spent two 
weeks holding his hands so everyone was safe and les-
sons could proceed. (We did not have a guidance coun-
selor.) I would say “No” or “Good job right now” in his 
ear as I held his hands. The second week he was able to 
receive tickets without destroying them; he enjoyed do-
ing “high fi ves” with each success. We had a lot of train-
ing to do, but each day he made tiny steps of progress 
until he became great fun to be around.

EXPECTATIONS
Too often when “expectations” are considered, we hear 
comments: “He is a discipline problem. . . She doesn’t 
have any self-esteem. . . You won’t want him in your 
class. . . ” The saying “You get what you expect” is true. 
My staff was trained to fi nd the “precious” child that is 
hidden inside a troubled student and to start building a 
new “life.” It takes lots of “looks” and patience, but what 
you fi nd is well worth it.

Recently I have been working at a school with a 
third-grade retainee labeled as “trouble.” When the of-
fi ce received a call from her teacher, the adult rolled her 
eyes and sighed, so I went to meet the student. The 
teacher was frustrated because the child was wandering 
around and disturbing other students. I took the child’s 
hand and suggested we start her day over again. Re-
sponding to words of encouragement, she began work-
ing. I wrote a contract: (1) I will do my work. (2) I will 
not disturb others. I said I knew she could do these 
things but wondered whether she knew she could do 
them. She said she could. I told her how proud I would 
be if she could do this for one hour, until I returned. The 
teacher, child, and I signed the contract. I asked the 
teacher to prompt her by walking to her desk and point-
ing to the contract. I repeated my expectations and in-
cluded a “good” call to her mother because I knew the 
child would do a good job. A member of the leadership 
team and I visited her throughout the day to celebrate 
each success. WE DID IT! She had her fi rst wonderful 
day; I was so proud of her! We continued the routine for 

fi ve days. I showed the team how small checks had re-
placed major all-day “blow-ups”. Every time I visit, I 
check on my friend and hear her success stories. Two 
weeks ago her teacher beamed while telling about them. 
The child then ran over for our bear hug. I said how 
proud I was and how much I loved this “new” girl. She 
replied, “I love her too.” I asked what she had done with 
the old one; she said, “Oh, don’t worry; she’s gone for-
ever.” Then, “You said you knew I could do better…no 
one ever told me that before.” Concluding our visit, I 
asked another question, “Has your mother met this new 
girl?” She said, “Yes, and she loves her just like you do.”

The faculty had allowed the labels to follow this child 
until someone showed them that she was doing exactly 
what they had expected. They have now accepted this 
“new” girl. Santa will be proud and send her a new book; 
indeed, he asked me to make the special delivery.

I am blessed to have jobs I have truly loved for 
37 years. As teacher, assistant principal, principal, and 
district offi ce program coordinator, I have treasured each 
step of the way. My priority is to help students succeed. 
I have continually tried to create a climate where all
children matter.

When I became principal of my last school, it was 
labeled the worst school by an external evaluation team. 
We advanced from a state grade of D to four A’s and even 
made “AYP” (average yearly progress). The poverty rate 
was close to 90%; two blocks of government-assisted 
housing projects were nearby. Daily we believed in, under-
stood, and accepted children, provided success, and 
changed expectations. Despite the challenges these stu-
dents face, when administrators and teachers respond 
positively, there is hope for everyone.

Helene Daigneault is a Title I program coordinator for 
the Polk County (Florida) Schools. A former teacher, as-
sistant principal, and principal, she took over a school 
with a state grade of D and helped it achieve four state 
grades of A before assuming her present position.  •
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in Title I of the Elementary and Secondary Education Act, which includes chil-
dren with the following characteristics:

• Live in substandard housing with cold or no running water, no elec-
tricity, and no heat

• Live in multifamily housing
• Have moved more than three times in the last year
• Have chronic head lice

As you might expect, homeless students can have much in common with at-
risk children. Th ey oft en have diffi  culty in making friends or communicating 
with adults. Many feel insecure and oft en demonstrate low self-esteem. Th ey may 
fi nd cooperative activities with other students somewhat challenging. Fagan 
(2001) notes that they are oft en shy, keep to themselves, and feel stressed or over-
whelmed when asked to participate in front of the class. Koblinsky and colleagues 
(2000) found that homeless students had signifi cantly more behavioral problems 
in school than did their housed peers.

In 1987, Congress established Th e McKinney Education of Homeless Chil-
dren and Youth Act (EHCY) in response to estimates that as many as 50 percent 
of homeless children were not attending school. Funds were made available to 
state and local educational agencies to provide access to schooling to homeless 
children. Th ough attendance increased, budget cuts over the years have stifl ed the 
progress of the initiative.

If you have homeless children in your classroom, you can be sure that they 
will look to you for understanding, support, and acceptance. Unlike situations 
of child abuse or neglect, families experiencing poverty and homelessness are 
more oft en characterized by desperation, a focus on basic survival, and issues 
of poor self-esteem that can make working with schools diffi  cult. Children 
may be physically dirty because they have no regular access to shower or tub 
facilities and are poorly clothed. Th ey may be teased by other children. Your 
compassion must come into play as you foster their intellectual, emotional, 
and social growth.

Keep in mind that maintaining communication with these families is a 
challenge you may face. Communicating with the parents by phone could be 
problematic. It may be the case that the only time a parent can call is on the 
weekend or in the evening. Th is aspect of your work as a teacher is something 
to which you should give considerable thought and development. A teacher 
needs to be able to communicate with students and parents in a way that affi  rms 
the inherent dignity of all human beings. Activity 12.1 provides an opportunity 
for you to use your fi eld observation placement to discuss the issues presented 
here with a school offi  cial. We encourage you to appreciate that these are seri-
ous issues that people face. Be sure to approach Activity 12.1 with a commit-
ment to professionalism that refl ects the reality of a world outside of a textbook 
or a comfortable classroom.

Child Abuse and Neglect
Child abuse and neglect, as well as its variations, are likely far more prevalent 
than you suspect. Even more tragic, it is oft en the case that children suff ering 
abuse or neglect see their environment as “normal,” as if all children live in the 
same situation. Golden (2000) reports that more than 2.8 million cases of mal-
treatment were investigated in 1998, with approximately 903,000 cases yielding 

child abuse and 
neglect At a mini-
mum, any recent act 
or failure to act on 
the part of a parent 
or caretaker that 
results in death, se-
rious physical or 
emotional harm, sex-
ual abuse, exploita-
tion, or an act or 
failure to act that 
presents an imminent 
risk of serious harm.
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evidence of maltreatment. Th e U.S. Department of Health and Human Services 
estimated that 1530 children died of abuse or neglect in 2006. Parents were the 
cause in 76 percent of the deaths. About 78 percent of the deaths were children 
younger than 4, with 12 percent involving children between 4 and 7 years, and 
5 percent each for children in age groups 8 to 11 and 12 to 17 (Child Maltreatment 
2006, 2008). Estimates are that one of every eight boys and one of four girls will 
be sexually abused before reaching adulthood (Chauvin, 2006).

In 1974, Congress enacted a Child Abuse Prevention and Treatment Act 
(CAPTA), which defi ned child abuse and neglect as the physical or mental 
injury, sexual abuse, negligent treatment, or maltreatment of a child younger 
than 18 years by a person who is responsible for the child’s welfare under cir-
cumstances that indicate that the child’s health or welfare is harmed or threat-
ened. Today, child maltreatment is classifi ed into four categories: (1) physical 
abuse, (2) neglect, (3) sexual abuse, and (4) emotional maltreatment. Th e 1996 
version of the Child Abuse Prevention and Treatment Act provides this defi ni-
tion for child abuse and neglect: “Th e term ‘child abuse and neglect’ means, at 
a minimum, any recent act or failure to act on the part of a parent or caretaker 
that results in death, serious physical or emotional harm, sexual abuse, or ex-
ploitation, or an act or failure to act which presents an imminent risk of seri-
ous harm” (Section 111[2]).

Activity 12.1 Talk with School Offi cials

Make an appointment with a principal or district administrator to discuss the 
following issues in terms of their incidence in the local schools. If you are 

attending school away from home but plan to return when you become a teacher, 
you may wish to contact your old school district. Keep in mind that the schools will 
be reluctant in some cases to be very specifi c, and prevented by law in others, but 
you should certainly be able to get a new appreciation of the many challenges 
faced by children and school districts.

Family Structure

 • Is a range of family structures represented in the district?

 • Do teachers or the district personnel have special issues to address in working 
with children from alternative family structures? Or does it go essentially 
unnoticed?

At-Risk Students

 • Are at-risk students specifi cally identifi ed? (You are not asking for 
identifi cation, just whether students are identifi ed.)

 • What must the district do to address the needs of at-risk students?

Poverty and Homelessness

 • What percentage of children in the district fall into either of these 
categories?

Child Abuse and Neglect

 • Is this a problem in the district?

 • Is there any estimate of the percentage of students in the district 
who may be subject to abuse or neglect?

F I E L D  O B S E R V A T I O N
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Th e reasons that parents or other caregivers might abuse a child are many, 
but of equal concern is the trend indicating that patterns of abuse are passed 
on from one generation to the next. English and Papalia (1988) report that 
90 percent of all violent criminals and 97 percent of hard-core juvenile off end-
ers had been abused as children. But it is also true that abuse is not always 
violent in nature (e.g., emotional abuse), nor does it necessarily indicate an 
ongoing pattern of behavior (review the defi nition of abuse and neglect in the 
previous paragraph). Parents under psychological stress or extreme fi nancial 
pressure, or whose expectations of the child are unrealistic may also become 
abusers. In such cases, the abuse a child suff ers may be the result of a moment 
of rage. Far from excusing the behavior, you can see that a single action—or 
failure to act—constitutes maltreatment. Even the teacher who loses his tem-
per and refers to a student as “stupid” or who demeans a child can be accused 
of emotional abuse.

Because poor school performance and poor behavior in school are com-
mon problems associated with child abuse, it may fall to you as a classroom 
teacher to report possible cases of maltreatment. You may notice that a child 
becomes withdrawn or demonstrates very low self-esteem. You may notice a 
signifi cant change in the student’s academic performance or social behavior. 
You may even observe bruises, burns, or cuts on a child. Most states require 
that you report your concerns. You will have to check with your school district 
for the proper reporting procedures. In some instances, reports may go to 
school personnel. As a mandated reporter, you may be required to report the 
concern to your state’s agency for social services. Table 12.1 provides some 
warning signs in terms of both the child’s behavior and the behavior of parents 
and caregivers in their interactions with you.

The Society in Which We Live
Our society itself, ever changing, ever resisting change, presents challenges to 
children that are not of the child’s making. “Adult issues” and the solutions that 
adults bring to those issues are entirely out of the hands of the children. Even so, 
the decisions have defi nite implications for children in school and in the greater 
community as well. We could not attempt to provide you with a detailed discus-
sion of the many issues based on the diversity of perspectives facing the public 
schools, though you may have noticed that we have touched on some of them 
throughout this book. Our discussions of the explicit, implicit, and null curricula 
are good examples of issues that refl ect the diff ering opinions that can exist in any 
social system.

Another example that will likely remain an issue for some time to come is 
what writers such as Jonathan Kozol (2005) refer to as the resegregation of the 
public schools. Kozol takes the issue even further by providing compelling evi-
dence to suggest that schools never actually desegregated in the fi rst place. He 
writes, “Schools that were already deeply segregated twenty-fi ve or thirty years 
ago are no less segregated now, while thousands of other schools around the 
country that had been integrated either voluntarily or by the force of law have 
since been rapidly resegregating” (p. 41). You will recall that the decision in the 
landmark 1954 case of Brown v. Board of Education concluded that “separate but 
equal” educational systems were unconstitutional, and that schools (aft er a period 
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Table 12.1 Signs of Child Abuse and Neglect

General Signs of Abuse or Neglect

The child:
•  Shows sudden changes in behavior or school 

performance
•  Has not received help for physical or medical 

problems brought to the parents’ attention
•  Has learning problems (or diffi culty concentrat-

ing) that cannot be attributed to specifi c physi-
cal or psychological causes

•  Is always watchful, as though preparing for 
something bad to happen

• Lacks adult supervision
• Is overly compliant, passive, or withdrawn
•  Comes to school or other activities early, stays 

late, and does not want to go home

The parent:
• Shows little concern for the child
•  Denies the existence of—or blames the 

child for—the child’s problems in school 
or at home

•  Asks teachers or other caretakers to use 
harsh physical discipline if the child 
misbehaves

•  Sees the child as entirely bad, worthless, 
or burdensome

•  Demands a level of physical or academic 
performance the child cannot achieve

•  Looks primarily to the child for care, atten-
tion, and satisfaction of emotional needs

Signs of Physical Abuse

The child:
•  Has unexplained burns, bites, bruises, broken 

bones, or black eyes
•  Has fading bruises or other marks noticeable 

after an absence from school

•  Seems frightened of the parents and 
protests or cries when it is time to go home

• Shrinks at the approach of adults
•  Reports injury by a parent or another adult 

caregiver

Signs of Neglect

The child:
• Is frequently absent from school
• Begs or steals food or money
•  Lacks needed medical or dental care, immuni-

zations, or glasses

•  Is consistently dirty and has severe body 
odor

• Lacks suffi cient clothing for the weather
• Abuses alcohol or other drugs
•  States that there is no one at home to 

provide care

Signs of Sexual Abuse

The child:
• Has diffi culty sitting or walking
•  Suddenly refuses to change for gym or to par-

ticipate in physical activities
• Reports nightmares or bedwetting
• Experiences a sudden change in appetite
•  Demonstrates bizarre, sophisticated, or unusual 

sexual knowledge or behavior

•  Becomes pregnant or contracts a venereal 
disease, particularly if younger than 14

• Runs away
•  Reports sexual abuse by a parent or another 

adult caregiver

Signs of Emotional Maltreatment

The child:
 •  Shows extremes in behavior, such as overly 

compliant or demanding behavior, extreme 
passivity, or aggression

•  Is either inappropriately adult (parenting other 
children, for example) or inappropriately infan-
tile (frequently rocking or head-banging, for 
example)

•  Is delayed in physical or emotional 
development

• Has attempted suicide
• Reports a lack of attachment to the parent

Adapted from U.S. Department of Health and Human Services, Administration for Children and Families. (2004). Recognizing child abuse 
and neglect: Signs and symptoms. Retrieved from http://www.childwelfare.gov/pubs/factsheets/signs.cfm, by permission of Child Welfare 
Information Gateway. Accessed August 15, 2009.
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of slow compliance) were ordered to desegregate “with all deliberate speed.” More 
than 50 years later, we fi nd that the issue is by no means resolved. And, as Kozol 
concludes, “equal” is nowhere in the equation.

Th ough one typically thinks of segregation issues as referring to ethnic dis-
tinctions, you may also fi nd in your discussions of education that there is an in-
creasing movement toward segregation of the sexes as more communities ex-
periment with single-sex public schools. You will also fi nd that charter schools, 
magnet schools, and specialized schools (such as schools for the arts or for sci-
ence and mathematics) represent a form of segregation as diff erent educational 
opportunities are off ered to diff erent constituencies. Should this be the case in 
public education? What is your opinion?

Issues Facing Children and Adolescents
Th e previous section discusses issues that children face through no fault of 
their own. A child does not choose to be homeless or to live in one family 
circumstance or another. Services must be provided to overcome these disad-
vantages, and teachers need to bring their compassion to the task of working 
with such children. Th ough services and compassion are necessary in this next 
set of challenges, the context has changed to a discussion of inappropriate or 
detrimental behaviors in which children and youth choose to engage. We wish 
we could off er you sweeping solutions to these issues, but the most we can do 
here is to make you aware of some of them. Th is section discusses a number of 
issues that are very much a function of the peer pressure that children experi-
ence throughout their social development. Th is is all about the choices that 
children make. Video Case 12.1 will show you how one teacher uses a drama 
class to provide students with a way to act out and consider the consequences 
of peer pressure.

step into the classroom
TEACHSOURCE
Video Case 12.1

Social and Emotional Development: 
The Infl uence of Peer Groups

Go to the student premium website and view the video case on Social and 
Emotional Development: The Infl uence of Peer Groups. The impact of peer 
pressure on social-emotional development will likely be addressed in one or 
more of the classes you take toward becoming a teacher. In this video, you will 
see how one teacher uses role-playing in a drama class not only to confront 
peer pressure, but even more importantly, to consider the consequences of the 
choices people make.

 1.  What benefi ts do you see to asking students to act out these scenarios in 
the context of a play?

 2.  Consider how pervasive the infl uence of peers can be on your own life. 
What examples of responding to peer pressure have you experienced in just 
the past month?

 3.  The infl uence of peer groups is very great, but so is that of a teacher. How 
might you be able to help children make better choices?
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Substance Abuse
Th e interaction among peers in school encourages the 
exchange of ideas and the development of behaviors. 
As children become older, issues involving negative 
peer infl uences become paramount. Of course, chil-
dren are aware of drug use (including alcohol) by 
adults, even if only in its social context. By middle 
school, however, students may be experimenting with 
drugs and alcohol or have friends who are, and the de-
sire to be a part of the group oft en overcomes common 
sense and consideration of consequences. Substance 
abuse most commonly involves alcohol, tobacco, and 
marijuana. Th e accessibility and use of more potent 
drugs is also an ongoing concern.

You could likely spend quite a bit of time debating 
the cause of alcohol and tobacco abuse in our society. 
Th ough in recent years alcohol and tobacco have been 
targets of widespread campaigns encouraging “appropri-
ate” use, these particular drugs have nonetheless had a 
long history as socially acceptable substances. Children 
from one generation to the next have been exposed to 
mixed messages about alcohol and tobacco use through 
advertising, the media, and adult social behavior. Th e 
National Survey on Drug Use and Health found that of 
students 12 to 17 years of age, 15.9 percent had used al-
cohol in the previous 30 days. Th e use of tobacco prod-
ucts by students aged 12 to 17 has decreased from 15.2% 
to 12.4%, with almost identical percentages of girls and 
boys smoking cigarettes (Substance Abuse and Mental 
Health Services Administration, 2008). Th e American 
Lung Association (2004) estimates that, unfortunately, 
6.4 million children will die prematurely of a smoking-
related disease.

Th e National Survey on Drug Use and Health (Substance Abuse and Mental 
Health Services Administration, 2008) also found that, in 2007, almost 7 percent 
of students 12 to 17 years of age had used marijuana during the previous 30 days. 
As you might suspect, the prevalence of marijuana smoking is far greater than 
parents suspect, or at least greater than they care to admit. Aside from whether 
parents recognize the problem, as a teacher, you will fi nd that individuals under 
the infl uence of marijuana can experience impaired cognitive functioning includ-
ing defi cits in short-term memory. Studies have shown four of fi ve school drop-
outs were regular marijuana users.

Th ough the context of our discussion is substance abuse by students, there is 
another aspect of such abuse that you may encounter at some point in your teach-
ing career. In a course on human growth and development, you will likely study 
the eff ects of fetal alcohol syndrome, which aff ects the fetuses of mothers ingesting 
alcohol during pregnancy, and of a newer phenomenon, crack babies, who are 
children whose mothers used crack cocaine during pregnancy. For these chil-
dren, the eff ects of substance abuse can be pronounced and lifelong.

Substance abuse among adolescents most commonly 
involves alcohol, tobacco, and marijuana. Schools must 
fi ght the mixed messages about substance use and 
abuse that students get from society at large.
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substance abuse Most 
commonly, this refers 
to minors’ inappro-
priate use of alcohol, 
tobacco, marijuana, 
or another controlled 
substance.
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School Violence and Vandalism
School violence refers to aggressive acts against people. School vandalism refers 
to aggressive or destructive acts toward school property. Hopefully you will not 
be confronted with either of these situations, but chances are that, to some degree, 
you will. Violence and lack of discipline consistently rank among the general 
public’s most frequently cited problems with public education. Not surprisingly, 
classroom management is a major concern cited by teachers with regard to prob-
lems in the schools. One major study (Violence in the United States Public 
Schools: 2000 School Survey on Crime and Safety, 2003) found fi ve factors that 
aff ect the likelihood that a serious violent incident would occur. Th ese character-
istics were school enrollment size, school setting, percentage of boys, the number 
of serious discipline problems, and the number of schoolwide disruptions. 
Schools with more than 15 percent of their students scoring below the 15th per-
centile on an achievement test were more likely to have at least one violent or 
serious incident than were schools with less than 5 percent of the students scoring 
below the 15th percentile. A survey of 2724 schools found an average of 31 violent 
incidents per thousand students with rates in middle school twice as high as pri-
mary school and even high school. Th e most frequent disciplinary action for us-
ing a weapon (other than a gun or explosives!) in school was suspension for 5 or 
more days (Nolle et al., 2007).

During the 2005–2006 school year, more than 628,200 incidents of school 
violence were reported (Indicators of School Crime and Safety: 2007, 2008). Van-
dalism alone accounted for nearly 100,000 of those incidents, and the National 
Parent-Teacher Association has estimated that the resulting cost exceeds $600 
million, a fi gure greater than the national budget for textbooks. Some estimates 
suggest that reported incidents represent just a small percentage of the actual to-
tal. Indeed, “Violence aff ects one in every fi ve teenagers. Every day 160,000 stu-
dents miss school because they fear attack, intimidation, or bullying” (Druck & 
Kaplowitz, 2005).

Th e prevalence of school violence is diffi  cult to pin down because (1) not all 
incidents are reported, and (2) there is no consensus as to what constitutes “vio-
lence.” For instance, Willert and Lenhardt (2003) suggest, “To defi ne violence 
simply by its aft ereff ects—a theft , a fi ght, a murder—rather than by the behaviors 
that expose its roots—such as teasing, verbal taunting, and exclusion—is to ig-
nore the sources of violence that can be eff ectively addressed through joint school 
and community action” (p. 111). You are probably familiar with the bullying that 
goes on in diff erent ways in school but have not considered it as violence. Yet, 
these various degrees—teasing, verbal put-downs, shoving, and so forth—are not 
only the precursors to violent behavior but can also be the impetus to violent 
behavior from victims who otherwise would not have been violent. As you know 
from well-publicized reports, these incidents can escalate to tragic proportions; 
the ones you read about are just the tip of the iceberg. Many potentially serious 
incidents are either prevented when peers share concerns with adults or when 
perceptive and compassionate teachers prevent peer problems because they es-
tablished a community of learners. You may be interested to know that bullying 
reports are twice as frequent in middle school as in either high school or primary 
school (Nolle et al., 2007)

You never know until it is too late whether the hazing or “just teasing” or 
shunning of students results in intolerable social conditions, not only for the vic-
tims but also for the perpetrators. But here’s one wake-up call: 71 percent of the 
elementary teachers in one survey admitted they avoided becoming involved 
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when students engaged in teasing or bullying behavior (Schroeder, 1999). Stem-
ming the tide of violence and vandalism is not solely the responsibility of the 
teacher. Teachers are, however, stakeholders in the community that shares 
the task of prevention and intervention. Prevention is the appropriate fi rst step. 
Druck and Kaplowitz (2005) off er the following advice:

• Do not tolerate bullying.
• Set classroom behavior rules.
• Learn and teach confl ict resolution and anger management skills.
• Learn the warning signs.
• Enforce school policies.
• Help implement a safe school plan.
• Report safety threats.
• Encourage and sponsor student-led antiviolence activities.
• Talk to parents.
• Cultivate a supportive classroom atmosphere.

However, when serious problems do arise, Quinlan (2004) proposes six steps 
for mediating confl icts:

 1.  Separate the students, have them each write their version of the confl ict, and 
then ask for clarifi cation if necessary.

 2.  Meet jointly with the students, explaining that mediation is not to produce a 
winner or loser but to resolve the issue.

 3.  Establish the mediation rules (take turns talking, talk only to the principal, 
stay seated, don’t interrupt, keep information confi dential).

 4.  Have each student explain the confl ict, fi lling in the blanks: “I feel _____ 
when you _____ , and I need you to _____.”

 5.  Help students brainstorm to list possible solutions.
 6.  Draw up a contract that lists the agreement, have each student sign it, and 

give a copy to all parties.

And just to broaden the perspective on violence, in 2003 to 2004, students 
threatened 10 percent of teachers in city schools with injury. Th e rates for subur-
ban, town, and rural schools were approximately 5 percent each. Th at fi gure has 
more meaning when we realize that, in 2005, 10 percent of boys in grades 9 to 12 
reported that they had carried a weapon on school property during the previous 
month (Indicators of School Crime and Safety: 2007, 2008).

Teen Pregnancy
You have probably noticed that none of the issues discussed in this chapter is a 
clear-cut concern that could be solved by one particular course of action or an-
other. Th e matter of teen pregnancy is just the same. Th ough, in 2005, there were 
414,593 babies born to teenage girls between the ages of 15 and 19, over the past 
several decades, the birthrate among teenage girls has declined (Kids Count 
Data Book, 2008). Th is is good, for babies born to teenage mothers are typically 
less likely to receive proper prenatal and postnatal care, and are more likely to 
have low birth weights and problems such as cerebral palsy, chronic respiratory 
problems, retardation and mental illness, blindness and deafness, and learning 
problems (Black, 1998). Even with the decline in birth rates, the incidence of 
children born to, well, children, is far greater in United States than in other in-
dustrialized nations. It is also true that the decline in births does not correlate to 
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a decline in sexual activity among young people. Rather, with the availability of 
contraceptive devices, the percentage of teenagers engaging in sexual activity has 
actually increased.

We mentioned previously that children receive mixed messages about alcohol 
and tobacco use. Th is is certainly the case with regard to sexual activity. Th ough 
schools have provided sex education programs for decades, the society at large—
particularly through media such as TV and movies—bombard children with 
sexually charged messages. Combined with the fact that adolescents turn to their 
peer groups for information and direction more than to parents or other adult 
authority fi gures, it is not surprising that inappropriate sexual activity and the 
unwanted consequences of teen pregnancy and sexually transmitted diseases are 
major concerns in our world today.

Sex Education
Th ough parents cannot be absolved of their responsibilities for sex education, 
the issue has nonetheless fallen to the schools for remediation. Th ere have 
been three typical approaches: sex education, encouraging sexual abstinence, 
and increasing the availability of contraceptives (Out & Lafreniere, 2001). Un-
fortunately, none of these approaches has yielded signifi cant results. More 
promising are role-playing approaches that bring the responsibilities of par-
enthood into the student’s life. One such approach is the Baby Th ink It Over 
program (Jurmaine, 1994) in which the student becomes the caregiver for a 
newborn “infant.” It has a computer that simulates crying at irregular intervals. 
Th e “parent” also has a key that must be inserted at certain times for “feeding, 
bathing, diaper-changing, and comforting.” If the infant is neglected or mis-
treated, the computer alerts the instructor of the course (Realityworks Infant 
Simulator and Realcare Parenting Program, 2006).

Other successful approaches have emphasized a shift  away from accentuating 
the negative aspect of a teen pregnancy to an emphasis on strengthening the family 
and support structure of the teen and her baby. In such initiatives, prenatal and post-
natal care are made available to the mother and child, as well as child development 

Programs such as this one in 
Nebraska help teenage parents 
to learn to care for their children 
and stay in high school.
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education and vocational skills training. Th e purpose of all of this is to avoid the 
downward spiral typical of the adolescent who drops out of school aft er the birth 
of a child. We know that 67 percent of teenage mothers drop out of school, and 
that 80 percent of them end up on welfare. Moreover, children born to an adoles-
cent mother are twice as likely to be abused as children born to mothers who 
are 20 or 21 years of age (Realityworks Infant Simulator and Realcare Parenting 
Program, 2006).

Lest we end this section acting as if these teenage girls somehow had a baby 
by themselves, we should report that fi gures from 1994 indicated that 51 percent 
of births in that year to girls 17 and under were fathered by men 20 and older 
(Kids Count Data Book, 1997). With regard to teenage fathers, or potential fa-
thers, programs such as Baby Th ink It Over are provided to the boys as well.

Adolescent Suicide
 Of the severe problems among teenagers, suicide is one of the most common. 
Aft er motor vehicle accidents and homicides, it is the third leading cause of 
death among individuals aged 15 to 24. According to the Centers for Disease 
Control and Prevention (CDC), adolescent suicide rates increased from 6.7% in 
2003 to 9.4% in 2007 (Th at’s a 39 percent increase!) (O’Connor, 2008). Specifi c 
major increases include girls 10 to 14 and 15 to 19, and boys 15 to 19 years old. 
Also of great concern is the report of the CDC that, in 2007, 14.5 percent of high 
school students admitted that they seriously considered attempting suicide 
within the previous year, and that 7 percent actually tried to do so during that 
period (Youth Risk Behaviors Surveillance—United States, 2007). At-risk factors 
include depression or substance abuse of the student or a family member, behav-
ior problems, a previous suicide attempt, a recent traumatic event (e.g., breaking 
up with a friend, death of a loved one), and the availability of a gun, with suicides 
fi ve times more likely in a house that has a gun (O’Connor, 2008). Notice how 
many of these factors refl ect a loss of hope, an aspect that teachers should recog-
nize and attempt to address (hopefully in conjunction with other school person-
nel and human services agencies). A free screening is oft en available for teens to 
decrease the number of students (1700) between 15 and 19 who commit suicide 
each year (Ashford, 2005).

A complicating factor in detecting signs of suicidal thoughts is that people 
can react so diff erently to situations. Something that might not bother you at all 
could be the source of great emotional pain to someone else, perhaps even to one 
of your best friends. Unfortunately, you fi nd out the truth only aft er a failed, or 
successful, attempt at suicide.

We do not want to suggest that as a classroom teacher you will be able to 
recognize all of the nuances of your students’ behavior, and thus be able to 
prevent something as tragic as a suicide. However, there are some signs that 
might give you reason to take a closer look. If you see these signs, report them 
to the appropriate personnel in accordance with the policy of your school dis-
trict. In your interactions with the student, try to be positive and bolster the 
child’s self-esteem.

Many factors could lead a child or adolescent to take such desperate ac-
tion. Depression is typically a precursor to suicidal thoughts. Particularly at 
risk are girls who have been physically or sexually abused. Also, adolescents 
who seem to be struggling with their sexual orientation may be at greater 
risk for slipping into a depression that would result in thoughts of suicide. 
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Activity 12.2 Possible Interventions

Choose one of the topics from the following list. Use the Internet to research 
current approaches to addressing the problem. Which interventions are hav-

ing signifi cant success rates? What is the outlook for the future? What recommen-
dations can you fi nd for teachers working with these students?

 • Substance abuse

 • School violence and vandalism

 • Teen pregnancy

 • Adolescent suicide

Table 12.2 Warning Signs for Suicidal Tendency

• Suicidal talk such as “I won’t be a problem much longer” or “It’s no use”

•  Preoccupation with death and dying (in conversation or written 
assignments)

• Marked decline in school performance and achievement

• Unusually disruptive or rebellious behavior

• Inability to tolerate praise or rewards

• Giving away special possessions

• Taking excessive risks

• Increased drug use

• Loss of interest in usual activities, friends, and family

• Unusual neglect of personal appearance

Table 12.2 lists other warning signs. Hopefully your administrators or other 
human resource agency personnel will be aware of two toll-free suicide hot-
lines that students can access 24/7: 1-800-999-9999 and 1-800-273-TALK. 
Activity 12.2 is provided so that you can research current intervention tech-
niques for some of the issues facing adolescents.

Other Societal Infl uences 
on Social Development
Other infl uences have an eff ect on social development. Some may overtly attempt 
to have a positive eff ect, while others are less intentional, and still others, perhaps, 
even subliminal. We consider several such infl uences here.

Extracurricular Activities
Another aspect related to social development and thus diversity among students 
is the infl uence of extracurricular activities. Some of these, such as band, athlet-
ics, special interest clubs, service organizations, honor societies, and even before- 
and aft er-school programs are part of the broader curriculum of the school; oth-
ers, such as Brownies, Cub Scouts, Girl Scouts, Boy Scouts, religious youth 
groups, and various levels of youth sports, are sponsored by the community or 

09388_12_Ch12_413-441.indd   43609388_12_Ch12_413-441.indd   436 11/19/09   9:09:38 AM11/19/09   9:09:38 AM



Chapter 12: Social Issues Affecting Students and Schools  437

religious organizations; and still others, such as music lessons, tutoring, and 
dance instruction, are the responsibility of the home. By participating in these 
activities, students can pursue and enjoy a variety of interests while simultane-
ously developing teamwork, persistence, and independence. At-risk students 
(both girls and boys) who participated in extracurricular activities in middle 
school had much lower dropout rates than did their similar peers (Mahoney & 
Cairns, 1997). Of course, poverty may again become a factor infl uencing the 
range of choices for extracurricular programs because of economic consider-
ations and transportation, or the need of the student to take care of younger sib-
lings or hold a job aft er school to augment the family income.

Parental Pressure
In his classic work Th e Hurried Child, Elkind (1981) expresses considerable con-
cern about parents who push their children into a veritable merry-go-round of 
activities: sports, dancing, music, cheerleading, and so on. In school, these hur-
ried children are pushed to excel. Th us, they may have tutors—not because of 
remediation needs but to accelerate progress with good grades, high school hon-
ors, and college scholarships as the goal—and they may have parents who do their 
assignments for them. You will have these students in your classes too. You will 
need to work with overly attentive “helicopter” parents who hover around their 
children as well (Lewis, 2008). Among the excellent books with specifi c sugges-
tions is Tingley’s How to Handle Diffi  cult Parents (2006).

Infl uence of the Media
Th e media (television, DVDs, movies, the Internet, computer games, youth 
magazines, and to a lesser extent, newspapers) exert considerable infl uence on 
the social development of students. Studies show that 54 percent of American 
children have their own televisions (“Facts and TV Statistics,” 2005), and they 
spend 5 more hours daily watching TV than their peers without private TVs do 
(Johnson, 2003). All told, the average amount of TV viewing for children is 28 
hours a week, more than any other activity except sleeping. Th e amount of TV 
viewing varies by ethnic membership (see Figure 12.3). In 2007 8 percent of 
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Percentage of students watching 
6 or more hours of television per 
day by ethnicity.

From Digest of Education Statistics, 2007. 
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Asian/Pacifi c Islanders watched 6 or more hours per day. For whites, the fi gure 
was 13 percent. For Hispanics and American Indians, the fi gures were 22 and 
23 percent, respectively. For African Americans, it was 42 percent, with another 
8 percent watching 5 hours a day (Digest of Education Statistics, 2007, 2008).

Critics of television programming options (Winn, 2002) note that exposure 
to excessive violence increases the tendency to deal with problems in negative 
ways and, together with movies, violent television shows frighten children and 
even older students. Th e American Psychological Association (Bickerstaff , 2001) 
found that by grade 7, the average American has witnessed 8000 murders and 
100,000 violent acts on television. By age 18, an average youth will have witnessed 
200,000 acts of TV violence (How TV Aff ects Your Child, 2008). Other criticisms 
frequently leveled against TV producers are sexually explicit scenes and sexual 
innuendoes and street language. Th ere is a general recognition that scheduling 
“adult” programs for late-night viewing does not prevent students from accessing 
them. Similar comments have been made about the Internet, movies, and DVDs. 
And pornography has become a serious problem, with 11 being the average age 
at which a child views online pornography for the fi rst time. Moreover, 90 percent 
of students aged 8 to 16 have viewed pornography online during the past year, 
mostly while they were doing homework. An excellent book containing a host of 
specifi c suggestions is Internet Protect Your Kids (Arterburn & Marsh, 2007). On 
the other hand, there is considerable evidence that educational television can 
increase preschoolers’ chances for success in school. Th is is especially true for 
Sesame Street, which enhances both the academic and social skills of many lower- 
and middle-class students (Fisch, 2004).

Computer Games
Computer games are oft en touted as enhancing motor skills while also being 
criticized as emphasizing destruction of property and annihilation of “the en-
emy.” At their best, computer games are learning devices, but like so many other 
aspects of life, the value of the computer games depends on their careful selection 
and use (Children and Video Games, 2006). Unfortunately, parents typically do 
not monitor the media, leaving the ultimate decisions to students who may not 
be capable of exercising mature judgment about their use. We discuss more about 
electronic technologies in Chapter 14.

Social Observances
A brief but fairly intensive set of social infl uences occurs during the celebration 
of special events and holidays. Schools oft en provide useful information at all 
grade levels about these cultural events, and television does as well. Examples 
include holidays such as Christmas, Hanukkah, and Kwanzaa, and month-long 
references to the contributions of various groups in society (e.g., Black History 
Month, Women’s History Month, Native American Month, Hispanic Heritage 
Month). Heroes, male and female, are oft en publicized during the associated pe-
riod, and students have opportunities to learn about heroes refl ecting their 
culture and the culture of others. One problem is that the consideration of the 
contributions of people from diverse cultures is too oft en limited to the month set 
aside for that discussion.

09388_12_Ch12_413-441.indd   43809388_12_Ch12_413-441.indd   438 11/19/09   9:09:43 AM11/19/09   9:09:43 AM



Conclusion
In this chapter we have specifi cally discussed aspects of 
diversity that are either imposed upon children, such as 
poverty, or that children impose upon themselves, such 
as teen pregnancy. Th is is an important distinction 
from our discussion in Chapter 3 of diversity in terms 
of such things as ethnicity, learning styles, or learning 
disabilities. Th e issues considered in this chapter are 
particularly refl ective of challenges in contemporary 
society that you may face as an infl uential voice in the 
lives of the children with whom you will work.

  1.  Th is chapter has been concerned with social issues 
and socializing infl uences that either are imposed 
on children (e.g., child neglect, homelessness) or 
are choices made by children (e.g., drug or alcohol 
abuse, violence).

  2.  Family structures include the nuclear family, the 
extended family, single-parent families, and alter-
native family structures. Alternative structures 
might include the blended family or families of gay 
or lesbian parents.

  3.  At-risk students are those who, for a variety of 
reasons, statistically have a high probability for 
dropping out of school. Factors include lack of 
English profi ciency, the presence of a personal dis-
ability, school retention, absence of either or both 
parents in the home, at least one foreign-born par-
ent of recent immigration, the absence of any em-
ployed parent or guardian in the household, and 
low family income.

  4.  Children living in poverty are much more likely 
than nonpoor children to suff er developmental 
delay and damage, to drop out of high school, and 
to give birth during the teen years.

  5.  Homeless students can have much in common 
with at-risk children. Th ey oft en have diffi  culty in 
making friends or communicating with adults, feel 
insecure, oft en demonstrate low self-esteem, and 
may fi nd cooperative activities with other students 
somewhat challenging.

  6.  Th e term child abuse and neglect means, at a mini-
mum, any recent act or failure to act on the part of 
a parent or caretaker that results in death, serious 
physical or emotional harm, sexual abuse, or ex-
ploitation, or an act or failure to act that presents 
an imminent risk for serious harm.

  7.  Substance abuse most commonly involves alcohol, 
tobacco, and marijuana. Th ese particular drugs 
have had a long history as socially acceptable sub-
stances; thus, children are exposed to a social 
model that sends mixed messages.

  8.  School violence refers to aggressive acts against 
people. School vandalism refers to aggressive or 
destructive acts toward school property. Th e cost 
of school vandalism has been estimated to exceed 
$600 million.

  9.  Even with the decline in birth rates among teenage 
mothers, the incidence of children born to teens is 
far greater in the United States than in other indus-
trialized nations.

 10.  Suicide is one of the most common teenage prob-
lems. Aft er accidents, it is the most frequent cause 
of death of white male youths aged 15 to 24 years, 
and the third leading cause of death for all people 
in that age bracket.

Key Terms
nuclear family
extended family
latchkey children
blended family

foster care
at-risk students
child abuse and neglect
substance abuse
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Case Studies in Education
Enter the information from the table below into the 
Educational Record for the student you are studying.

Family Life Socioeconomic Status

Davon
Davon is an affectionate student. He loves 
hugs and gives compliments frequently. His 
family life is not secure. He often frets over 
moving. When he is sick, it is diffi cult to get 
him picked up from the health room. He is 
one of fi ve children under the age of 7 in his 
single-parent home.

Davon qualifi es for free lunch, which indicates a very low 
socioeconomic status. His mother does not have a family 
support system. The grandparents (who are listed on the 
emergency card) refuse to help with the children because 
of a problem between Davon’s mother and themselves.

Andy 
Andy’s grandparents are white, middle class, 
and in their 60s. He attends church once a 
week and loves spending time with his 
grandfather. His brother lives with his mother 
and stepfather. Andy has no memory of his 
biological father.

Andy is supported entirely by his grandparents. They are 
considered to be strong and stable members of the com-
munity. However, both are retired and live on a fi xed in-
come. Support for a child of Andy’s age puts a strain on 
their resources.

Judith
Judith’s family life is stable in that she lives 
with both parents. Their living conditions 
would be described as substandard. Her par-
ents are not abusive to Judith or to each 
other. Yet there is an air of hopelessness and 
desperation in the family, something Judith 
struggles with daily.

Judith receives free breakfast and lunch at the school. 
Both parents are employed at this time, though their em-
ployment history is erratic and always characterized by 
minimum-wage positions.

Tiffany
Tiffany is an only child and has interacted 
and socialized primarily with adults most of 
her life. It is important that the teachers not 
talk down to Tiffany because she expects to 
be talked to and treated like an adult. Her 
emotional maturity level is many years ahead 
of her peers, and she expects to be treated 
and taught in a respectful, adult way. She 
rarely understands sarcasm and humor, 
which leads teachers to be very direct and 
unfeeling to her. However, Tiffany does not 
see this action in a negative way and is moti-
vated by this method of conversing.

Tiffany is Caucasian/Hispanic and from an upper-middle-
class family of professionals. She is exposed to many cul-
tural events and meets people from prestigious positions 
in business and government. She receives immediate and 
appropriate medical care for any circumstance and wants 
for very little.

Sam
Sam appears to have a supportive family life 
where there has been nurturing and concern 
for his well-being as an individual and as a 
student.

Sam is an African American boy who has been reared pre-
dominantly by his mother in a low socioeconomic environ-
ment. He lacks a background of knowledge and exposure 
to a variety of experiences that could have served to en-
rich his educational experiences.

Bao
Bao is the youngest of four children. Her 
parents are in their 60s and would be con-
sidered detached by American standards. 
However, most of Bao’s emotional needs are 
met by her older sister (who lives at home 
while attending college).

Bao’s parents are upper middle class and are able to pro-
vide Bao with what she needs for school and activities. 
They are approachable, kind, and supportive.
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 1.  Th e issues raised in this chapter are all very delicate. 
Th ough matters of family structure and substance 
abuse do not readily fall under the heading of “edu-
cation,” the schools have become very much in-
volved in addressing these concerns. Based on what 
you have read in the chapter and the information 
provided about your student, what challenges might 
you encounter in involving the child’s parents in the 
educational process? In what ways might the child’s 
family life and family structure aff ect what happens 
in your classroom? Do you feel that teachers should 
be expected to accommodate these special needs of 
students?

 2.  Socioeconomic status does not dictate how children 
will behave in class or what their levels of achieve-
ment will be. In general, however, it has been shown 
to be a good predictor of behavior and achievement 
levels, and may help you to tailor the most appropri-
ate educational experience for each child. As soon as 
you begin observing classrooms as part of your 
teacher education program, you will be able to spot 
diff erences in the students’ socioeconomic status. 
Notice how students interact with each other. How 
might you establish a classroom as a “socioeconomic-
status free” zone that places all students on an equal 
footing? In particular, how would you address the 
needs of the student you are following?

Designing the School of the Future
 1.  Th e earlier Case Studies in Education section men-

tions the idea of classrooms as “socioeconomic-
status free” zones that level the playing fi eld, so to 
speak, for all children. Th e fi rst question that you 
might address is whether this is a good situation. 
Consider that private schools have a long history of 
enrollments that are homogeneous in this regard. 
Many consider that to be elitist. Th e public schools, 
of course, must accept all students, and thus have a 
heterogeneous mix of students with regard to socio-
economic status. So, how will your school seek to 
minimize socioeconomic distinctions (school uni-
forms are one of the typical approaches to this), or 
will the emphasis perhaps be on the acceptance of 
diff erences and a culture of academic success for all? 
Th ere are many variations of this that you might 
consider; it is not a yes/no question.

 2.  A truly innovative plan for a school of the future 
will include the explicit involvement of parents 
and families in the education of each child. Th ere 
is a tremendous amount of territory between the 
opposites of no parent involvement and extensive 
parental control in education. You might wish to 
begin your deliberations on this aspect of the 
school you design by considering the issues pre-
sented in this chapter. You will then have to de-
cide which, if any or if all, of the issues should 
become a responsibility of your school. From 
there, consider carefully the expectations your 
school will have of parents, how you could attract 
parents to participate, what you will do with 
families who refuse to participate (“Education is 
your job, not mine; I’m the parent.”), and what the 
outcomes of your new approach might be.

Praxis Practice
Many states will require that you successfully complete 
the Praxis Series of examinations to qualify for certifi -
cation. One or more of those tests will be subject-area 
tests. Another, which has a more practical orientation, 
will be the Principles of Learning and Teaching (PLT) 
examination that is appropriate for your certifi cation 
area.

Completing the Quick Check quizzes for Chapter 12 
in the Unit Workshop will give you practice with the 
multiple-choice format of the PLT. Th e Case Studies in 
Education and Designing a School of the Future activi-
ties will help prepare you for exercises that require read-
ing a scenario and providing short answers to questions 
asking what you might do in such a situation.
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Your Chapter Study Guide
• Conceptualize Here are the major themes you will 

encounter in this chapter:

1.  Organized education has been characterized by 
reform initiatives throughout its history.

2.  Reforms can be considered according to three pri-
mary constituencies: business, politics, and parents.

3.  There is a difference between a reform and an in-
tervention.

4.  Understanding the criteria for evaluating reforms 
may lead to more permanent reforms.

• Preview Read the chapter headings; look at any fi g-
ures, tables, and activities; and read through the items 
in the conclusion.

Activity 13.1: Reforms You Have Known

Activity 13.2:  Field Observation Activity—Interviewing 
the Decision Makers

Activity 13.3: Go Online! Evaluating a Reform Effort

TeachSource Video Case 13.1 Inclusion: Grouping 
Strategies for Inclusive Classrooms

TeachSource Video Case 13.2 Assistive Technology 
in the Classroom

• Read Now read through the chapter. Mark or high-
light information that you consider to be especially 
important or about which you have a question.

• Refl ect Refl ect on these questions as you read:

1.  What would you recommend that a parent look for 
when evaluating a reform or intervention proposal 
at a school where you teach?

2.  What reforms can you identify that have changed 
education?

3.  What is the role of the teacher in the reform 
process?
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Reform Efforts and the 
Professional Educator

A. 1890s 1. Curricular

B. 1920s 2. Instructional

C. 1940s 3. Administrative

D. 1950s

E. 1960s

F. 1970s

G. 1980s

H. 1990s

Ice Breakers

Have You Been Reformed?
If you’ve attended any portion of PreK–12 education in the United 
States, it’s pretty safe to say that you’ve been part of one reform initia-
tive or another. This chapter is provided to help you become a participant 
in “informed reform” rather than being the “target” of reforms without 
your input.

Below is a double-matching exercise. First, match the reform initia-
tives on the left with the decade in which they fi rst made it into the school 
system. Then match each initiative with its type of reform: whether the 
reform was intended to change what is taught (curricular), how things are 
taught (instructional), or how school is organized or administered (admin-
istrative). You will not use all the time periods, but you will use the reform 
types more than once.

  Time  Type of Time Types 
 Initiative Period Reform Periods of Reform

Block Scheduling _____ _____

Addition of 
Social Studies _____ _____

Whole Language _____ _____

Open Concept 
Schools _____ _____

Vocational 
Education _____ _____

“New Math” and 
Hands-On Science _____ _____
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Block Scheduling H. 1990s 3. Administrative

This form of scheduling, particularly in middle schools and high schools, 
does not change what or how the subjects are taught but rearranges the 
school day to provide extended time with each subject.

Addition of Social Studies B. 1920s 1. Curricular

The combining of subjects such as geography, history, and political science 
was fi rst discussed in the late 19th century as a way of making education 
a “socializing” process. It debuted in the schools in the 1920s.

Whole Language G. 1980s 2. Instructional

This effort did not change language or what is taught, but it did change 
the manner in which language was taught. It has since been modifi ed and 
has lost much of its momentum as a movement in its own right.

Open Concept Schools F. 1970s 3. Administrative

The 1970s saw the construction of many schools adopting the “Open 
Concept” approach. Although content and teaching methods remained es-
sentially the same, the schools themselves were built as large, open 
rooms—classrooms without walls—that ideally would have led to greater 
integration of subject areas.

Vocational Education A. 1890s 1. Curricular

Following the report of the Committee of Ten in the 1890s, schools ceased 
to have a purely academic orientation and instead were also charged with 
providing vocational or manual training, particularly to non–college-
bound students.

 “New Math” and Hands-On Science E. 1960s 2. Instructional

The organization of school did not change, nor did the subject area, but 
the manner in which math and science were taught underwent dramatic 
changes after the events of the 1950s. ■

Introduction
Four themes have been woven throughout the narrative in this textbook: (1) es-
tablishing a foundation of knowledge about education, (2) developing your criti-
cal thinking, (3) developing your creative thinking, and (4) empowering you as a 
professional educator. Th is unique chapter on educational reform brings all four 
of those themes together. In essence, the entire chapter is an activity.

Th e typical presentation of education reform is another listing of this and that 
eff ort or initiative. But as the quotation that begins this chapter indicates, the his-
tory of “reform” in education is not one of unqualifi ed successes. We believe that 
one of the reasons for the poor track record of reforms is that educators—
classroom teachers, in particular—are oft en among the targets of reform rather 

If there is a lesson to be 
learned from the river of ink 

that was spilled in the 
education disputes of the 

twentieth century, it is that 
anything in education that is 

labeled a “movement” should 
be avoided like the plague.

—Diane Ravitch (2000, p. 453)
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than being among the primary players in the conceptualization, evaluation, and 
implementation of eff ective initiatives. Th is chapter is intended to help make you 
a qualifi ed and indispensable participant in education improvement eff orts.

If you attended a public school in the United States, you did so during a 
period of educational reform. Th at’s because, for a variety of reasons, reform in 
education is an ongoing activity. During the past several decades we have seen the 
emergence or reemergence of the “new math,” phonics, whole language, the al-
phabet programs of science (ESS, S-APA, SCIS), Success for All, Back-to-Basics, 
change in the role of kindergarten, Progressivism, Behaviorism, Humanism, the 
Great Books, vocational education, curriculum standards, and of course, No 
Child Left  Behind, to name just a few. Carolyn Orange (2002) lists 125 programs 
that she and her colleagues reviewed as representative of contemporary educa-
tion. Th ese 125 are the ones they selected to review; the list was too long to take 
on all of them. In her epilogue to Th e Quick Reference Guide to Educational 
Innovations, Orange (2002) relates the story of an innovations graveyard in the 
district where she worked:

Schools from around the city sent materials [here] from their abandoned 
programs: whole kits; used but mostly unused products; lots of manipu-
latives, workbooks, and books. Everything was delivered to the doorstep 
of the facility. I was told that on one delivery day, the products were left  
at the front door in the breezeway and most of the delivery was destroyed 
by rain. Brand-new, beautiful materials were literally thrown into rooms 
that were already stacked to the ceiling. Th e materials lay there un-
touched for over a year, dead in the sense that children were not using 
them. Th ey had been sent to the graveyard of abandoned programs to 
rest in peace. Appalled at such blatant waste, I questioned the reasoning 
behind it. Why would schools that claim to have little money waste it on 
programs that they apparently did not want to keep? Perhaps the glam-
our of a program wears off  as soon as a new program appears on the 
scene. Perhaps schools have a genuine lack of knowledge about the pro-
grams or practices appropriate for their educational setting. Unfortu-
nately, they adopt a trial-and-error approach—and the error inevitably 
generates a lot of waste. (p. 120)

We want you to understand that reform is not something that happens to you 
and your work, but instead is an aspect of organized education in which 
you should be a key participant. Such participation is what would make teaching, 
and education, a true profession. Th roughout your career in education, reform 
will likely be a part of your professional life.

Change and Reform
In virtually all things from academics to Zen, from business to biology, from 
weather to work, the common denominator is change. But when it comes to edu-
cation, the call is not for change but for reform. Th e diff erence between change 
and reform is that change can be fortuitous, serendipitous, purely accidental, by 
force of nature, and sometimes by force of will. It can seem good or bad, and it 
can be a consequence of our actions or a goal toward which our actions are di-
rected. People don’t always embrace change, but it is something we can live with 
and, in fact, is something we occasionally look forward to. It’s actually the one 
thing we can count on. As Heraclitus taught, the only constant is change.

educational reform  
The process of im-
proving one or more 
aspects of education 
on the local, state, or 
federal level, either 
piecemeal or as a 
total package. It 
may focus on curric-
ulum or instruction, 
and is usually based 
on some philosophical 
perspective.

09388_13_Ch13_442-469.indd   44509388_13_Ch13_442-469.indd   445 11/19/09   10:14:08 AM11/19/09   10:14:08 AM



446  UNIT IV: Challenges for Today and Tomorrow

Reform, however, is always initiated out of dissatisfaction. Rarely, if ever, do 
folks sit around and think of ways to reform things that are paying handsome 
dividends and going really well. On the contrary, reform is something done be-
cause people don’t like what is happening. It is diffi  cult to fi nd any period in the 
history of education in our country during which someone did not have some 
complaint about “school.” Dissatisfaction has historically been the impetus for 
change, and reform has been the mechanism of choice.

What happened in the 20th century was that “reform” came of age as the 
“reform model.” Th at is, reform itself became part of the institution of education. 
Th e people who did show up for and otherwise infl uenced school board meetings 
and conferences made reforming the school into a business. As parents and other 
citizens backed away and let the institution run itself, “reform” became a vague 
term that could mean virtually anything from “back-to-basics” to the new fron-
tier. Th e model provided sponsorship opportunities for business with no particu-
lar regard for outcomes and a bottomless well of “research” opportunities for 
higher education, again without any particular need to dwell on the outcomes—
for if this reform doesn’t work, something else can always be tried. As Tyack and 
Cuban (1995) note, reforms oft en are add-ons to current programs rather than 
changes that transform.

Th e questions that needed answers in the past are the same questions that 
need answering today. Issues such as whether nonnative speakers of English 
should be taught to read and write in English before doing other coursework 
(which would be conducted in English) are still unresolved. Do any non–college-
bound children need an academic education? Should everybody have a liberal 
arts education? Th ese questions were and still are at the heart of what constitutes 
the American culture and where that culture wants to go. Unfortunately for the 
progressivists, and the traditionalists before them, the function of school in our 
unique democratic society has never been defi ned. Th at lack of defi nition, to-
gether with all of the other factors at work over the years (any time), has resulted 
in what Ravitch (2000) refers to as 100 years of failure in educational reform.

Th e accessibility to educational policymaking that people in our society 
enjoy brings with it responsibility. We all have an appropriate part to play in 
determining the goals and objectives of formal schooling. But people need to 
take part in an informed capacity. We all need to be at the meeting if education 
is going to continue to function with considerable local control. Let’s not con-
fi ne ourselves to the reform model as we become change agents, but for now, 
let’s take a look at the reform model itself, reform and intervention eff orts, and 
how to evaluate reforms and interventions that are being used in, or considered 
for, your local school. You could begin this process by using Activity 13.1 to 
fi nd out what some professionals in education can tell you about the reform 
eff orts they have witnessed.

Reform Model
Th e educational leaders of the early 20th century oft en made the claim that theirs 
was a scientifi c approach to social progress through the schools. But the emphasis 
on schools as the solution to social problems resulted in losing sight of the fact 
that the “science” of education was in the pedagogy of learning, not in schools as 
the instrument of social progress.
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Nonetheless, a reading of the history of education in our country can leave 
one with the idea that educational reform was the headline in every newspaper 
across the country from 1900 to the late 1930s. Th e sense is given that heated and 
intellectually stimulating debate was provided every Saturday evening so that the 
townsfolk could consider the latest commentary of Dewey, Bode, or Bagley. Th e 
impression is made that children across the country were throwing their old text-
books out of the classroom windows and settling into discussion circles to con-
sider what “worthy home-membership” meant. But this was not the case. Th ese 
were essentially discussions among academicians, educational administrators, 
business leaders, and politicians. School today is largely the same as school was 
hundreds of years ago with two major exceptions: Reform is now part of the in-
stitution of education (a big and powerful academic, economic, and political 
part), and somewhere along the way, a cohesive American culture was lost. Let’s 
consider four aspects of the reform model that have an eff ect on education: 
higher education, business, politics, and parents.

Higher Education: The Reform Model 
Finds a Home
Higher education, as the gatekeeper of knowledge, has been associated with 
organized education from its inception. Scholars had long been the disseminators 
of knowledge and acted as curriculum consultants; but as primary and secondary 
education became an institution of society, the new academic discipline of peda-
gogy, the study of the teaching of children, emerged within the context of higher 
education. Departments of education were opened in colleges and universities for 
the preparation of teachers and the study of teaching and learning. Today, as part 
of their professional responsibilities, college and university professors are in-
volved in everything from the academic content of instruction and the peda-
gogical “science” of teaching to the preparation of teachers and administrators to 
the writing of textbooks. Th ough steadfastly maintaining their autonomy from 
the PreK–12 organization, departments and schools of education are nonetheless 
components of the overall institution of education.

Activity 13.1 Reforms You Have Known

For this activity, consider the schools you have attended or work with a local 
school. If your teacher education program includes spending time observing in 

a local school, that would be ideal for this exercise. Make an appointment to 
speak with a teacher or the principal and ask the following questions:

1.  What have been the most effective reform efforts in the school in the past 
5 years? Examples might include site-based management, single-sex classes, 
coed physical education, reading programs, and inquiry-based science. There 
are many possibilities.

2.  Which of those that the teacher/principal lists does she still expect to see in 
place 5 years from now?

3.  What makes some reforms succeed and others fail?

reform model A 
model developed and 
instituted to imple-
ment a philosophical 
and educational per-
spective about how 
best to achieve the 
goals of the school 
and community.

higher education Any 
post-secondary edu-
cation (e.g., commu-
nity college, junior 
college, 4-year col-
lege or university, 
graduate school).
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Despite this close relationship, an atmosphere of animosity oft en exists (at 
least in the larger institutional sense) between the schools and the scholars. 
Certainly, healthy and productive relationships do exist as well, but one need not 
look very hard to fi nd those who argue that higher education’s “ivory tower” per-
spective does not understand the work of classroom educators. Many teachers 
would say that colleges and universities preparing new teachers are far removed 
from the realities of the classroom. Elaine McEwan (1998) suggests that profes-
sors “are protecting their own self-interests: tenure, opportunities to publish, 
and the golden-carrots of government-funded research” (p. 68). To her credit, 
McEwan does not place all of the blame for failing schools on higher education, 
but she does suggest that the tertiary infl uence is just as harmful as it is helpful. 
To a degree she is correct, though at the same time, professors complain that 
despite all of their eff orts to teach new instructional techniques, student teachers 
and fi rst-year teachers wind up teaching in the same traditional manner as their 
supervisors and induction-year mentors.

Th e problem arises because the reform model that has evolved operates in the 
absence of what Senge (1990) refers to as a shared vision. Th e various groups 
within education are not necessarily at cross purposes, but simply have never 
come together to defi ne a common purpose. What has resulted is a system that 
trades on reform. Professors and graduate students do research and develop pro-
grams based on their research because that’s what higher education folks do. 
Some of that work shows up as new programs to be tried in the schools, while 
other work serves to clear a bit more of the path along the way to new insights 
and new instructional techniques. Government agencies fund research and fa-
cilitate work that otherwise could not be done, but at the same time they are 
hesitant to continue funding the same research. Th ey want to see new and diff er-
ent ideas developed. Th erefore, it is not at all surprising to fi nd a lack of continu-
ity, but it is easy to see the emergence of the reform model. Because there is no 
real defi nition of what the schools are supposed to accomplish (academic educa-
tion? character education? democratic education? individualized education?), 
there is no need to focus all of these eff orts, and dollars, toward a common goal. 
Th us, all research is viable, all reform eff orts are legitimate (if the current climate 

Because school reform is inevita-
ble, teachers should strive to be 
active participants in educational 
change.
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is accepting), and despite the fact that nothing really changes, it always looks like 
something is happening. Th at perception is enough to satisfy the current genera-
tion of reformers. Th e model perpetuates reform for reform’s sake.

Business: Who Will Blink First?
Another force that has a reform-based impact on education can be categorized 
generically as business. Given its prominence in a capitalist economy, business has 
never failed to make its interests known or to miss an opportunity to direct the 
course of events. In matters such as primary and secondary education, business 
quietly infl uences change. Business is very much a part of what is right and wrong 
with the institution of education because it infl uences education in three ways: 
tax funding, involvement, and demands. Our intent is not to indict business. 
However, it is important to realize how business aff ects education with regard to 
the reform model.

Tax Funding
Perhaps most apparent in the consideration of business and education is that busi-
ness can signifi cantly aff ect a school district through the tax base that it provides. 
A community with no business presence (i.e., something of the corporate variety 
that employs many people) will not receive signifi cant local tax revenue to supple-
ment the base funding supplied by the state. Th is eff ect trickles down to the sala-
ries that can be paid for teachers and other personnel, the sophistication of in-
structional equipment that can be purchased, and the abundance of supplies that 
can be kept on hand. One cannot fault business, per se, for this situation. However, 
this built-in disparity between school districts virtually breeds reform initiatives.

Involvement
Involvement in the educational enterprise—apart from taxes—is a second 
signifi cant business activity. What we refer to here is sponsorship, grant fund-
ing, and scholarships. Let’s begin with sponsorship. It is not uncommon at an 

Just one third of this sign is de-
voted to the community and the 
achievement of its football team. 
Would businesses sponsor their 
communities and schools with-
out the advertising opportunity? 
What do you think about that?
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athletic event at a local school to fi nd that the scoreboard has been donated by 
business concerns. Logos representing everything from shoes to soft  drinks are 
prominently displayed. It can be argued that without such “sponsorship” (it’s 
really advertising space rather than sponsorship) those scoreboards would not 
be there at all. But if business was truly supporting the school rather than simply 
using it as an advertising venue, there would have been no need to include the 
corporate crest on the board. For as important a concern as public education, it 
may be worth questioning the motives of those funding sources and watching 
to see who blinks fi rst: Will parents and schools refuse the money if it repre-
sents selling advertising space, or will businesses decide that philanthropy is 
not in their best interests? One thing we can tell you is that the existence of 
programming that brings video advertising to millions of students at the begin-
ning of each school day suggests that the parents and schools blinked fi rst.

Involvement also takes the form of grant funding. Many large corporations 
contribute millions of dollars to education in the form of research grants to col-
leges and universities. To their credit, these foundations support a wide range of 
studies—though each, legitimately enough, may impose various restrictions and 
requirements. Also worthy of mention is that not a lot of fanfare is made with 
regard to these grants. Of course they are of great importance in the academic 
world, but companies rarely seem to trumpet their grant-funding activities to the 
general public. Th en again, it is also not surprising that the range of projects that 
get funded—given the millions upon millions of dollars made available—lacks a 
common focus. We don’t mean to imply that all researchers should be studying 
the same thing, but one would expect that given all of the money spent on edu-
cational research through corporate grant funding alone, greater strides in peda-
gogy would have been made by now. Yet Horace Mann’s call in the mid-19th 
century for the need to disseminate a common culture is repeated in the 21st 
century, and John Dewey’s emphasis on solving real problems as part of educa-
tion, suggested in the early years of the 20th century, still rings true. What prog-
ress, one might ask, has reform made?

Demands
Finally, there are the demands of business. Th at business sees the schools as the 
source of its future labor force is good. Th at business sees the purpose of school 
as preparing people for work is philosophically troubling. Th at the reform 
model has turned schools into the training programs for business is less than 
good. Th e return that business wants for its philanthropic and tax dollars is a 
competent, capable, and trained workforce. Th e reform model not only pro-
vides this training but allows schools to shift  gears with the changing demands 
of the work environment.

What is especially interesting about the entire notion of school as a training 
ground for workers is that organized education originally took children away 
from job training and apprenticeships. Yet, the paradigm shift  that introduced 
“practical studies” to organized education goes back as far as the introduction of 
English grammar schools in the 1700s to counterbalance the academic orienta-
tion of the Latin grammar schools. Th roughout the 1800s, the debate continued 
over whether vocational training had a place in the public schools until the city 
of Baltimore opened the fi rst public manual training high school in 1884. Since 
that time, vocational education has soared. A contemporary high school is likely 
to have a sprawling vocational education program, wing, or building providing 
job training in everything from wood shop to fast food-restaurant worker.
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Today, one will not hear a cry from business that schools should produce 
liberally educated young men and women that it can then train to do the work it 
needs done. Instead, you will hear business demand that vocational education 
shift  its focus to a greater degree on computer technology training. Years ago, the 
emphasis was on manual and clerical skills. Years from now, it will likely shift  to 
biotechnology, and perhaps eventually to something such as laser-based telepor-
tation devices that facilitate global business enterprise. What is lost along the 
way? Lost along the way is Aristotle’s contention that our purpose as human be-
ings is to think, and through that thinking to understand our world. In its place 
is the idea that our purpose is to facilitate business.

Politics: The Assumption of Expertise
Business is all about profi t, but politicians control the purse strings when it comes 
to education. Th ere’s good and bad news that goes along with that. Th e bad news 
is that there never seems to be enough money. Th e good news is that money is not 
necessarily education’s biggest problem. Th at statement may seem counter to what 
you typically hear about education. Th is is not to say that education has all the 
money it needs and certainly is not meant to encourage legislators to cut educa-
tion budgets even further. It does simply suggest that more money will not neces-
sarily solve the problems of public education.

According to the Digest of Education Statistics (2008), during the 2004–2005 
school year, the combined spending of all states for elementary and secondary 
education was more than $473 billion. Education is typically the most expensive 
line item in a state budget. South Carolina, a relatively small state, spent in excess 
of $6 billion in the 2004–2005 school year for elementary and secondary educa-
tion. California spent more than $61 billion dollars. Again, this is just for elemen-
tary and secondary education; when public higher education is included, expen-
ditures in these two states is on the order of $9 billion and $88 billion a year, 
respectively.

In 2006, the federal government’s on-budget funds for education (which is 
distributed across many agencies) topped $166 billion (Digest of Education Statis-
tics, 2007, 2008), which comes in fourth aft er defense, welfare, and interest paid 
on the national debt. Th e national average for current expenditures per student 
per year based on these fi gures is approximately $9000. A teacher with a second-
grade class of 25 students is staring at approximately $200,000 worth of funding. 
Th is is a simplifi cation to be sure, but we all must be aware that there is money 
going to education. Th e question is, where is it going and why? In the fi nal analy-
sis, the money must be going either to maintain the program that exists or to 
reform it. Th is paradox of reforming what we also support is characteristic of the 
reform model.

With all of the money going to education, one would think educators would 
get to decide how to spend it. But “politics” is a term that describes the nebulous 
give-and-take of the legislative process. It is a process carried out by people who 
try to resolve a mind-boggling array of issues. It would not be uncommon for a 
legislator to encounter, in a single day, issues regarding grain subsidies, environ-
mental impact debates, nuclear fuel and weapons concerns, the ethical ramifi ca-
tions of cloning, and whether to approve funds for all-day kindergarten. Th e 
scope of the task, let alone the details, can be overwhelming.

Th e ideological umbrella of “politics” somehow makes this system of policy 
development and decision making acceptable even though no other social concern 
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would ever operate in such a manner. Does the medical community come to el-
ementary school teachers for advice on how to provide health services? Did AIG 
ask educators about business decisions? Does Boeing ask a wheat farmer for en-
gineering decisions on the design of new aircraft ? Does the wheat farmer ask 
Boeing for agricultural advice? Has the fi re department come to you and asked 
which equipment would be best to purchase for the station house? Certainly 
not—because these decisions require knowledge that only experts are legitimately 
expected to have. Th at’s what makes them experts. But in politics, there is the as-
sumption of expertise.

Given the range of issues with which politicians are involved, it is virtually 
impossible for them to devote time toward understanding what Bruner (1960) 
referred to as the “structure” of education. Certainly these men and women can 
come to grips with the surface issues swirling around some school topic, but it is 
patently unreasonable to expect that they could, or should, have a conceptual 
grasp of the deeper structure of education (which includes its mission, objectives, 
pedagogy, techniques, facilities, ancillary responsibilities, credentialing, funding 
needs, support services, and cultural impact). Th e political perspective of educa-
tion is typically a superfi cial perspective simply because of the nature of politics.

One might expect that political leaders would turn specifi cally to those who 
do have an understanding of the structure of education for advice. But that’s not 
how the model works. Have you ever heard someone in politics include the phrase 
“When I was in school . . . ” when talking about what to do with education? Sure, 
many people say this, but when it’s mentioned by someone in politics, there is 
particular reason to be concerned. Th at’s because “when I was in school” is off ered 
as some sort of indicator of valid experience for teaching or administering school 
when, in fact, it is only representative of what it was like for that person to be a 
student. It makes no more sense than to walk down to the local hospital and off er 
your advice about how the facility should function: “Well, when I was sick…”

We suggest that the nature of politics is such that the power to make and 
enact decisions breeds an assumption of expertise on the part of the decision 
maker. With regard to education, an experience that virtually all adult members 
of the society share, the result is that decisions are oft en made by people with a 
minimal understanding of the structure of education, with little thought toward 
the long-term eff ects of those decisions. Yet, the reform model is able to accom-
modate this situation because politicians control the funding.

Parents
It certainly can be argued that parents fi nd a comfortable fi t with the reform 
model because most are committed to educational reform only while their chil-
dren are in school. It would also be fairly safe to say that many parents are con-
cerned with their child in school rather than with all children in school across the 
state and nation. Further, simply by virtue of having attended school, many par-
ents are guilty of the same assumption of expertise that we spoke of before. Th e 
reform model fi ts.

Th ere has been ample opportunity for parents to form a collaborative rela-
tionship with the schools. Parents have historically been aff orded access to the 
rhyme and reason of schooling, but they have consistently remained at arm’s 
length. Th e tendency is to complain about what bothers them. Yet, at the same 
time, parents are willing to turn as much parental responsibility over to the school 
as possible. For instance, one study shows that high school parents tend to be as 
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disconnected from the school as their sons and daughters are (Newman, 
1997/1998). Another study indicates that 50 percent of all parents have no rules 
about what television programs their children can watch (Hymowitz, 2001), and 
a survey of 8- to 18-year-olds found that 53 percent said their parents set no rules 
about watching TV and only 20 percent said the rules that were set were enforced 
“most of the time” (Rideout et al., 2005). Th is lack of involvement has the poten-
tial for exposing students to a host of negative infl uences that show up as inap-
propriate behavior while at school. Th e schools are specifi cally charged with 
protecting the safety and health of students while in attendance, a condition re-
ferred to as in loco parentis, meaning in the place of parents. Even organizations 
such as the PTO/PTA (Parent–Teacher Organization/Association) have failed to 
live up to their potential. McEwan (1998) does not spare them from her disdain 
for professional organizations when she writes, “In many local districts, the PTA 
is merely a giant group of cheerleaders and fundraisers for the administration” 
(p. 71). Parent involvement in the success of organized education is a key to our 
social and cultural future. But at the same time, the reform model supports the 
short-range “while my child is in school” perspective typical of parents.

As we have seen, the reform model does manage to keep all constituencies 
occupied in such a way as to make them think that substantive changes are oc-
curring. Th e interesting conclusion, aft er looking over the history of education in 
our country, is that very little has changed. A clear example is the current trend 
toward single-sex schools. As discussed in Chapter 8, it took hundreds of years to 
win equal educational opportunities for female individuals, as well as to over-
come the doctrine of “separate but equal.” Yet, in the early 21st century, we fi nd a 
movement toward separate but equal and various forms of segregation. Th at is 
why we believe it is very important for teachers to understand more about re-
forms, to be proactive rather than reactive to them, and to know how to evaluate 
them with an educator’s perspective. Activity 13.2 is included to provide you with 
an opportunity to interview some of the decision makers in education reform.

Activity 13.2 Interviewing the Decision Makers

This activity is included to help you broaden your perspective of education be-
yond children and teachers in the school. If you do this activity as a group, each 

member of the group could be responsible for interviewing one person.
Identify one individual to interview about education for each of these fi ve 

categories: (1) higher education (a professor or dean would be a good choice, and 
she does not have to be in the college/department of education); (2) classroom 
teacher; (3) someone from the business community; (4) a politician on the local, 
state, or federal level (don’t be afraid to write a letter to state senators and rep-
resentatives); and (5) parents. Ask each of these people the following questions:

 1.  What do you expect from the schools? What should the schools accomplish?

 2.  If you could change one thing about education, what would it be?

 3.  How much of today’s issues in education is related to money?

Consider their responses:

 • What common themes, if any, did you fi nd?

 • How do the opinions differ?

 • What are the implications for the work of a classroom teacher?

F I E L D  O B S E R V A T I O N

09388_13_Ch13_442-469.indd   45309388_13_Ch13_442-469.indd   453 11/19/09   10:14:14 AM11/19/09   10:14:14 AM



454  UNIT IV: Challenges for Today and Tomorrow

A Brief Look at Some Reforms and Interventions
Th ere are hundreds, and likely thousands, of educational reform or improvement 
programs in the schools across the country today. When school closes for the 
summer, administrators, teachers, professors, graduate students, parents, and 
business leaders sort through the results of last year’s programs and plan what will 
be done next year. Grants are written, and the logistics of implementation are laid 
out. Reform can sometimes appear to be as big an undertaking as the whole of 
the educational institution.

Any outline of the various programs aff ecting the nation’s schools would 
have to be highly selective. Further, naming the “top 10” reform eff orts 
would be virtually impossible, because any program is a function of the par-
ticular needs of the particular school. Perhaps the reading curriculum in your 
local school is simply fantastic, but science is in need of attention. In another 
school, the situation could be the reverse. Th erefore, what we want to do is of-
fer some distinctions between reform eff orts and provide an example of each. 
When you start to visit schools or talk with educators, board members, and 
perhaps politicians, you will be able to start organizing what you hear to better 
understand just what is going on.

We will look at two versions of educational initiatives in particular: reform
and intervention. A reform is a program that seeks to replace some aspect of the 
current educational operation. It could be a matter of philosophy, administrative 
style, curriculum, instruction, or conceptualization. In any case, what has been 
done up until the point of the reform eff ort will be eliminated, and something 
new will take its place. For example, the look-say method (Dick and Jane) re-
placed the phonics approach in many schools. Individual schools did not provide 
phonics to some children and look-say to others; instead, they reformed their 
reading instruction program by replacing one approach with the other. Eventu-
ally, a phonics approach replaced the look-say method.

An intervention is some eff ort that supplements normal procedure either 
by providing remediation or enrichment, or by extending or reducing respon-
sibility or authority. Interventions typically are in response to some specifi c 
need, and though they can be a permanent change, they oft en do not have the 
intended longevity of a reform. Programs that pull specifi ed children out 
for remedial reading instruction exemplify an intervention. Th e regular 
reading program has not been replaced, and the child’s remediation can be 
discontinued if she improves her reading ability. Th e same is true of enrich-
ment programs.

Reforms
If you read in the newspaper that the test scores in your district were very low so 
the superintendent has recommended changing to a new reading instruction 
program, the message is that the curriculum is in need of reform. If you hear 
terms such as “state systemic initiative,” you know that reform is on somebody’s 
mind. If your local newscast mentions that the school is going to adopt an “open 
concept” approach to teaching, you know that one instructional approach is go-
ing to be replaced by another. Th e following subsections present more examples 
across several categories.

intervention An edu-
cation effort that 
supplements normal 
procedure either by 
providing remediation 
or enrichment, or by 
extending or reduc-
ing a teacher’s re-
sponsibility or au-
thority (as in a 
pullout program).
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Curricular Reform
You have very likely heard that your state has adopted curriculum benchmarks, 
frameworks, or standards for each of the subject areas taught in the school. Th is 
represents a curriculum reform because it involves determining what students 
will learn. Even more to the point, these eff orts revolve around establishing 
standards—that is, the minimum learning expectations for all children. Bench-
marks typically spell out the hierarchy of knowledge and skills for which students 
are responsible at each grade level. See Appendix C to help you fi nd the websites 
for the standards for your state.

Instructional Reform
Instructional reform programs seek to fi nd better ways of teaching informa-
tion, particularly in view of student diversity. An example is the whole language 
approach to reading instruction. Some might argue that this represents a curricu-
lum issue rather than instructional reform. We consider it instructional reform 
because in terms of what is happening to the student, it is simply a matter of how 
she eventually gets to the point of reading. Another approach to reading instruc-
tion (if we look at reading instruction in very broad terms) is phonics. A third 
approach is comprehension based; that is, the content is taught from a reasoning 
and thinking perspective so students can become independent learners.

Our discussion of educational history notes that the “look-say” method of 
reading instruction replaced (and later was replaced by) the phonics approach in 
many public schools. Whole language, which has given rise to a new perspective, 

emergent literacy, was an approach to read-
ing that extended the “look-say” method 
with primary emphasis beginning with the 
whole text and proceeding to its parts. Pro-
ponents argued that people learn language 
in this way, and thus should learn to read 
this way as well. Opponents believed that 
this leads to guessing at the meaning of 
words and problems with spelling, and ad-
vocate proceeding from the parts to the 
whole. Th e division between phonics advo-
cates and whole language advocates has of-
ten been a sharp one, so tread carefully but 
deliberately when investigating these orien-
tations (as well as other controversial is-
sues). And remember that the purposes of 
reading (a reading book or a social studies 
text or a newspaper) are to construct mean-

ing, not just memorize words or produce sounds, and to refl ect on the ideas, mak-
ing changes in one’s behavior.

Class size is another example of an instructional reform eff ort. In this case, 
the content of what students are taught is not changed, but the number of stu-
dents in the class at one time is decreased. Th e long-held idea is that smaller class 
sizes would yield greater academic achievement. Unfortunately, some eff orts have 
failed to fi nd the right combination of several factors. Achilles and colleagues 

Class size is an example of 
instructional reform because 
there is no effect on what is 
taught, only how it is taught. 
The long-held idea is that 
smaller class sizes would 
yield greater academic 
achievement.
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curricular reform An 
education reform 
based on the devel-
opment or adoption 
of the content to be 
taught at various 
points in a student’s 
educational experi-
ence. The content is 
organized in grade-
level standards.

instructional reform  
An educational re-
form based on a set 
of coordinated and 
differentiated strate-
gies (both diagnostic 
and instructional) by 
which teachers and 
students address the 
curriculum.
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(2002) suggest that the key is not just in the number of students. He and his col-
leagues indicate that three conditions must be met for eff ectively using smaller 
class sizes:

 1.  Early intervention. Students start schooling in small classes in kindergarden 
or prekindergarten.

 2.  Duration. Students are in small classes for at least 3, and preferably 4, years.
 3.  Intensity. Students are in small classes all day, every day. (p. 25)

Even more unfortunate is that during diffi  cult economic times, small class 
size is considered a luxury that the district cannot aff ord. In this case, the concept 
of the reform may be legitimate pedagogically, but the diffi  culty was in the eff ec-
tive implementation.

Administrative and Conceptual Reform
Rather than focusing on what is taught (curricular reform) or how it is taught 
(instructional reform), administrative and conceptual reforms address the orga-
nization and operation of schools. For example, these could include the gover-
nance structure within a school or the manner in which students are grouped for 
instruction.

One of the most pressing reform issues is likely that of multiculturalism. 
Proponents suggest that multicultural education provides children with a respect 
and appreciation of the world’s cultural diversity. As with any issue, there are 
other perspectives. For example, one could certainly ask at what age children are 
prepared to understand and appreciate cultural diff erences and global commu-

Feature 
13.1

T E A C H E R  T E S T I M O N I A L

Education Reform and the Teacher

It was 1957 when the Soviet Union beat the United States 
into space with launch of Sputnik. Those were some scary 

times in the world. At noon, every Saturday, the wail of a 
siren would pierce the quiet, reminding everyone that nu-
clear missiles were pointed in our direction. Education sud-
denly became a matter not of reading, writing, and arithme-
tic, but of national defense. What was wrong with the 
United States? Why were our children so backward that the 
Soviets could beat us into space with the fi rst satellite?

The response to Sputnik obviously was not the start 
of school reform in the United States (John Dewey’s 
ideas predate that period by nearly fi ve decades), but it 
is my fi rst recollection of the “reform movement.” How-
ever, the emphasis on national defense in the reform 
movement lasted for quite some time, providing 
National Defense Student Loans (NDSL) for many fi rst-
generation American college students. I took advantage 
of that opportunity, and it took me a lot of years to pay 
my NDSL loan back after graduation.

It is pretty safe to observe that the concept of re-
forming our American education system is not a new 
idea. You may not know it, but during your years in 
PreK–12 education there were many new programs, 
changes in teaching techniques and materials, schedul-
ing experiments, and curriculum adjustments going on. 
Some things worked and some did not. But when it 
comes to an institution that is so important not only to 
our national defense but to our national character, it is 
probably good that we are continually viewing a variety 
of ideas. I knew a corporate CEO who constantly ad-
monished the employees in his worldwide company 
to continue improving. His mantra was, “When you 
stop getting better, you stop being good.” The continu-
ing push for education reform, school reform, or 
classroom reform should be viewed as a major benefi t 
to those whose goal it is to be the best possible class-
room teacher, because it can help them to keep getting 
better.
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step into the classroom
TEACHSOURCE
Video Case 13.1

Inclusion: Grouping Strategies 
for Inclusive Classrooms

Go to the student premium website and view Inclusion: Grouping Strategies for 
Inclusive Classrooms. Chapter 3 discusses the topic of inclusion, which seeks to 
keep children with special needs in the regular classroom throughout the day. 
This represents an organizational reform in that rather than isolating children 
with special needs from the general population (the traditional approach), it 
combines these two populations throughout the school day. In this video, you 
will see how the teacher works with an inclusion specialist to maximize each 
student’s educational experience. Consider these questions:

 1.  What social benefi ts do you see for students by using this approach?

 2.  What benefi ts do you see for improving the educational experiences of chil-
dren with special needs and children in the general population?

From John Dewey to Maria Montessori, from pho-
nics to whole language, from Open Education to State 
Standards, there are nuggets of educational gold, in 
some cases, golden hills. As the leader in your class-
room, you will continually look for ways to help better 
engage, enliven, and educate your students. Reading 
the literature accompanying the current reform move-
ments will help you uncover tactics that may work for 
you. Involving yourself in the staff development that is 
steering you into the newest solution to the continuing 
educational crisis will help you maintain your under-
standing of those with whom you are building your 
daily learning community.

As an educator, you will also continue to be assaulted 
by those who can identify the problems with our schools 
and those who fervently believe they carry the solutions. 
Be grateful for their presence. Their caring, their concern, 
their calls for change are all a reaffi rmation that you, as 
an educator, are at the center of the community, working 
daily to shape the lives of those who will eventually shape 
our world.

I would like to encourage you to also look at educa-
tion reform in a broader picture. That is, rather than 
thinking of it as “Reform” with a capital R—something 
that overtakes an entire school or district—think of it 
also as the continual reforming of your own skills and 
techniques. When it comes to educational reform, not 
everyone needs to be a trailblazer. Read, reason, and 
respond in the way that makes the most sense for the 
learning community that is your classroom. It is your 
own professional development and openness to new 
ideas that will have the most immediate effect on the 
way your students learn.

Richard Puffer is currently a professor of communica-
tions and the director of the Byerly Foundation, a non-
profi t organization that funds educational improvement 
initiatives. He has served as the public relations director of 
a major international corporation and was a school board 
president during the diffi cult years following the end of 
segregation in our public schools.  •

nity membership. Th e answer is not so much a matter of a given age but rather a 
function of the manner in which multiculturalism becomes a part of the greater 
educational fabric.

Today, multiculturalism as a reform movement is well-intentioned, though 
still in its formative stages and lacking in cohesive goals. Although educators such 
as McEwan (1998) may question just how much the movement contributes to 
academic learning in the schools, you might be able to see a parallel with another 
reform movement. Progressivism described in Chapter 9, elements of which 
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remain evident today, stalled as a movement because even its staunchest propo-
nents were divided as to what progressivism represented and sought to accom-
plish. James A. Banks, who may be to multiculturalism what John Dewey was to 
progressivism at its beginnings, recognizes multicultural education as “an idea, an 
educational reform movement, and a process” (1997). It takes time, of course, for 
an ideology to develop and coalesce, and this is the task that multiculturalism 
faces early in the 21st century, which brings us back to the question of what the 
schools are supposed to accomplish. Do you see how important these questions 
have become?

Interventions
Th e previous examples were classifi ed as reforms because they sought to replace 
one perspective, approach, or curriculum with another. Interventions seek to, 
well, intervene. Th ough an intervention can be intended as a short-term remedy 
for a specifi c problem (e.g., supplementing a child’s regular mathematics instruc-
tion), it can also be a program added to the curriculum with a long-term perspec-
tive. Enrichment programs under the heading of “gift ed and talented” are an ex-
ample. In this case, the regular school program remains intact, but special 
opportunities are available to students who qualify for the experiences. Interven-
tions typically supplement rather than supplant.

Curricular Intervention
Th e multicultural movement falls under the heading of administrative and con-
ceptual reforms because it seeks to change the tone of the entire curriculum. By 
contrast, character education, as an example, is an intervention designed to sup-
plement the curriculum with experiences not addressed in the explicit curricu-
lum. Th e curriculum remains intact, and topics, such as character education 
terms posted on a classroom wall each day, are presented to and discussed with 
the students.

Th ough the topic of character education is as current as they come, it is a 
debate that can be traced back at least 100 years in American education. In the 
tumultuous 1920s and 1930s, John Dewey was a strong advocate for character 
education. His suggestions were negated by educational research at the time that 
indicated that character education did not signifi cantly aff ect children’s behavior. 
Th e years since have caused considerable pause for refl ection.

Chief among the problems facing character education eff orts today, whether 
formal packaged programs or locally fashioned eff orts, is the diffi  culty in defi ning 
just what sort of character should be educated. Concerned about the lack of civil-
ity in much of society, Burns (2003) suggests that teachers begin with manners 
and describes how he developed them in his classes. Th omas Lickona (2000) sug-
gests a program directed toward core ethical values. Th e various constituencies 
disagree as to what character traits would constitute such values, and there is an 
ongoing fervent debate whether the school should be responsible for teaching 
them. It is not at all plausible to argue against character education, and many 
would argue that providing a value-free educational system would be impossible. 
Personal interaction necessarily involves the communication of value statements. 
What are our common core values? Are they honesty, telling the truth, respecting 
others regardless of racial or ethnic backgrounds—the values considered appro-
priate or highly appropriate by 95 percent of the general public in one research 
study (Schaeff er, 1997/1998)? Are there others? If so, what are they?
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Instructional Intervention
An example of instructional intervention that is widely used and may well be in 
place in your local school (either as the formal package or as a variation of it) is 
Reading Recovery. Th is program was developed in New Zealand and introduced 
to the United States in 1974 through the National Reading Recovery Center at 
Ohio State University. Th e program provides one-on-one reading remediation 
with a whole-language orientation to the bottom 10 to 20 percent of fi rst graders. 
It is a pullout program that requires a contractual agreement with the parents of 
children enrolled to provide support for the activities.

Reviews of the program (Northwest Regional Educational Laboratory, 
1998; McEwan, 1998; Orange, 2002) acknowledge both the eff ectiveness of the 
program and its staggering costs. Orange and McEwan add that questions have 
been raised about the reporting of the results; neither author discounts that 
the program can be successful, but both suggest that credibility could be an 
issue. Finally, though not the fault of the program developers or those who 
implement it, one must wonder if there is not another question to be addressed 
if signifi cant numbers of children who have just started school are candidates 
for a “recovery” program.

Administrative and Conceptual Intervention
Another intervention that has become quite popular in recent years is that of 
mentoring. We have included it under the heading of Administrative and Concep-
tual Intervention because teacher-to-teacher mentoring is administrative and 
student mentoring is conceptual—that is, the focus is on socioemotional develop-
ment rather than academic instruction.

Sweeney (1990) identifi es fi ve forms of mentorship with regard to induction-
year teachers: orientation, collaboration, sharing, jointly solving a problem, and 
encouragement. Similarly, a mentor teacher may assist a beginning teacher 
through the stages that Wong and Wong (2009) identify: fantasy, survival, mastery, 
and impact. In any case, mentoring programs are designed to intervene at this 
critical time for the express purpose of improving the transition to the classroom 

step into the classroom
TEACHSOURCE
Video Case 13.2 Assistive Technology in the Classroom

Go to the student premium website and view Assistive Technology in the Class-
room. As the term implies, “assistive technologies” improve a child’s ability to 
gain access to educational experiences. Thus, what we have is an intervention 
rather than a reform. In this case, you will see an example of an instructional 
intervention. Note that the curriculum is the same for this youngster as it is for 
the other children. It is the intervention that differs. Consider these questions 
with regard to what you see in the video:

 1.  Thinking long term, what sort of impact do you feel assistive technology 
will have on the quality of this youngster’s life and on the lives of others 
such as she?

 2.  This book contains an activity strand called “Designing the School of the 
Future.” How might assistive technologies be included in reform efforts for 
the school of the future?
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so that the student’s educational opportunity is not compromised by the teacher’s 
instructional inexperience.

Mentoring programs can also be established for students. A mentor relation-
ship is not the same as the relationship between student and teacher. Th ere is less 
formality to the mentorship than in the traditional instructional setting. For this 
reason, mentorship programs can be an eff ective utilization of parental and com-
munity involvement. Th e typical stumbling blocks to a sound mentorship pro-
gram in this regard are the failure of schools to provide adequate training for the 
volunteers and that ever-present nemesis in education: the failure to clearly ar-
ticulate the goals and objectives of the program. Th is becomes particularly prob-
lematic with the use of volunteers because “mentoring” becomes synonymous 
with “buddy,” and that is not what a mentoring program is about.

What Makes a Reform Effort Exemplary?
Th e previous section discusses reforms and interventions that have already oc-
curred. As you can see, such initiatives are everywhere out there. Even more im-
portant is that there are scores of “unoffi  cial” interventions as well. By unoffi  cial 
we mean those that may have been established in a local school (these are typi-
cally confi ned to a single school rather than being a district-wide program) be-
tween teachers and community members, such as parents of children attending 
that school. Th ough these are not always without merit, it is unlikely that such 

These two classroom styles do not change the explicit curriculum. But do the implicit messages change 
(e.g., valuing cooperative work or individual work)? What would your position be on organizing students 
into small groups as an instructional reform?
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eff orts will have a sound research base, a proven record of success, a plan for ac-
curately assessing educational impact, and a team of credentialed individuals. 
Th ese eff orts are high on good intentions—and may even produce some positive 
results—but they are not sound elements of pedagogy, and yet other people’s 
children are involved. When you examine such programs with the guidelines we 
provide next, you will be able to determine which, if any, deserve your support.

Now we take the bold step of addressing the question, “What can I do about 
infl uencing reform?” In particular, we want to take the perspective of you as a 
teacher, a credentialed professional in the classroom. In addition, being an in-
formed participant in the process will be an important contribution that you can 
make as an adult who pays taxes and perhaps as a parent with a child in the pub-
lic schools. So, we present it here as a challenge to you: as a teacher, a citizen, a 
parent, or an administrator, use the information that follows to empower your 
informed participation in the progress of school.

Th e review approach that we off er here has three major categories:

 1. Th e need for the program
 2.  Th e nature of the program
 3.  Th e implementation of the program

Th is is not intended as a simple-to-use 5-minute checklist of educational re-
form. What follows will require you to develop your critical thinking skills. You 
may be using this format for considering a program that will cost your district 
millions of dollars over some number of years or a program that the teacher of 
your fi rst-grade child would like to off er, so it needs to be both comprehensive 
and practical in the context of providing informed collaboration. You merely need 
to ask some simple questions; the answers will provide a clearer picture of what 
is being done.

Category I: The Need for the Program
As you begin to evaluate a proposed reform or intervention, the fi rst category of 
questions concerns the need for the program. Education dollars are already ex-
pected to go a very long way, so it is important that they be spent wisely. As in any 
other industry, something new is always coming down the line, and is always an 
updated and improved version of the older products. Th e question remains 
whether a particular school needs a particular product, and whether the product 
is a good fi t for that school and its circumstances.

Why Is This Program under Consideration?
It is reasonable for you to ask why the program is being considered at all. If there 
is a need for this program, there should be indicators pointing to the need for this 
particular change, addition, or deletion to the established curriculum. If the pro-
gram is one of professional development of the teachers, there should similarly be 
identifi able reasons for doing what is going to be done.

What Evidence Is Available to Support the Need for the Program?
“Evidence” and “documentation” are not terms that are foreign to school person-
nel. You should understand that evidence and documentation can come in many 
forms. It is also true that some forms are more appropriate than others. With re-
gard to student performance, appropriate evidence may be supplied in the form 

09388_13_Ch13_442-469.indd   46109388_13_Ch13_442-469.indd   461 11/19/09   10:14:24 AM11/19/09   10:14:24 AM



462  UNIT IV: Challenges for Today and Tomorrow

of standardized test scores. Do not be intimidated by responses that speak of 
percentiles, z-scores, and standard deviations. Th ose numbers are intended to 
quantify some aspect of achievement, aptitude, or potential. Standardized tests, 
however, are only as good as the norm group that was used to set the standards. 
Be sure that the norm group for the test matches the characteristics of your school 
district.

Teacher-made tests are good indicators of student performance if the pro-
gram under consideration is intended to provide services to one or a small group 
of students. Th ose tests, however, should be available for review, and the designers 
of those tests should be able to explain their rationale plainly and logically.

Teacher observations are another good source of information. If this is the 
situation, those observations should be documented. Th e date, time, and circum-
stances surrounding the observations are data that should not be dismissed out 
of hand. Th e use of anecdotal records is not inappropriate, but as Stiggins (2001) 
indicates, relying on nothing more than one’s memory of an event is rarely, if ever, 
a sound foundation for evaluating a situation.

What Purpose Will the Program Serve?
What will be diff erent as a result of this program? If this is a reading program, will 
students be better readers? Better at comprehension? Better at word recognition? 
Better at sounding out unfamiliar words? If this is a math program, will the stu-
dents be better at calculations? Better at word problems? Better at problem fram-
ing? Th ere are many dimensions to virtually any undertaking in the school cur-
riculum. Even more to the point, there should be some indication of the degree 
of signifi cance of that change. Will students improve an entire grade level (watch 
out if this is the claim)? Will they be able to speak a foreign language fl uently? 
Will they lower their cholesterol to a number below the national average? Th e 
proposal for an educational program should be able to indicate what diff erence 
will be made by making a change to this new, or at least diff erent, method.

Are There Any Other Programs Like This Available?
People do comparison shopping on a regular basis and with reference to a host of 
criteria. It is not improbable that those who identifi ed the program under consid-
eration also considered other versions of the same thing. Th e education market is 
very big and very competitive. Th ere are many products out there. If the program 
you are considering comes in several varieties, ask why this particular program is 
being considered. It is also possible that the program is the only one of its kind 
available, especially if it involves a grant-funded project with a university or is a 
classroom-level program that will utilize the talents of local parents or commu-
nity members.

Table 13.1 Category I: The Need for the Program

Why is the program under consideration?

What evidence is available to support the need for the program?

What purpose will the program serve?

Are any other programs like this available?
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Category II: The Nature of the Program
What is the program all about? Begin with fi nding out who developed the pro-
gram. Th is may be a collaboration between school personnel and faculty from a 
college or university, or perhaps with local business people or parents. Or the 
program could be a sophisticated product marketed by some educational enter-
prise. It is also possible that the program has been developed “in-house” at either 
the state, district, or school level.

Program Characteristics
Aft er you have learned who developed the program, determine whether the pro-
gram is intended as a reform or as an intervention. Essentially, a reform will make 
the claim of changing the way things are done on a fairly broad scale. For in-
stance, a new mathematics curriculum for the entire school or district would fall 
into the category of reform. Eff orts that change the requirements for teacher cer-
tifi cation would also constitute reform. Interventions, on the other hand, gener-
ally leave the daily operations intact but aff ect some small, problematic segment 
of what is happening. For example, a pullout program that provides individual 
assistance to one child would be an intervention. In the same vein, an enrichment 
program would also constitute an intervention.

Th e importance of the distinction is in the scope of the eff orts. Reforms can 
be expected to be expensive and expansive, require changes in pedagogical phi-
losophies, and almost always necessitate training of personnel. Interventions of 
an instructional nature can oft en be put in place with little, if any, additional 
funding and, depending on the sophistication of services being off ered, with little 
bureaucratic attention.

What is the specifi c target of the program: curriculum change, instructional 
change, enrichment, administrative change, or something to do with credential-
ing? With regard to credentialing, the credentials involved could be administra-
tive, teacher, or staff . But that’s not all. Substitute teachers, teacher’s aides, parent 
volunteers, and student teachers (together with their college/university supervi-
sors) are expected to have some sort of credentials.

If the program seeks to change the curriculum (either in terms of the “stan-
dard” curriculum or the provision of remedial services) or to provide enrichment 
activities (which can include academic or extracurricular activities), the program 
description should note how broad the eff ect should be. Some programs, as we 
have discussed, are provided for just one child at a time, whereas others may ad-
dress the entire district. Determine whether the program you are assessing is 
targeted toward individuals, a classroom, an entire grade level, a school, or the 
entire district. Th is will give you not only a clearer idea of the human resources 
necessary to implement the program but also a sense of how many children are 
being served in relation to the amount of fi nancial resources being expended.

Program Development
Programs that are off ered through a college or university and published programs 
should certainly be based on research that supports their claims. Do not assume 
that the research basis is there just because higher education folks are involved or 
because the proposal comes in a nice box with three-color graphics on the front. 
Ask whether such a basis exists. If the answer is yes, take notes. If the answer is 
no, proceed with open-minded caution.
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Next, ask whether the program has been tested in other schools. Th e fourth 
dimension of the Northwest Regional Educational Laboratory screening of pro-
grams asked for evidence of replicability. Th at is, can the program be replicated 
in other schools? A program that has had success somewhere else has a greater 
chance of being successful in your school. At this point, the question is “fi t” rather 
than viability of the program. If the program has been tested in other schools, the 
follow-up question is whether those schools are similar to your school. A pro-
gram that enjoyed great success in a well-to-do suburban setting is not necessar-
ily a good match for an underfunded urban setting.

Claims
Now is the time to fi nd out the specifi c claims of the program. If you have waited 
until now to ask this question, you will be able to listen to the claims from a more 
informed perspective. You should know at this point whether the program has a 
solid research foundation, whether it has a record of success, and precisely what 
the targets are in terms of program characteristics. All of this casts a very diff erent 
light on what you will be told the program can accomplish. In addition, having 
come just this far, you should feel good about the quantity and quality of informa-
tion you have collected. You may notice that you are beginning to feel more like 
a professional educator. As you take notes about the claims, keep in mind that no 
program can be all things to all people. If the list seems to be going on and on, 
there is reason to pay particular attention to the nature of the claims. For instance, 
goals and objectives are oft en considered to be synonymous when, in fact, they 
are not. Th e goal of a particular program may be to increase reading comprehen-
sion of fourth graders by one grade level. Objectives might include determining 
the reading level of each child who will participate in the program and designing 
appropriate experiences to allow that child to gain one year’s reading improve-
ment. Under these conditions, it is possible that at the end of the program no 
child will be reading on a fourth-grade level, yet the program could be a tremen-
dous success. How? If all of the fourth graders were reading on a second-grade 
level to begin with (not a far-fetched possibility), one year’s improvement could 
still have them one year behind. Whether this is a good thing or a bad thing is 
another question. As you listen to the claims, try to separate the goals from the 
objectives and ask for clarifi cation whenever the two seem to be getting confused, 
and particularly whenever goals seem to be giving way to desires.

Claims made for programs should 
be both verifi able and indicative 
of having a positive impact on 
student learning.
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Category III: Implementation
Th e trail of reform eff orts in the country is littered with good programs that were 
poorly implemented. By empowering you as a highly educated professional who 
understands teaching and learning, we hope to see that trail become a superhigh-
way of innovation. And so we now turn to the question of how this program will 
become a reality in the schools. It is important to identify who will actually do the 
work of implementing a new program. Is it really feasible to ask teachers to do yet 
another task? Are there funds for hiring specialized personnel? Chief among the 
sins of implementation is inadequate preparation of those who will deliver the 
program. Th at’s why we recommend asking about the training of those who will 
conduct the program, as well as asking about the costs involved.

Who Will Do the Work?
Good ideas are wonderful things, but without the people to implement them, 
they cannot become any more than that: good ideas. Th is could be a rather com-
plex issue. For instance, perhaps the work will be done by community volunteers, 
but the scheduling of the program and making students available will have to be 
coordinated by the teacher. Th is also means that the teacher must account for 
working with a diff erent class size for her own work and still be sure that the 
students participating in the program are not losing ground in other areas. If 
administrators will be responsible for implementation, that will usually avoid any 
loss of instructional time.

What Materials Will Be Needed?
Will additional books or other printed materials be needed for the program? Will 
there be a need for additional computer hardware, soft ware, or other “technolo-
gies”? How about specialty work areas? Will the participants require access to 
special materials for their work or for their safety? Will there be a need for con-
sumables? Consumables are supplies that get used up during a lesson or activity 
and must be replaced for the next time around. For instance, using batteries in a 
science class will require that those batteries get replaced at some point. We are 
sure that this sounds obvious to you and probably like not much of a problem. 
However, if you chat with a teacher or two, you will fi nd that many programs 
languish in storage closets and bins because aft er the fi rst time through there was 
no budget for replacing the consumables that were used.

What Training Will Be Required?
To implement this program, will it be necessary to conduct training sessions for 
those who will eventually deliver the program to the participants? You can prob-
ably recall some point(s) in your own educational experience when a brave new 
program was put in place. Th e materials were there, renovations to the classroom 

Table 13.2 Category II: Issues Related to the Nature 
of the Program

Program characteristics

Program development

The claims
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area were complete, and all was ready to go. Th e only problem was that no one 
ever got around to teaching the teachers how to do this neat new thing. Perhaps 
it was the shift  to “open classrooms” in the mid-1970s. Or it could have been the 
new math of the mid-1960s. It takes time and planning to prepare people to do 
something diff erent from what they’ve been doing. Th at aspect of implementa-
tion needs to be just as well conceived and arranged as any other element.

Th is extends to nonprofessional personnel as well. If community members 
are recruited into working with the school, they must be made aware of the many 
restrictions under which the school operates. What can and cannot be said to a 
child is an important issue. Whether it is permissible to put a hand on a child’s 
shoulder is part of some school policies today. Even the way people dress to come 
and work with children is an important concern. If the program you are consider-
ing falls into this category, ask whether these people will receive any sort of in-
doctrination, professional oversight, and evaluation.

What Costs Are Involved?
At this stage of your involvement with school programs, it is not necessary to access 
detailed budgets of anticipated programs. In fact, if the program does involve sala-
ries of specifi c individuals, it may be virtually impossible for you to review a de-
tailed budget. However, you certainly can get an idea of the scope of the project. If 
the principal tells you that this program will cost the district about $100,000, you 
should already have a good idea of whether that seems reasonable. If a teacher tells 
you that the program she is going to run for her students won’t cost anything, you 
probably have a pretty good idea of how reasonable that is as well.

■ ■ ■

Th at wasn’t so bad, was it? It certainly is not a process that is beyond your ca-
pabilities. We are not trying to launch you on a career as an investigative journalist 
or brand you as the local educational gadfl y. But there are two things to keep in 
mind. One is that whenever you hear about dollars being spent on one program or 
another, some of those are your taxpayer dollars, and you are entitled to know if 
they are well spent. Th e other point is that when it is all said and done, by virtue of 
the involvement you have had through this inquiry, you can share in the “owner-
ship” of this project and should be prepared to off er your assistance in any manner 
that is suitable. Th is sort of inquiry is but one aspect of being a change agent, that 
is, helping to determine whether this is the right change to make. Th e potential for 
reform in education is one of the most exciting aspects of the institution because it 
admits of an openness to change and improvement. We believe that teachers, as 
professional educators, should be key players in that exciting and dynamic aspect of 
the institution of education. It can happen if teachers empower themselves fi rst by 
becoming informed collaborators in the process. We hope that you will accept the 
challenge presented here. Activity 13.3 is an opportunity to put the guidelines pre-
sented here into use as you research a reform eff ort of your choice.

Table 13.3 Category III: Implementation

Who will do the work?

What materials will be needed?

What training will be required?

What costs are involved?

change agent One 
who participates in 
curriculum or in-
structional dialogue 
with the purpose of 
making positive 
changes in the school 
program. A change 
agent is also one 
who institutes cur-
riculum or instruc-
tional reform in the 
classroom or at the 
school level.
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Activity 13.3 Evaluating a Reform Effort

Reform efforts are all around us in education. Even on your campus there may 
be institutional efforts such as strategic plan development, quality enhance-

ment plans, curriculum reform reviews, and program assessment development. 
The local schools may be involved in implementing a new reading, math, or sci-
ence program. The district could be investigating site-based teacher empower-
ment programs or considering year-round schooling. There are many possibilities 
for you to research.

 1.  Select the level you wish to research (early childhood, elementary, middle, 
high school, college/university). Identify an appropriate contact person (e.g., 
teacher, principal, curriculum coordinator, professor, dean). Ask that person 
about the reform and intervention activities at her institution and select one 
to research.

 2.  Use the Internet to do some background research on your topic. For instance, 
you might type “teacher empowerment” into a search engine to get you 
started on that topic.

 3.  Use the information from the Internet to answer the questions in Category II: 
The Nature of the Program. Note: We recommend that you begin with Cate-
gory II so that when you speak with the contact person, she can inform you 
about the topic rather than educate you about it.

 4.  Now that you have researched the initiative, arrange to speak with your con-
tact person about the questions from Category I: The Need for the Program 
and Category III: Implementation (see Tables 13.1 and 13.3).

 5.  Draw your own conclusions about the situation. Is the reform prudent? Is it 
being implemented appropriately? What do you predict for the short- and 
long-term results of the effort? Explain your fi ndings in a report to your class, 
if possible.

Our intention has been to extend the notion of an in-
formed consumer from one who knows about some-
thing to one who also knows how to fi nd out about
something to make eff ective decisions. It is important 
that you understand that the perception people have of 
you may well change from this point forward. Th at’s 
not necessarily a bad thing, but something of which 
you should be aware.

It is also important, however, that you keep the 
fundamental problem in mind. Th at is, even with a 
more informed perspective on the reforms and inter-
ventions that take place in your local school, reforms—
as we have discussed them thus far—are no more than 
minor adjustments that the educational institution will 
tolerate for the time being. Don’t be lulled into think-
ing that a well-researched and well-implemented inter-
vention will necessarily turn the schools around. Per-
haps it will. Let’s hope so.

Here are some of the highlights of our review of 
educational reform and our look at evaluating reform 
proposals:

 1.  Education reform will likely be a part of your pro-
fessional life throughout your career.

 2.  Unlike change, which is inevitable, reform is always 
a reaction to some dissatisfaction with the educa-
tional system.

 3.  Higher education, business, politics, and parents all 
play key roles in the relative success or failure of 
reform eff orts.

 4.  A reform is a program that seeks to replace some 
aspect of the current educational operation.

 5.  An intervention is an eff ort that supplements nor-
mal procedure either by providing remediation or 
enrichment, or by extending or reducing responsi-
bility or authority.

Conclusion
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Conclusion—cont’d
 6.  Th e questions in Category I for reform assessment 

are designed to identify the need for a reform or 
intervention initiative.

 7.  Category II questions for reform assessment exam-
ine the characteristics of the proposed program in-
cluding the claims being made.

 8.  Category III for reform assessment investigates the 
plans for implementation of an initiative. Th is can 
involve a consideration of costs, materials, and 
training.

 9.  Teachers can play a signifi cant part in the evaluation 
of reform and intervention proposals.

Key Terms
educational reform
reform model
higher education
intervention

curriculum reform
instructional reform
change agent

Case Studies in Education
Enter the information from the table below into the 
Educational Record for the student you are studying.

Child’s “Fit” with Traditional 
Education 

Parents’ View 
about Classroom Research

Parents’ View 
about Need for Change

Davon
Kindergarten classes have little 
traditional-style teaching. However, 
Davon attends well during lecture 
times, retains information, and re-
sponds to what he hears. He should do 
well with traditional teaching styles.

Davon’s mother is totally disconnected 
from school involvement. She does not 
want to be contacted and probably 
wouldn’t mind new teaching techniques 
being tested at the school as long as it 
didn’t require anything from her.

Davon’s mother does not communicate 
with the school. From all indications 
she would not see any need for educa-
tion reform as long as the school pro-
vided total care for her child through-
out the day.

Andy 
Andy can learn under a traditional 
teaching approach. That being said, 
his hyperactivity demands that he be 
allowed to move often. He also re-
quires concrete experiences that will 
meet his kinesthetic needs.

Andy’s grandparents are not particularly 
involved in what goes on at school. 
They did grant permission for Andy to 
take part in a study required for a class 
in a doctoral program concerning oral 
and written language development. 
They did not ask to speak with the re-
searcher before or after the study was 
completed.

As long as their grandchildren are 
happy at school, the grandparents are 
not involved and see no need for 
change in the schools. They are more 
concerned with how well Andy likes 
his teacher than how well the teacher 
teaches.

Judith
Judith will “fall through the cracks” if 
the current trend of passing her along 
with marginal skills and little subject-
matter understanding continues.

Judith’s parents see the school as re-
sponsible for the education of their 
child. They have never questioned the 
school’s curriculum or teaching prac-
tices.

Judith’s parents have never indicated 
any interest or opinion with regard to 
issues of school reform. They do attend 
open-house functions but have never 
attended meetings on school planning 
issues.

Tiffany
Tiffany exceeds every expectation given 
to her. In that sense, she does not fi t 
the traditional approach to education. 
Most students lack motivation with 
homework and projects, yet Tiffany 
rarely needs any help, understands con-
cepts the fi rst time, asks for additional 
homework and projects, and is never a 
behavior problem or lacking motivation.

Tiffany’s parents have been supportive 
of any new innovations the school or 
classroom teacher has wished to pursue 
for the sake of improving education.

Tiffany’s parents have been very 
pleased with the school program for 
their child. They consider themselves 
partners with their daughter’s teachers 
and work together to form solutions.
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Child’s “Fit” with Traditional 
Education 

Parents’ View 
about Classroom Research

Parents’ View 
about Need for Change

Sam
Sam would have great diffi culty being 
successful in the “traditional” ap-
proach to education if he did not 
receive special education services. 
Throughout the educational process, 
he has been provided an appropriate 
environment and accommodations 
and modifi cations in an attempt to 
meet his unique needs.

Sam’s mother would be supportive of 
the school being used to “test” new 
teaching techniques if a particular 
method was explained to her, giving 
her the opportunity to raise questions 
and concerns.

His mother appears to be satisfi ed with 
what the school is doing to educate 
her child.

Bao
Bao is, in most respects, a model stu-
dent. She is well-behaved and attentive, 
and rarely calls on the teacher for assis-
tance. She is a strong test-taker and 
completes her homework. As long as 
she is not challenged to synthesize and 
construct her own meaning, she does 
quite well in school, and traditional 
teachers enjoy having her in class.

Bao’s parents are unaware of classroom 
research, but were they aware, they 
would implicitly trust educational pro-
fessionals to know how to best teach 
their child.

Bao’s parents do not question the 
school. Because all of their children 
have done well in school, they have 
seen no need to question the system.

 1.  Based on the parents’ attitude about research in the 
classroom, how could you assure them that a new 
approach your school has adopted is better and will 
not interfere with the child’s education?

 2.  Do the parents of the child you are studying favor 
reforms (changes) in the school? Do you? How 
could you make both perspectives work for this 
child?

 3.  What does this child’s “fi t” with a traditional educa-
tion program tell you about his or her potential for 
success? Should there be one program for all stu-
dents? Should education be individualized? Is there 
another option that you can off er? Explain your 
answers.

Designing the School of the Future
If you have been designing a school through the previ-
ous chapters (see part a of question 1 below), this is 
your chance for a reality check. If you haven’t done the 
Designing the School of the Future activities in the 
other chapters, this is an opportunity to turn your 
thinking wide open (see part b of question 1 below).

 1. a.  Look at the plan you have developed thus far. 
What problems that reforms try to address has 
your plan eliminated? What problems still show 
up in your plan?

  b.  What are the major issues in education that you 
want to be sure your design for the future will 
address? How will your plan resolve those issues 
and improve schools in the year ahead?

 2.  What specifi c aspects of school as you know it 
should be continued in the school of the future?

 3.  Write a press release or design a brochure that ex-
plains to parents how your school of the future 
eliminates today’s problems in education and off ers 
students a better educational experience.

Praxis Practice
Most states will require that you successfully complete 
the Praxis Series of examinations to qualify for certifi -
cation. One or more of those tests will be subject-area 
tests. Another, which has a more practical orientation, 
will be the Principles of Learning and Teaching (PLT) 
examination that is appropriate for your certifi cation 
area.

Completing the Quick Check quizzes for Chapter 13 
in the Unit Workshop will give you practice with the 
multiple-choice format of the PLT. Th e Case Studies in 
Education and Designing a School of the Future activities 
will help prepare you for exercises that require reading a 
scenario and providing short answers to questions asking 
what you might do in such a situation.
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Your Chapter Study Guide
• Conceptualize Here are the major themes you will 

encounter in this chapter:

1.  Shaping the future of a profession is a responsibility 
of those who practice that profession.

2.  Electronic technologies have had and will continue 
to have signifi cant effects on many aspects of what 
we think of as “school.”

3.  Logistical innovations can involve the design and 
use of school facilities.

4.  Instructional innovations can involve instructional 
delivery systems, experiential education, and in-
structional materials.

5.  Schools have a responsibility to address the global 
nature of contemporary societies.

• Preview Read the chapter headings; look at any fi g-
ures, tables, and activities; and read through the items 
in the conclusion.

Activity 14.1:  Identifying Common Characteristics 
of Schools and Their Campuses

Activity 14.2:  Go Online! Around the Curriculum 
in 180 Days

Activity 14.3:  Janus in the Classroom: Considering 
the Past and the Future

Activity 14.4:  What Are the Experiences of Life That 
Should Be Experiences of School?

Activity 14.5:  From a Node to Nations: The Global 
Creative Problem-Solving Consortium

TeachSource Video Case 14.1 An Expanded Defi nition 
of Literacy: Meaningful Ways to Use Technology

TeachSource Video Case 14.2 Educational Technology: 
Issues of Equity and Access

TeachSource Video Case 14.3 Using Blogs to Enhance 
Student Learning: An Interdisciplinary High School 
Unit

• Read Now read through the chapter. Mark or high-
light information that you consider to be especially 
important or about which you have a question.

• Refl ect Refl ect on these questions as you read:

1.  Will education be signifi cantly different 5, 10, or 
20 years from now? Should we expect it to be?

2.  What part will you play in the progress of the 
education profession?
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Technology, Innovations, 
and the Future

Knee 
Lights

ANOTHERONE iirightii

Ice Breakers

Let’s Get Creative!
This chapter is all about seeing things in new ways and thinking about things 
from different perspectives. Throughout this chapter, we will offer ideas rather 
than solutions. So you need to bring your creative abilities along as you read 
about and consider the future of education. Creative thinking refers to a 
search for relationships, patterns, and perspectives (Ebert, 1994); creative 
problem solving involves going beyond “the rules” of the problem to fi nd new 
possibilities (Ebert & Ebert, 1998; Bentley, Ebert, & Ebert, 2007). Here are 
some puzzles and questions to get that creative process going.

Relationships
1. Each of the following puzzles`presents a common phrase. Can you identify 

them?
 A. B. C.

2. Here are some puzzles. You’ll know them when you solve them! Here’s an 
example, 26 L. in the A. � 26 letters in the alphabet.

A. 101 D. D. 3 B. M., S. H. T. R.
B. 29 D. in F. in a L.Y E. 32 D. F., the T. at which W. F.
C. 5 D. in a Z. C.

Patterns
Look at the two rows of candies. What would be the next color of candy in 
each row?

3. Y R B G O _____ Y R B G O Y R _____
4. Fill in the next number in each sequence and indicate the pattern 

you followed:
a. 1 2 3 4 5 6 7 8 9 _____
b. 1 2 4 8 _____
c. 1 2 4 5 7 _____

Perspectives
5.  Look at the series of Roman numerals below:

IV V VI VII VIII IX X
Adding only one line, change the 9 to 6.__________
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6. Look at the Droodles (doodles that are also riddles) below. List three 
possibilities for what each drawing might represent. For example, 
drawing A could be looking down on two diving boards over a pool 
fi lled with beach balls.

 A. B.

 _______________ _______________
 _______________ _______________
 _______________ _______________
The problems may have been a bit frustrating along the way, but you prob-
ably smiled when you found the answer. Solving problems is what the brain 
does, and it is a rewarding experience. Here are the answers we were think-
ing of, though they are not necessarily the only answers!

Relationships: Relationships represent the most basic interaction be-
tween objects or events.

1. A. neon lights B. one after another C. right between the eyes
2. A. 101 Dalmatians
 B. 29 days in February in a Leap Year
 C. 5 Digits in a Zip Code
 D. 3 Blind Mice, See How They Run
 E. 32 Degrees Fahrenheit, the Temperature at which Water Freezes

Patterns: When a relationship repeats, a pattern is formed.

3. A.  This one was tricky. If you said that another M&M would follow, 
then that is a pattern. If your focus was on the colors, however, 
there is no pattern until there is a repetition.

 B.  There has been repetition here. One might expect the next M&M to 
be blue.

4. A.  If you identify the pattern as each number increasing by one over 
the previous number, then we might expect 10 to be the next one 
to show up.

 B.  Using the logic as in 4A, we might expect the next number to be 16 
if each number is doubling the number preceding it. However, 
there’s another pattern here that might even require a change of 
perspective. What might it be?

 C.  Perhaps it showed up more clearly in this one. We suggest that the 
next number is 8. Why? Because the fi rst number was a straight-line 
number. Then next was a curved number. The next was the next 
highest straight-lines number, and so on. What does this tell you 
about the possibilities for the sequence in 4B?
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Perspectives: Switching perspectives means considering something from 
a decidedly different vantage point. People often need to tell them-
selves to consider a different perspective because we tend to be com-
fortable with the perspectives that have worked for us in the past.

5. You had to drop the perspective that the line had to be a straight line 
to be able to solve this one. With that simple perspective shift, adding 
an “S” to IX forms SIX.

6. Well, this one was just wide open! How did your descriptions of the 
drawings match up with those of your classmates? Every switch of 
perspective offers the possibility for another explanation for what the 
drawing represents! ■

Introduction
Although this is the fi nal chapter in the textbook, it is by no means the end of the 
story. In fact, this particular chapter focuses on many things that have yet to be 
done in education. One of the great ironies of organized education is that al-
though it prepares people to bring about change, such as through the develop-
ment of new ideas, processes, products, and inventions, the system itself really 
doesn’t seem to change a whole lot, nor does it foster the idea of its students being 
change agents. Progress and true innovation are slow to come to education. 
Education is a conservative enterprise. So, since we have been trying to expand 
and empower your thinking throughout this book, let’s have a chapter of “What 
if . . . ?” We will supply some ideas to start the discussion; then you and your 
classmates (maybe just you if that’s your style) can begin to formulate your own 
ideas of what education could be in the future.

Understanding “Technology”
Without a doubt, technology is a prominent component of education today and 
will continue to be in the distant future. But what is technology? Th ese days it 
typically means computers, though some might say “electronics” (e.g., an e-book 
is electronic, but it is not a computer). Let’s try to clarify it a bit more because 
neither “computers” nor “electronics” does justice to this incredible fi eld.

Unlike the work of scientists, which brings to people a new understanding of 
the world around us, the work of technologists combines information to make 
new products or processes that extend our capabilities (Ebert & Ebert, 1998). Th e 
reading glasses that many people wear represent technology applied to the need 
of improving vision. Microscopes, whether optical or electronic, extend our ca-
pabilities for studying very small specimens. In this sense, anything that extends 
our capabilities can be considered as a product of technology. Th us, technology 
in the classroom can be the overhead projector that allows an entire class to see 
what the teacher is writing, just as it can be the LCD projectors that project digi-
tal images across a large screen with marvelous detail. In a sense, technology is 
science made practical.

Imagination is more important 
than knowledge.

—Albert Einstein

technology The com-
bining of information 
to make new prod-
ucts or processes 
that extend our 
capabilities.
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Technology Past and Present
How prevalent has computer usage become in the United States? According to 
the Digest of Education Statistics, 2007 (2008), in 2003, nearly 10,000,000 children 
ages 3 to 9 years old were using the Internet. Obviously, teachers in the future—
the immediate future—must be profi cient with using computer technology.

Computers, of course, have been around for a long time. It was the advent of 
the “aff ordable” personal computer (PC) that began making computers in public 
school classrooms a real possibility. In the early 1980s, many schools began off er-
ing computer science classes to small numbers of students with a handful of PCs. 
At the time, how computers work and the mysterious language of binary codes 
were part and parcel of instruction. Today, few users of computer technology 
have any understanding of the binary system and even less an awareness of what 
makes a computer “tick.” At this point, soft ware applications are what are impor-
tant. Knowing how to use a word processor, access the Internet, or use e-mail are 
the skills that people are expected to have rather than being able to count to 100 
using nothing but 0s and 1s. As a result, we now see computers in classrooms and 
in computer labs as an instructional tool rather than as an instructional topic.

Technology in the Schools
Th e current literature on technology in the schools off ers both sides of the issue: 
the potential for good and for the not-so-good. But a common theme from many 
authors and school technology specialists is the goal of “seamless integration” of 
technology in the schools (Pitler, 2006; Veronikas & Shaughnessy, 2006). Th ey are 
looking for the day when electronic technologies such as computers and their 

peripheral devices are simply part of what goes on in 
school. In essence, the big deal will not be that students 
work with computers at their local school, but the fabulous 
things students do with the computer as one of their tools. 
Currently, however, issues of teacher professional develop-
ment, student use of computers and access to the Internet, 
distance education (virtual schools), assistive technology, 
and fi nance are matters of concern.

Technology in the Classroom
Many schools have long had a dedicated “computer lab” 
on campus where classes could go at scheduled times to 
work with programs that the school had purchased. From 
there we saw computers enter the regular classroom liter-
ally one at a time. Many rooms would have a computer in 
some corner, though it was little used, and obviously 
used by only one student at a time. Th at condition con-
tinues, but today we see electronic technologies making 

their way to the regular classroom with the full intent of being utilized as a 
primary teaching tool. Although the relative cost of such technologies has 
come down and helped schools to aff ord such equipment, it is likely that the 
“virtual” explosion of the Internet with its vast information resources is what 
has made electronic technologies in the schools not only viable but increas-
ingly indispensable.

Photo 14.2 to come

Technology in the classroom 
consists of electronic tools that 
improve teaching and learning, 
including computer centers and 
listening stations that are part 
of well-planned lessons.
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Interactive Whiteboards Interactive whiteboards, oft en known as Pro-
methean Boards or Smart Boards, typically require the use of a computer, a pro-
jector, and a touch-sensitive surface. Th e projector displays the image on the 
whiteboard but also allows the user to navigate documents and websites directly 
on the whiteboard surface using just a touch or a cordless pen, eliminating the 
need for a keyboard or mouse. Teachers and students are able to draw and “erase” 
on the screen using various colors and to move “virtual manipulatives” from one 
area of the screen to another. Some boards allow the teacher to alter the height of 
the surface, thus allowing students, and perhaps students in wheelchairs, access 
to the screen.

Interactive whiteboards bring a number of advantages over traditional boards 
to the classroom. Th ese include the ability to write on the touch-sensitive sur-
faces, save documents that have been created during the lesson, and simultane-
ously display multiple documents (Schweder & Wissick, 2008). Th e high-quality 
projection capabilities teamed with the resources of the Internet can bring his-
toric and current events to the classroom quickly and easily. Th e degree to which 
students can interact with what is displayed can bring student engagement to new 
heights.

You may also fi nd an updated version of the venerable overhead projector 
that has served for so long in many classrooms. Now, however, where once you 
had to convert everything to transparencies, document cameras connect through 
a laptop and display whatever is placed beneath them. And don’t be surprised if 
the teacher using all of this high-tech equipment is wired for sound as well. In 
many classrooms, teachers are wearing microphones and small transmitters so 
that they can maintain a “speaking voice” level and yet be heard throughout the 
room!

Immediate Response Devices Working in concert with technology such 
as the interactive whiteboard is a variety of individual student response systems 
that allows all students to immediately respond to a question from the teacher. 
Immediate response devices (IRDs) represent a technology that enables teach-
ers and students to interact using equipment ranging from simple keypads to 
computers. You may have heard of these devices referred to as “clickers,” but you 
may also come across student response systems, audience response systems, or 
personal response systems. By whatever name, they can be of value across many 
subject areas allowing a teacher, for example, to poll a class with regard to an is-
sue, check for understanding of a math problem, or make predictions of what will 
happen in a classroom science investigation. When the technology is used ap-
propriately, teachers can integrate questioning and class discussions, and get an 
immediate response from every student without a cacophony of voices straining 
to be heard over each other.

A key feature of the IRD in classroom use is that it provides a degree of 
anonymity to the responses. Although the input from each student’s clicker 
can be recorded and reviewed later by a teacher, within the classroom experi-
ence the student is not identifi ed among his peers as either right or wrong, 
voting this way or that, or making one prediction rather than another. Because 
of the gamelike novelty of the clickers and the perceived anonymity of the re-
sponse, students can be expected to be more engaged in the exercise (Martin, 
2007). It is likely that IRDs will fi nd an increasingly important role in day-to-
day use. Together with allowing students to respond, it can provide teachers 
with documentation of student progress, students with immediate feedback 
with regard to the particular question being asked, and can also be involved 

immediate response 
devices (IRDs)   
Electronic device 
that allows students 
to input responses 
through a computer-
based system.

interactive white-
boards A large 
touch-sensitive 
screen used with a 
computer and pro-
jector as opposed to 
a traditional black-
board or marker 
board.
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with tasks such as taking attendance, test administration, and even the calcu-
lating and recording of grades (Ozel et al., 2008).

Virtual Reality and Simulations In schools with Internet access you may 
fi nd students tapping into virtual reality exercises that bring three-dimensional 
electronic representations (e.g., in the study of biological cells) to the lesson at 
hand. Although the opportunities may seem obvious for science classes and lab 
work, virtual reality also opens up a world of computer simulations that can be 
played out in other subject areas. Th e more sophisticated presentations may re-
quire specialized soft ware and equipment. Virtual reality applications range from 
a walk through a museum to seeing the world through the eyes of someone whose 
perceptions of the world are altered by a debilitating condition (DeRoma & Nida, 
2004). Many professions use computer simulations for highly sophisticated train-
ing programs. Th is same approach to education may be what provides great 
strides in helping students transfer what they learn in class to the world beyond 
the school.

Discussion Boards, Blogging, and Electronic Records It will be in-
teresting to see how personal communication evolves over the next decade or 
two as a result of the high speed and low cost (relatively speaking) of electronic 
communication. Text messaging alone is developing an entirely new vocabu-
lary. But on a more academic note, the proliferation of chat rooms, discussion 
boards, and blogging (“blog” is shorthand for “web log”) have signifi cantly 
broadened the number of people with whom one might interact. We had men-
tioned previously that clickers off ered students a degree of anonymity even 
within a classroom. Certainly, as you are well aware, electronic dialoguing of-
fers the same comfort and safety zone of anonymity though on, perhaps, a 
global scale. MacBride and Luehmann (2008) conclude that “classroom blogs 
can indeed provide some unique opportunities to capitalize on teens’ interest 
and facility with on-line communication that could be used to support their 
learning in mathematics class” (p. 182). In their literature review and subse-
quent study of a high school classroom, they found that students felt that their 
work needed to be up to standard because, unlike a discussion board, they 
knew that, at the very least, their own classmates would see what they had 
posted. In addition, the blogging atmosphere facilitated studying, teaching 
content to other students, and refl ecting on their own work. Findings such as 
these, coupled with the enhanced student engagement that we have discussed 
in previous sections, makes the prospect of becoming a teacher at this time 
even more exciting. We mentioned early in this book that the teacher’s task is 
to bring the world to his students. Appropriately used technology can help to 
accomplish this in ways that have never been seen before.

Technology for Teachers
For quite some time aft er computer technology ushered in the information 
age, hardware was simply too expensive to allow schools to enjoy the wide-
spread use of computers for instructional purposes. Th e equipment schools 
did procure was oft en secondhand and on its way to obsolescence. Th is com-
bined with teachers’ limited knowledge of computers meant that machines 
oft en sat idle in a corner of the classroom. It was technology “in” the classroom 
all right, but it was not eff ective.

As soft ware became more user-friendly, computer labs with remedial pro-
grams began to emerge. Th e computer made the programmed instruction ideas 
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of B. F. Skinner workable. Programs could address students by name, give them 
immediate feedback, praise them for each correct answer, and direct them to 
more exercises on an appropriate level. But it was arguably the virtual explosion 
of the Internet into contemporary life that has moved computer technology from 
a record-keeping tool to an educational tool. With so much information available, 
the challenge to teachers is to make the shift  from learning “from” computers to 
learning “with” computers (Ringstaff  & Kelley, 2002).

Professional Development “If schools add technology without providing 
adequate professional development, the only thing that will increase is their elec-
tric bill,” claims Howard Pitler (2006, p. 39) of Mid-continent Research for Educa-
tion and Learning. Th e point that he is making is well known in the education 
community. Th at is, reforms that look great as somebody’s plan will not succeed 
unless teachers are educated or trained to implement the plan. Failure to address 
this one point has been the fatal fl aw in many a reform initiative. Professional 
development for in-service teachers and the true integration of electronic tech-
nology in the education of preservice teachers are the keys to changing the tradi-
tional paradigm in teaching, in which the teacher lectures, puts notes on a board 
for students to copy, and the students memorize the information. As Pitler (2006) 
suggests, the goal should not be to have “technology in the classroom,” but to see 
technology as an instructional tool for accomplishing an articulated educational 
goal. Th e diff erence is that teachers would require the technology to do their work 
rather than trying to fi nd ways to work technology into their lessons. At this point 
in your own eff orts to become a teacher, you have a prime opportunity to make 
technology one of the tools you use to teach lessons. It will take practice, but that’s 
what your program is all about.

Technology for Students
Without question, enabling students to use computer technology requires mak-
ing the technology available to them. To that end, millions of dollars have been 
spent through tax-supported and grant-funded initiatives to purchase computer 
hardware and soft ware for the schools. In addition, funding has gone toward wir-
ing schools for Internet access. Although this indicates that computer technology 
has found its way into the classroom, it does not mean that technology has truly 
found its way into the mainstream of education. A study by the Maryland 
Business Roundtable for Education found that, despite multimillion-dollar in-
vestments in computers and other technology for the Maryland schools, teachers 
and students continue to use computers primarily for e-mail and word processing 
(Ishizuka, 2005). A mere 13 percent of schools reported that students used tech-
nology to “display data” every day, and less than 10 percent reported that students 
used the technology for the manipulation, analysis, and interpretation of infor-
mation. However, as of 2003, it was reported that 83.5 percent of students make 
some use of computers in school (Digest of Education Statistics, 2007, 2008). 
Progress is being made, but there is distance yet to go to fi nd the seamless integra-
tion of technology that we mentioned earlier.

Now the good news. Most students reading this book will have lived all of 
their lives in the computerized world. Th ose readers who are studying to become 
teachers aft er following other life pursuits have lived their adult lives in a world 
that relies on computer technology. And all of the children, of whatever grade 
level, who will eventually come to your classroom will have lived their lives in a 
world in which computers and associated electronics are as common as record 
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step into the classroom
TEACHSOURCE
Video Case 14.1

An Expanded Defi nition of Literacy: 
Meaningful Ways to Use Technology

Go to the student premium website and view An Expanded Defi nition of 
Literacy: Meaningful Ways to Use Technology. In this video, you will see several 
classrooms, on different grade levels, in which technology is used to help im-
prove students’ verbal communication skills. Students will be using the Internet 
as a resource for developing their own presentations of an assigned topic. After 
watching the video, consider the following questions:

 1.  What possibilities do you see for integrating subject matter?

 2.  What might be the result if this approach to literacy combined with tech-
nology was the culture of the entire school rather than just of several 
teachers?

 3.  As ever, it is important to consider that not all uses of technology in the 
classroom are appropriate. What possible misuses of technology (in a 
situation such as on this video) should the teacher monitor?

distance education  
Delivery of instruc-
tional programs to 
people in sites re-
mote from the school 
setting.

virtual school 
An electronic, 
telecommunications-
based presentation 
of coursework to 
students who are 
homebound or in re-
mote sites, or even 
just as an alternative 
to being in a tradi-
tional school setting.

players were for older folks. You and your students will be able to use electronic 
information sources to research virtually any topic. And rather than spending 
time being fascinated by what computers can do, you and your students will fas-
cinate others with what you are able to accomplish with the technology. You 
should be able to open your students’ eyes to experiences that go far beyond the 
walls of your classroom. You should be able to have your students routinely com-
municating with students in other countries around the world. Given your will-
ingness to integrate electronic technologies into your planning, presentation, and 
student-oriented activities, you are entering the education profession in one of 
the most exciting times that schools have ever seen!

Distance Education
Perhaps one of the most intriguing possibilities for the reconceptualization of 
school is distance education in the world of electronic technologies. Distance 
education, or the delivery of instructional programs to people in sites remote 
from the “school,” originally began as correspondence courses by mail. Eventu-
ally, the advent of television and home videotape machines allowed distance edu-
cation to become a multimedia—though still not “interactive”—experience.

Remarkable advances in computers and telecommunications have enabled 
distance education not only to reach students almost instantaneously but also to 
be interactive between teacher and student. Schools can now off er course work 
to students who are homebound or in remote sites, or even just as an alternative 
to being in a school building. Th is new version of education is oft en referred to 
as a virtual school.

Greenway and Vanourek (2006) report that during the 2002–2003 school 
year, 36 percent of U.S. school districts enrolled students in distance education 
courses. Further, they indicate that as of 2005, the North American Council for 
Online Learning listed 157 unique distance learning programs in 42 states. Th ese 
programs included 32 virtual charter schools, 3 online home schooling programs, 
and 53 public, noncharter virtual schools (Greenway & Vanourek, 2006). Accord-
ing to the National Center for Education Statistics, more than 506,000 students 
took one or more distance education courses in 2004–2005 (Technology-based 
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distance education courses for public elementary and secondary school students: 
2002-03 and 2004-05, 2008). About 9 percent of schools, primarily high schools 
in the southeast and central regions of the country, provide access to distance 
education courses (Distance Education Courses for Public Elementary and Second-
ary Schools: 2002-03, 2005). No longer just a possibility, virtual schools are off er-
ing a new educational delivery system across the country.

Although virtual schools do have the potential to reach more students, there 
are concerns. One is the loss of social interaction that schools provide not only 
between teacher and student, but among students themselves. In an era when 
multicultural awareness is a key concern in the traditional school, the virtual 
school—by virtue of its “cyber anonymity”—threatens to reduce that awareness 
to electronic images without the human interface. Another concern is that teach-
ing in a virtual school involves a distinctly diff erent pedagogical approach. 
Authors such as De Simone (2006) warn that adequate training or professional 
development of teachers is still piecemeal at best. As we mentioned earlier, the 
failure to adequately prepare teachers for new approaches has been the undoing 
of many programs.

Technology and Special Needs
Assistive technology refers to those applications that improve the educational 
experience for students with special needs. Advances in technology have pro-
vided greater mobility to children (and adults) who use wheelchairs, have in-
creased interaction between students and teachers through touch-sensitive com-
puter screens, and have improved the ability of students to be interactive 
communicators. Since the reauthorization of the Individuals with Disabilities 
Education Act (IDEA) in 2004, states have been mandated to consider assistive 
technologies for all children with individualized education programs (IEPs) and 
to document a student’s assistive technology needs in the plan (Bausch & Ault, 
2008). Electronic technologies have led to computer-based word processing for 
communications, speech synthesizers, voice-recognition computers, and even 
something that many people see every day: closed captioning of television broad-
casts. Th e Internet has provided not only access to materials and resources for 

Assistive technology is an appli-
cation of computer technology 
that can transform education 
for students with special needs.
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assistive technology  
Applications of tech-
nology that improve 
the educational ex-
perience for students 
with special needs.
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students with disabilities but also discussion forums for teachers and students. 
Th e applications of computer and other electronic technologies to the special 
needs of students may be limited only by the imaginations of innovators and in-
ventors who recognize a need to be fi lled. As a classroom teacher, you may be the 
one who identifi es the need that technology can fi ll.

Technology Issues
Because electronic technology will likely be a prevalent part of your teaching 
career, you should consider some of the issues raised about the proliferation of 
computer technology in general and the use of computers in schools. Concerns 
range from funding of hardware and soft ware to depriving youngsters of the op-
portunity to interact with nature, a condition that Richard Louv (2008) refers to 
as nature-defi cit disorder. Table 14.1 lists some of the topics currently under de-
bate (for more detail on a number of these issues, see, for example, Cetron & 
Cetron, 2003/2004; Oppenheimer, 2004; Ishizuka, 2005; Goode, 2006). Debate on 

Table 14.1 Issues with the Use of Technology in the Classroom

•  What happens when the power goes off in a school that is dependent 
on electronic technology? Can schools close for “inclement technology” 
days?

•  What happens when the power is on? How can schools effectively moni-
tor the appropriate use of electronic resources, in particular, the accessing 
of inappropriate Internet sites?

•  Funding of technology can be expected to remain an issue because of 
the rapid pace of technological development. How will school budgets 
be adjusted?

•  Technology for the general population and for those who can benefi t 
from assistive technology is not always culturally sensitive. For example, 
Goode (2006) points out that not all cultures value the independence that 
assistive technologies may afford. What should be the school’s position 
in such cases?

•  Computers are just the latest example of the ebb and “crash” of technol-
ogy in education. Is this history repeating itself?

•  Electronic technologies are so prevalent that children are increasingly 
educated and entertained by electronic entities (which accounts for the 
vast majority of a child’s waking hours). Children are losing an apprecia-
tion of nature.

•  Students tend to “use” information from the Internet as the answer to a 
question rather than “using” the information to form an answer. Is criti-
cal thinking being lost?

•  The Internet is evolving from an information source into a commercial 
entity. Should students in schools be seen as an advertising market?

•  Electronic communications remove the “human element” from interper-
sonal communication. Will this lead to a lack of socialization skills?

•  E-mail and text messaging have given rise to a new version of English 
that we might call e-English. What are the implications of this for teach-
ing “standard” English to a generation of students who use e-English 
when communicating with one another?
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step into the classroom
TEACHSOURCE
Video Case 14.2

Educational Technology: Issues 
of Equity and Access

Go to the student premium website and view Educational Technology: Issues of 
Equity and Access. This video addresses the very real circumstance that not all 
children have the same access to current technology and the resources it can 
provide. It also raises some interesting perspectives with regard to what equity 
and access might mean. You may fi nd yourself in the position of working with-
out the latest and greatest that technology has to offer and, perhaps, being the 
advocate who fi nds ways to bring equipment and opportunities to your school. 
Consider the following questions after watching the video:

 1.  What are your thoughts about the accessibility of technology as mentioned 
here? Should electronic technologies be made available primarily to those 
teachers who will use it, or should all teachers be expected to use it?

 2.  As the fi rst decade of the 21st century came to a close, the United States 
faced unprecedented economic issues. How might we expect this to impact 
equity and access to electronic technologies through the fi rst quarter of the 
century?

logistical innovations  
Innovative changes 
that affect the phys-
ical aspect of school: 
the building, the in-
terior and exterior 
facilities, the move-
ment of people, and 
so on.

these issues, and others, is not meant to remove technology from education (that 
would, indeed, be a step backward), but instead to fi nd the most appropriate way 
to adapt the technology to the unique environment that schools represent. How 
would you address some of these issues?

Technology and Tomorrow
Now that we’ve established a basis for considering the use of technology in the 
schools, let’s consider some possibilities for education throughout your career in 
this 21st century. Not all of our ideas have to focus on electronics, though such 
technology can be brought into the planning phase of schools together with the 
instructional aspects. In fact, some of our work when envisioning future schools 
will require a basic rethinking, a reconceptualization, of what school is all about. 
Th e potential power of electronic technology and its capacity for expanding edu-
cation to a global enterprise may well infl uence that reconceptualization.

Logistical Innovations
By logistical innovations, we mean ideas for improving the physical aspect of 
school: the building, the facilities within, movement of people, and so on. Among 
these are a number of features of “schoolness” that we seem to take for granted. 
What if we changed our thinking just a bit? What do you suppose schools of the 
future might look like?

Design of School Facilities
If you look around at the design of school buildings, you will fi nd that they fall 
roughly into two categories. We might call them prefederal and postfederal periods 
in education. You will recall from our discussions of the history of education 
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Activity 14.1  Identifying Common Characteristics 
of Schools and Their Campuses

Work with your classmates for this activity. Each of you will be able to bring a 
specifi c set of experiences to the task.

1.  As a group, list the characteristics of the schools you have attended. (Note: 
You might wish to select a particular level such as high school.) For example, 
was the entire school on one fl oor? Multiple levels? New? Old? Served more 
than 500 students? Bell system? Intercoms in the classrooms?

2.  Determine which characteristics were common to all of the schools repre-
sented by your group.

3.  Now, using the list of common characteristics, consider each item and answer 
the following questions:

  a.  Must this characteristic be a part of schools now and in the future?

  b.  Could the characteristics be improved on? How so?

  c.  Does the collection of common characteristics represent what schools 
must be, or do they limit our thinking as what we “expect” schools 
to be? How could we think “outside the building”?

School No. 2, on the left, illus-
trates the pre-1950s architecture 
typical of schools. The school on 
the right, built in the 1950s, 
illustrates the one-level style 
still seen today.
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(see Chapter 8) and legal aspects of education (see Chapter 10) that the National 
Defense Education Act of the late 1950s brought a sharp national focus to education. 
Th at’s what we mean by prefederal and postfederal periods. Th is is by no means the 
only way of categorizing the styles, just one possibility. We invite you to bring your 
own perspective to the discussion. In fact, Activity 14.1 provides an opportunity for 
you and your classmates to consider how schools are the same and how they diff er.

Prefederal School Design Th e prefederal building is an old building typi-
cally having a lot of masonry work, wooden fl oors, tall windows, and an overall 
“massive” sort of demeanor. Th ese buildings were not inexpensive, and so it is no 
surprise that they have been occupied in their various states of repair for decades 
on end. Such buildings were oft en multilevel, and access to upper or lower fl oors, 
perhaps even to the front doors, was by staircase. Today it is not uncommon to 
fi nd one or more modern buildings attached to the older structure by a hallway 
or breezeway. Take a look at the cornerstone and you will fi nd dates that go back 
to the early 20th century. Th e photograph of School No. 2 (where one of your 
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authors attended grades 2–4) has a cornerstone dated 1908! Buildings such as 
these tend to become icons in and of themselves. Th ese are the buildings we think 
of when imagining the footsteps of the great people who once roamed the hall-
ways of public schools. As such, they are rarely demolished to make way for 
newer buildings. Yet the buildings are not necessarily maintained in a manner 
that preserves their glory.

Postfederal School Design In the 1950s and 1960s, education was seen as 
a national defense response to several world trends and events. Together with the 
development of new curricula, there was a building boom of American schools. 
In fact, some might argue that the real reform in education was in terms of con-
struction techniques.

Rather than building the large, labor-intensive structures that we know of 
from the prefederal days, the new buildings followed the general plan of cinder-
block walls, metal-framed window units, welded steel roof trusses, and fl at roofs. 
By and large, schools had less height and more sprawl. As the 1970s legislation 
aff ecting equal access and special services took hold, new construction oft en 
adopted a single-story design that eliminated, or at least minimized, the need for 
elevators for students with physical disabilities.

For buildings of either period we can identify at least a few common threads. 
First, whether single story or multistory, schools take up a lot of space. If we con-
sider the property that surrounds the school, as well as the property it occupies, 
public schools account for billions of dollars’ worth of real estate across the coun-
try. Second, the space that schools and their surrounding properties occupy is 
typically an open area. Th e truly urban inner-city school may be an exception, but 
even in such a case, the facility occupies an open area to one degree or another. 
Th ird, the basic design of a school emphasizes the movement of people, lots of 
people, and oft en at the same time. Th us, schools are typically an arrangement 
of classrooms along a large hallway. Finally, it seems that schools are never big 
enough. A brand-new school that opens during the semester that you read this 
book may well have a contingent of portable buildings blossoming in its backyard 
within a year. Even the newest schools of the postfederal period oft en have a small 
city of temporary buildings, or “portables,” out back to provide more classroom 
space to keep up with unanticipated increases in enrollment. In 2005, 37 percent 
of all public schools were using temporary buildings (Digest of Education 
Statistics, 2007, 2008). Of schools with 700 students or more (that’s approximately 
20,000 schools), half use temporary buildings.

Physical Plant Let’s start to design a new school! It would not be feasible to 
wipe the slate clean of all the schools that exist, so let’s try to think in terms of 
what we can do with the old schools along with ideas that should be incorporated 
into the design of new schools.

Considering that schools take up a lot of open space, it would seem that one 
idea that can apply to old and new is that they should generate their own power. 
By this we mean that school rooft ops, out in the open sun, are obvious candidates 
for arrays of solar collectors. Actually, by using passive collectors for heating 
water and photovoltaic collectors for generating electricity, schools could gener-
ate more power than they need and sell the excess to the utility company. So 
rather than utilities being a major drain on the school budget, generating power 
could actually become a source of revenue. Wind-driven generators may also be 
particularly appropriate in some regions of the country. A little more cost in the 
building of the school may result in a school that is less costly to operate.

equal access The 
federal requirement 
that buildings and 
facilities be struc-
tured in such a way 
that people with 
physical handicaps 
have access to the 
same information and 
opportunities as do 
people without 
handicaps.

solar collectors Pan-
els that capture heat 
from the Sun and use 
it to heat water or 
heat the facilities.
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Th ere is another major source of energy to be tapped within a school—the 
students. As you know from your own experience, the current trend that moves 
students from room to room throughout the day means that, in many schools, 
literally thousands of students walk through the hallways at peak times through-
out the day. Suppose we could design a fl oor system that made use of the energy 
that a fl oor usually absorbs as people walk across it. Th e plan might be to sand-
wich a thin channel of water between two layers of waterproof material. With 
each step on the top layer, water is forced through the channel until it eventually 
passes through a turbine that generates electricity. Multiply the action of one 
person walking across the fl oor by the hundreds or thousands of students who 
walk through the hallway each day and the possibility exists for schools to capture 
“student power.”

Th e sheer size of schools and their various buildings has come to be of con-
cern for a number of reasons. Th ough many factors infl uence the design of 
schools, most of those factors are not pedagogical concerns. Rather, they may in-
volve questions such as the moving of students, controlling who gets into the 
building, how quickly large numbers of students can be moved through or out of 
the building, and the concerns of equal access for all students. However, it is also 
true that school “sprawl” leads to the necessity of moving students greater dis-
tances even within the building. What impact might there be if we conceptualized 
school buildings not as classrooms emanating from a central hallway but as hall-
ways surrounding the classrooms? Certainly such an arrangement would make it 
easier to provide electronic capabilities for clusters of classrooms (not to mention 
electricity and plumbing), because such utilities could be more centralized.

While we are considering the size of the building, let us also consider the size 
of the classrooms. We have mentioned in this book, and you have no doubt heard 
the argument before, that class size has a long-term correlation with academic 

A lot of energy is in and around 
a school. How could that energy 
be harnessed for use in the 
school of the future?
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achievement (“Benefi ts of Small Class Sizes Found to Last Years,” 1999), and ben-
efi ts are retained even aft er students return to regular-size classes (Finn, 2002). 
Because of this, many schools—and even states—have mandated that class sizes 
be reduced. At least two factors, however, have undermined the success of such 
initiatives: class size must be reduced to about 15 students to realize increases in 
achievement (thus far, class size reduction eff orts have brought class limits to 
about 20–22 students), and current classrooms and classrooms in newly designed 
schools are sized to accommodate several dozen students. In the latter case, it is a 
matter of “if you build it, they will come.” Th at is, as long as schools provide space 
for larger numbers of students per class, eventually larger numbers will be placed 
there. So, what if a school were designed specifi cally for smaller class sizes? How 
might this work out in terms of the overall school design? Could breaking this 
conceptual block pave the way for more innovation in education?

Expandability of schools is another area that holds great potential for the 
creative thinkers concerned with education. Schools are typically designed for a 
fi nite number of students even though they just as typically have changing enroll-
ments. It will never be practical for communities to build structures that far ex-
ceed present needs based only on speculation about the future. However, if ex-
pansion were part of school design, meeting future demands would not have to 
occur in such a haphazard manner.

Th e future may well see an entire industry arise in the design and manufac-
ture of “modular schools.” In this case, a district or community could purchase a 
set of modules for their particular needs. Th ere could be administrative modules, 
instructional modules, special needs modules, energy modules, and so on. Th ese 
units could be manufactured to allow schools to seamlessly add new modules as 
the need arose. Moreover, as needs change, modules could be removed and re-
placed with diff erent modules that serve diff erent purposes. Old modules could 

Must school architecture use 
“big box” classrooms and long 
hallways? What changes in de-
sign for the school of the future 
could better accommodate stu-
dents both for instruction and 
when moving from place to 
place?
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be refurbished, updated, and reused in other settings. It might even be the case 
that modules no longer needed by the school could be moved and used for other 
community activities such as community centers, youth centers, or senior cen-
ters. Th e questions to you and your classmates include: What types of modules 
should be developed, and how should they be equipped? What should be 
included in a “classroom module” or in a “physical education module”? More 
importantly, how could the module concept be applied so that schools never be-
come the antiquated buildings that are found throughout our country? How 
could such a system be established so that schools were always on the cutting 
edge and so that others stood to benefi t from that fact?

Layout
Th e ideas mentioned in the previous section bring us to a discussion of the school 
layout. If you were about to put pen to paper to design a new school, what does
that school need to have? Don’t be constrained by the model for schools with 
which we are all so familiar. Instead, let’s consider some of the things that go on 
at school and work from there. Perhaps the old design will prove to be the best—
but let’s see.

Necessary Facilities We have already mentioned that the traditional school 
layout is that of a backbone hallway fl anked by large, open rooms. You can easily 
embellish this model by adding a reception offi  ce, principal’s offi  ce, cafeteria, li-
brary/media center, perhaps an offi  ce for a school nurse and a couple more for a 
guidance counselor or two, and certainly a gymnasium or some sort of physical 
activity room. Beyond this, schools also have parking areas for teachers and staff , 
and high schools increasingly provide large parking areas for students. What 
more can you think of? Compile a list, and having done so, underline each of the 
items that is a necessity.

What constitutes a necessity? Th at’s a question that you and your classmates 
may need to decide. For example, has the library given way to the more contem-
porary “media center”? And if so, does a media center really need to occupy as 
much space as a library once claimed? Is it necessary to have a band hall that is 
separate from an auditorium? Does parking, at a new school, have to be outside 
of the building? Perhaps parking garages could be built into the basements of new 
buildings. Is it necessary to provide parking for students? Maybe the design could 
call for a limited number of parking spaces that would be assigned as rewards for 
academic excellence or for social or civic contributions.

When you examine the necessities of schools, you may fi nd duplication 
and, yes, extravagance. Th ough education does deserve the best that can be 
provided, many schools have less than the best as it is, others have fi ne facili-
ties but no money left  to replenish consumables (paper, supplies, etc.), and 
still others use store rooms and closet space to accommodate academic activi-
ties. Th ink outside the school as you know it. How can new schools benefi t 
from a new perspective?

A Look at Physical Education Physical education (PE) is space and 
equipment intensive. It also is a conduit for extracurricular activities. As we con-
sider the school of the future, PE is a logical place to begin changing our perspec-
tives. To a considerable degree, this is a curriculum issue, but we mention it here 
because PE aff ects the school in terms of physical facilities within the building, as 
well as the space and facilities required for activities outside of the building.

consumables Materi-
als and supplies that 
must be discarded 
after use. Examples 
are handwriting pa-
per, workbooks, and 
photocopier paper.
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Th e purpose of PE is to teach an awareness of the needs of the human body, 
how to maintain its musculature and other systems to provide for a healthy life, 
and how to “fuel” the body. Notice that playing dodgeball or walking around a 
playing fi eld is not among the purposes of PE. In fact, sports and exercise in gen-
eral—the teaching of or the playing of—represent physical activity, not physical 
education.

Yet, PE is clearly as important as any other education in terms of the 
“whole student.” As a society, we take our physical condition for granted at 
the same time that we spend literally billions of dollars a year on health care. 
According to the National Center for Health Statistics (2008), 13 percent of 
adults were overweight in 1960 to 1962, as contrasted with 31 percent in 2003 
to 2006. Th e fi gures for overweight, which includes obese, increased from 44 
to 66 percent. Moreover, during a 20-year period, the National Center for 
Health Statistics found among children 5 to 18 years old, overweight frequency 
increased from 6 to 15 percent. In addition, 10 percent of children 2 to 5 years 
old were overweight (“Overweight and Obesity in Children,” October 24, 
2007). Finally, a national survey notes that if the trends continue, “86% of 
adults will be overweight or obese by 2030. . . . 96% of non-Hispanic black 
women and 91% of Mexican American men aff ected” (“Study Suggests 86% of 
Americans Could Be Overweight or Obese by 2030,” 2008). Th ese problems 
have a major impact because overweight children are more likely to develop 
high blood pressure, asthma, and diabetes (Amschler, 2002; Vail, 2004). Be-
cause obesity is so widespread, federal law requires school districts to establish 
wellness policies including “goals for nutrition, physical education, and other 
school-based activities” (Buchanan, 2005).

So, what are the implications for PE in our school of the future? For one 
thing, it means that we need to rethink just what PE is all about. Th is exercise can 
easily be carried over to other subject areas, but a consideration of PE provides a 
good starting point for practice in switching perspectives. Consider the possible 
implications of the comments made here. What suggestions can you make for the 

Two important reasons for 
physical education programs 
are developing physical well-
being and maintaining a 
healthy weight.
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“new” PE? Open up your thinking rather than being bound by what you’ve “al-
ways known.” As of 2005, only fi ve states had comprehensive standards for 
physical and motor development (Scott-Little et al., 2005). However, other states 
are beginning to address the problem.

Again, our look at PE is not intended as an attack. As mentioned earlier, 
PE as a subject area off ers a good start in reconceptualizing what school is all 
about. Consider the other subject areas as well. Th e academics, the arts, and vo-
cational education have specifi c purposes, specifi c needs to be eff ectively pre-
sented, and specifi c outcomes. Examine each with regard to the purpose of school 
and its place in serving that purpose. In particular, how do those subject areas 
aff ect your design for the school of the future?

Flow No matter what we do with the school of the future, it will likely require 
the movement of large numbers of people from one place to another. Th is might 
involve getting students to and from school, as well as getting them from one 
place within the building (or its surrounding facilities) to another within schedul-
ing constraints. Even if school becomes an “at home” activity by virtue of elec-
tronic technology, the activities of many people will still need to be coordinated. 
We refer to all of this as the “fl ow” of the school.

As we see schools today, elementary students tend to be assigned to one class-
room and one teacher, and to stay there throughout the day. Middle school and 
high school students have a homeroom but move throughout the building to 
many diff erent classes and many diff erent teachers. Is this the best model?

While teaching at a university in China for a semester, one of your authors 
had the opportunity to observe a diff erent model. When students arrived at the 
university in their fi rst year, they were assigned to a particular classroom. Th is 
became “their” room for the duration of the collegiate experience. Each stu-
dent had a key; together, they were responsible for keeping the room clean and 
orderly. Th roughout the day professors came to that room to teach the diff er-
ent subjects. Th e classroom also became the meeting place for the students 
aft er classes. Students would come there to study and to talk, and occasionally 
they would have a class party. Th e model was that students, of whom there 
were many, stayed in one place, whereas professors, of whom there were few, 
moved from room to room.

Could we apply a variation of this same model to American middle schools 
and high schools? Rather than putting several hundred students in motion every 
hour or so, a model such as this would do away with much of the lost time be-
tween classes, the delays in starting classes when students arrive late, and the lost 
time at the end of a class as students prepare to depart before the period ends.

What eff ect would such a change have on the design of your new school? 
Would hallways need to be as big? If hallways were not as big, could that space (as 
square footage in the overall building) be better utilized or perhaps eliminated, 
thus decreasing the cost of the building? Perhaps the hallways could surround a 
pod of classrooms rather than dividing the rooms. In this way, the rooms might 
be better organized to provide several diff erent specialties such as a general class-
room that opens into a science room, which opens into an arts room, all without 
leaving the central area.

As you consider the new school, consider the entire idea of moving people 
from one place to another. Time spent moving about is lost instructional time. 
According to Burns (1984), at the elementary level, 31 major transitions occupy 
15 percent of the instructional time available for the day. Th at’s nearly an hour a 
day, and elementary students don’t move from room to room for each subject!
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Use of School Facilities
Schools were once thought of as the heart of a community. Th at’s not diffi  cult to 
understand since they were the places where the children were sent to learn. 
School was a socializing experience, and it was funded in large part by the local 
community. Contemporary schools have a more distanced relationship with the 
community. Th at is, they are provided for a particular purpose, they are funded by 
a community that is oft en concerned with the high rate of taxes and fees that they 
must pay, and it is not uncommon that the only times people (other than students 
and school personnel) show up to the school are for various extracurricular ac-
tivities. Th is issue certainly has two sides: (1) the school is established and funded 
for the purpose of educating students; but (2) the school is a public building that 
sits idle in the evenings, on the weekends, and for several months each year. So it 
might be worth our time to consider how the schools can be more fully utilized.

Year-Round School Th e debate regarding keeping schools open all year 
long has raged for many years. Arguments for keeping schools open range from 
better utilization of the facilities to increased retention of prior learning. Aft er all, 
a 3-month hiatus from what one has just learned hardly contributes to improved 
achievement. Arguments opposed to keeping schools open oft en revolve around 
parents’ and teachers’ summer vacation plans, as well as the increased costs of 
keeping the facility up and running for 3 additional months—particularly in a 
time when schools around the country are forced to close early because funding 
has run out. In any case, when we consider that literally hundreds of millions of 
dollars’ worth of real estate is left  idle for a quarter of every year, it is easy to un-
derstand that this is an area in need of attention.

As you may know, year-round school proposals do not usually involve ex-
tending the 180-day “school year” model. Instead, the days are simply distributed 
diff erently. For instance, students might have a week-long vacation aft er each 
6 weeks of school, with a 4-week break aft er the third and sixth 6-week period. 
Th e 45/15 and 60/15 on/off  days models are the most common. Another possibil-
ity is to stagger the starting date of diff erent grade levels. At any rate, the number 
of days doesn’t change, just the distribution of them.

Most any of these plans have legitimate pedagogical purposes, but all wreak 
havoc with working parents who depend on school to provide day care for their 
children. Of course, a school system using the 6-week plan mentioned earlier also 
provides the opportunity for entrepreneurs to develop a day care program that 
specifi cally works with the school’s schedule—aft er all, that’s what they do now.

Th e fi rst question that you might want to investigate in terms of making better 
use of school facilities is that of innovative scheduling possibilities. Activity 14.2 
provides you that opportunity, but notice that there are two parts to the activity: 
(1) use the Internet to research the various alternative scheduling proposals that have 
been made, and (2) spend time considering how to make the proposals work. As you 
redefi ne what school is, watch for these opportunities for new businesses to arise.

Community Activities Th e principal of your local public school may not 
like to hear this, but the truth is the truth: Public schools are public facilities. 
Th ere could be some debate whether they are owned by the community, the 
county (parish), or the state; nonetheless, they are bought, built, and operated 
with tax dollars. With that in mind, it is not unreasonable to suggest that schools 
be used for civic purposes to a much greater degree. Public schools are oft en used 
as polling places during election time. Th ey should also provide a resource for the 
community at other times.
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A few teachers or principals probably welcome the idea of the community-
at-large traipsing through the building when school is not in session (this could 
be in the evenings, on the weekends, or during vacation periods). We share their 
concern—aft er all, we are teachers too. Yet, a community that takes responsibility 
for its activities at the school sets an example for the students who attend that 
school (and it is up to the community to determine what example it will provide) 
and also allows for the possibility of taking more pride by virtue of “ownership” 
in the school itself.

If we take this notion further, there are at least two categories of community 
use to be considered: nonprofi t and revenue producing. You might allow such 
nonprofi t activities as community government (town meetings), civic organiza-
tion meetings, and summer (vacation) programs for the children in the commu-
nity. For revenue, you could charge admission for concerts or lecture series in the 
school auditorium, if you’ve included one. Continuing education programs could 
use the facility in the evenings, and a portion of the participants’ tuition would go 
toward renting the space. Opening that newly designed physical fi tness center 
might also be an opportunity for producing revenue. Individuals who use the 
exercise equipment during the evenings could reasonably be expected to pay a 
membership fee of some sort because they are, aft er all, using equipment that 
must be maintained and eventually replaced. Or private businesses could lease 
the space during off  hours and provide fi tness classes to community members. 
Th us, funds for the continued maintenance of the facility would be provided 
without taxing the school’s academic budget.

Possibilities such as these are not ones to be entertained lightly. It is a sad fact 
of our society that there are those who would abuse the access that is being 
granted. It is also true that there can be organizations that the community, for 
noble or less than noble reasons, does not want to allow access. Th is topic would 
be a good one for you to debate in your Introduction to Education class. Th e fi rst 
question might be whether the community at large has a right to use the facility. 
Your next questions could be whether the community has a right to allow some 
activities and not others, and how to defi ne any limits. But keep in mind that the 
underlying issue that we are addressing is how the school facilities in their generic 
and specialized senses can be better utilized. As you’ve seen, one approach is to 

Activity 14.2 Around the Curriculum in 180 Days

1.  Using search terms such as “year-round school” or “alternative school sched-
ules” to get you started, research various models available for alternatives to 
the “traditional” school year schedule. (Note: You may fi nd that as schools 
eliminate summer school because of economic reasons, year-round sessions 
may actually become more desirable for pedagogical reasons.)

2.  For every alternative there is some counterargument. Select one of the alter-
natives you have identifi ed and adapt both the model and the circumstances 
in which it would be used to make it workable in your school of the future. 
That is, try to fi nd the reasonable, though pedagogically sound, compromise 
that would make the idea work.

3.  From all you have found, is the “traditional” approach still the best? Do you 
think there might be a more effective way to schedule school (even if you 
haven’t found it yet)? Why or why not?
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have more educational experiences, and another option is to allow noneducation-
ally based activities. What is your opinion on this?

Ancillary Businesses
Modern schools involve many ancillary businesses. Th roughout this textbook 
we have been discussing education as an isolated entity. We have discussed teach-
ing, teachers, students, history, and philosophy, all in the context of the school 
itself. However, long gone are the days when school was just a building in town 
where children met with a teacher. Th e administration of schools today includes 
transportation services, food services, supplies, medical attention, and diagnostic 
testing by professionals in a wide range of physical and psychological disciplines, 
to name just a few of the nonteaching aspects of school. To a degree, this is the 
result of the school’s being more than just an institution of education; to a con-
siderable extent, it has become a holistic child care institution. Th is may sound 
familiar if you remember our previous discussion of social reconstructionism; 
that is, the school is sometimes seen as the mechanism for solving society’s prob-
lems. Th us, schools provide breakfast to children who receive none at home. Th ey 
provide lunch. Th ey provide aft er-school programs for children who have no-
where to go until their parents can leave work for the day. You and your class-
mates should debate whether the school of the future should be responsible for 
such activities and services. What services should the school provide, and what 
services should be provided to the school by businesses? For instance, should 
schools and school districts that are responsible for educating children also be in 
the transportation business? Could this be better served by a private school bus 
service of some sort? Similarly, should schools provide food service with district 
personnel, or should this be contracted out as well?

At fi rst blush it might seem that such things have to be done by the school 
because there is no business that provides the service, and the cost would be in-
creased if private companies provided the services. Well, both of those concerns 
might be correct. However, we suggest that schools might be better off  if their 
focus could be on education alone rather than also being responsible for repairing 
buses, providing aft er-school programs for monitoring children in loco parentis,
or assuming the task of feeding hundreds of children. Further, encouraging ancil-
lary businesses to take on many noneducational tasks would stimulate new busi-
ness growth, as well as healthy competition for the best product at the best price. 
What would be the eff ect if schools emphasized schooling rather than an overall 
package of child welfare? Could we legitimately expect parents to take a greater 
responsibility?

Keep in mind that if free and reduced lunch programs, breakfast programs, 
and so forth are what the community wants, they can remain as state and feder-
ally subsidized programs. Th e providing of the service, however, could be done by 
an ancillary independent business. Use this challenge as an opportunity to exam-
ine what schools do and what they provide, and discuss with your classmates 
those things that could be more effi  ciently handled by others.

Instructional Innovations
We move now to the question of what teaching might be like in the years ahead. 
It is curious that aft er hundreds of years, organized education is presented in 
much the same way that it always has been. A school built today will have roughly 
the same layout as the schools you may have attended as a youngster. Th e format 

ancillary businesses  
Businesses with ser-
vices that directly 
relate to the suc-
cessful functioning of 
the school. Examples 
include transporta-
tion and food ser-
vices, and medical 
and psychological 
personnel.
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Activity 14.3  Janus in the Classroom: Considering 
the Past and the Future

Janus was a Roman god with two faces, thus allowing him to see the past and 
the future at one time. Use this activity to take a look at the past, and use that 

as your springboard to the future.
Think about what teaching was like when you were in your PreK–12 school 

years. Chapter 8 provides you with some insight about teaching over the past 
2000 years or so.

1.  How would you describe what teachers did when you were in school? Keep 
in mind that this book has tried to show you that teachers do many things in 
addition to actually presenting a lesson.

2.  When you think about yourself as a teacher, in what ways does it parallel 
your response to question 1?

3.  With all you know of technology and global events, how would you ex-
pect the tasks of teachers to be different (if at all) in 5, 10, and 20 
years from now?

of one teacher with a large group of students will continue, and even some of the 
educational tools will be the same.

For instance, a new school might have a chalkboard in each classroom. 
Chalk? How many years do you suppose teachers have been using chalk? Educa-
tional innovation in that area is represented by white boards and dry-erase mark-
ers. Of course, markers are much more expensive than chalk, and in a budget 
crunch, replacing those markers becomes problematic. Or perhaps the new 
school is equipped with Promethean/Smart Boards. What other innovations can 
you identify that have truly changed instruction? Let’s consider some possibilities 
for change in the way an education is delivered. Activity 14.3 off ers an opportu-
nity to consider school in terms of the past and the future.

Instructional Delivery Systems
When we think of instructional delivery systems for the future of education, there 
is no escaping the impact of computers and electronics. But when the power goes 
off  for one reason or another, school must be able to continue. You have likely had 
an experience at a store or in dealing with a company over the phone that was 
unable to take care of you because “the system” was down. In many of these in-
stances, the fact that the system is down has no eff ect on your immediate need or 
situation, yet it has become an excuse for shutting down all sorts of business op-
erations. Th e peculiar nature of education is that we do not enjoy the luxury of 
just shutting things down and sending everybody home. It sounds as though we 
are singing the praises of chalk, doesn’t it? You might be correct, but the real chal-
lenge for you in this section is to create ideas within ideas, that is, ideas that have 
backup systems built in.

The Electronic Wall How about replacing the chalkboards (or dry-erase 
boards) in your school of the future with electronic walls? Suppose we arrange 
two classrooms with a narrow electronics service hallway between them. Th e wall 
of each room that backs up to either side of the hallway will be the electronic 
wall for that room. Th e classroom will face the electronic wall, much the same as 
a typical classroom faces a chalkboard on the front wall. In this case, however, 
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virtually the entire wall will be a display area. Let’s say the display comes to within 
2 feet of the fl oor, so that even in the earliest grades the students should be able 
to write on the surface. Vertically, the display area goes to the ceiling; horizontally, 
it goes from one end of the wall to the other.

Our Multimedia Academic Graphic Interface Computer Wall (a.k.a. the 
MAGIC Wall) could have many uses. In one upper corner, or wherever 
the teacher wishes it to display, could be the clock. Of course, MAGIC Wall that 
it is, with a few keystrokes on a wireless keyboard, the teacher could bring up 
clocks with the time displayed for several countries around the world as well. 
Another portion of the screen could display the day’s academic objectives. An-
other could provide class rules and, in the event of emergency, instructions for 
exiting the building. Our sophisticated wall could scan students as they enter the 
room to take attendance for the main offi  ce and pop up a picture of each student 
at his desk as part of a seating-chart display. Th e display would highlight empty 
desks so the teacher would be able to see at a glance whether all of the students 
were in class and ready to begin.

Certainly the most important use of the wall would be for instructional pur-
poses. Th e wall would connect directly to the teacher’s computer, probably an 
easily carried “task slate” (that has a school-like sound to it, doesn’t it?) with a 
touch-sensitive keypad or a writing pad. Whatever the teacher writes on the pad 
or whatever program is called up through the computer could be displayed on the 
front wall, as well as on individual student consoles. As the teacher moves about 
the room and fi nds a student with a particularly good solution to a problem, that 
student’s work could be displayed on the front board.

Our wall could also display individual or group responses to questions. As a 
problem is presented, the students would enter in their responses. Th e results 
could be displayed numerically or graphically on the front board, allowing all to 

An entire wall that can accom-
plish instructional, management, 
and administrative needs and be 
useful even when shut down? 
It’s not as much a stretch of 
technology as it is a matter of 
considering how technology re-
ally can be put to use in the 
schools. How would you say the 
MAGIC Wall could be put to use?
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see how the class had responded. Video programs from disks (Disks? What 
will replace disks in the future?) or television could also be displayed on our 
electronic wall.

Perhaps most useful would be that you, as the teacher, or your students could 
come up and write on the board just as if it were a dry-erase board or chalkboard. 
Perhaps we would opt to use a stylus or just use a fi nger to write across the board. 
Whatever is written on the board could be saved, revised, or deleted just as with 
any other computer-generated information. Best of all, when the MAGIC Wall is 
shut down, or if the power goes off , the wall has a white appearance and dry-erase 
markers can be used on the surface. If we could think of a way to make that sur-
face chalk-friendly, we’d really have it made! You probably know that all of the 
technology for a wall such as this is available today. What would it take to make 
it a reality? What other uses can you think of for the electronic wall that might 
require new steps in technology?

Holographic Displays Several years ago when the novelty of holography 
was stirring imaginations, the instructional implications of holographic technol-
ogy seemed enormous. Since that time, medicine has made great use of this imag-
ing technique, but little impact has been felt within the schools. Yet, holography 
could make some forms of instruction obsolete (perhaps that’s why it hasn’t fl our-
ished) and could greatly enhance others. Let’s consider a couple of ideas.

High school biology courses would be among the most immediate benefi cia-
ries of holographic materials, that is, as long as the purpose of dissecting frogs 
was for seeing organs in situ rather from the fl at plane of two-dimensional pho-
tography. Holography would allow that three-dimensional view. And it could al-
low a three-dimensional view of far more than the few science specimens that are 
sanctioned for dissection in high school biology classes.

Biology would not be the lone benefactor: Physics, astronomy, and chemistry 
are overfl owing with models that could be better understood if studied in three 
dimensions. Th e humanities would also be able to use the technology for the 
presentation of famous speeches (reenactments, that is, unless someone starts 
recording speeches in a holographic medium right away).

We could expect that a broader use of holographic displays, particularly 
across subject areas and in younger grades, could improve skills in mental model-
ing and in spatial reasoning. Th ese are elements of Piaget’s fourth stage of cogni-
tive development: formal operational thinking. It is widely believed that this 
stage, generally occurring in late adolescence and through adulthood, is never 
reached by vast numbers of people. What sorts of applications can you think of 
that would allow students to develop their abilities for abstract thinking?

Experiential Education
Early in this textbook we wrote of instruction as a means for bringing the world 
to the students. For example, fi eld trips actually take students to the world they 
are studying, whereas lectures consider an aspect of the world that is not easily 
visited or easily brought to the classroom. Experiential education seeks to make 
what is taught as part of school as realistic as possible. Th ough we are trying to 
peer into the future, you know that this is not a new notion. As we’ve already 
discussed, the idea of experience-based education can be traced at least to the 
beginning of the 20th century. Th e pragmatist philosophy and the progressivist 
movement strongly advocated such an educational structure. What we know to-
day as constructivism is based on providing students with experiences on which 

experiential education  
An approach that 
seeks to make what 
is taught as part of 
school as realistic as 
possible. Field trips 
are an example.
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to build—from which to learn. Th e problem that you face is how to integrate such 
an approach with classroom instruction.

We can learn some lessons from the one aspect of experiential education that 
did win broad acceptance in the public schools: vocational education. Whether 
vocational education has a place in your school of the future is another matter, a 
matter of your philosophy of education. However, vocational programs do repre-
sent the very practical application of learning. It is easy enough to see how a 
student who studies auto mechanics will apply that knowledge aft er leaving 
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school. What is a little more diffi  cult is determining how the student studying 
English or algebra will apply that knowledge outside of school. Yes, we have once 
again come up against the question of just what education is supposed to accom-
plish. Perhaps you can see how all of the chapters of this textbook are interrelated. 
Aft er all, in this chapter regarding the future of education, we have already re-
ferred to previous chapters on curriculum, teaching, philosophy, and history!

To determine what experiences from the real world can be applied to instruc-
tion in the world of school, you will have to decide what education in the future 
is supposed to accomplish. Do we learn algebra to do algebraic manipulations? To 
an extent that’s true. But what of calculus or the dissections we mentioned earlier 
from biology? You must ask yourself at this point, What are the experiences stu-
dents will face in the real world? Second, you can ask how best to prepare stu-
dents for those experiences. Th ere’s little doubt that providing experiences rather 
than abstractions is the best way to go—aft er all, experience, expertise, and expert
all seem to have some common thread, don’t they? Activity 14.4 is an important 
exercise for you to complete. What are the experiences that schools should pro-
vide to students?

Internet Th e Internet has changed dramatically since its inception in the late 
20th century. At fi rst, it was a research tool that served to exchange information 
from mainframe computer to mainframe computer. Th e interconnected com-
puter networks of the Internet provided the foundation for the information age.
Now, as personal computers in all of their various forms from desktops to cell 
phones have proliferated, the World Wide Web, which is a collection of docu-
ments and other resources accessible via the Internet, has become largely a mar-
keting tool. True, much information can be found via the Web, but it is also true 
that the ease with which information can be posted has led to a lot of information 
of dubious quality. Th is is not meant to disparage the Web but rather to make 
three educationally important points: (1) the Internet is just as much a part of 
everyday life for vast numbers of people as is television, (2) information from the 
Web must be accepted with the same guarded skepticism as that which is pro-
vided through other media sources (just because something is posted on the Web 

Activity 14.4  What Are the Experiences of Life That 
Should Be Experiences of School?

Completing this activity will require that you (or your group if this is done with 
your classmates) decide what your school of the future is to accomplish. For 

example, should schools provide society with good citizens? Good workers? Inde-
pendent thinkers? Certainly, you may need to identify a collection of goals.

1.  Identify one to fi ve goals that you believe the school should accomplish for 
each child.

2.  For each of the goals you have listed, identify the life experiences that 
schools should provide to students so they may reach that goal. For instance, 
good citizenship might be helped along by engaging students in community 
service projects as part of the regular curriculum.

3.  Describe an activity that you would want to include as part of your school 
of the future. For example, what community service project could you 
design into the curriculum that would span multiple grade levels?
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doesn’t mean it must be true), and (3) it is changing. With regard to that last item, 
we can expect it to change at least as drastically in the next 20 years as it has over 
the past 20 years, and probably at a much more rapid pace. What we might look 
toward is a “splitting” of the Web; that is, the highly commercial aspect will con-
tinue in its own development, while research and educational functions, for ex-
ample, will develop in their own directions.

Each chapter of this book has provided you with opportunities to use the 
Internet to fi nd information to help you answer questions and solve problems. We 
hope that you have noticed that none of the activities simply asked that you access 
and then repeat information. Rather, we have used the Web as a source of infor-
mation that would facilitate your own solving of problems. But let’s take a mo-
ment to shift  that perspective somewhat. Th at is, rather than taking the Internet 
for what it is and trying to adapt our lessons to it, let’s ask what we want the In-
ternet to be so that it will better meet our needs. Aft er all, that’s the approach that 
established the Internet in the fi rst place.

As you begin to think about the possibilities, focus on the idea that education 
fosters the development of an individual’s abilities. It also develops the skills for 
putting those abilities to use in solving problems. In essence, we are recommend-
ing that you reconceptualize the Internet so that the next generation moves from 
the information age to the age of problem solving. In what ways can an electronic 
network of information sharing contribute to that mission?

Local Issues One of the most interesting by-products of the Internet has been 
its global nature. Th e phrase “World Wide Web” itself conjures up the notion of 
people from distant countries being in communication with one another. How-
ever, the Web is already serving to let people take the global aspect of the Internet 
for granted. In fact, the Internet is more “computer” than it is “global.” Th at’s un-
fortunate, for rather than breaking down the distance between people, it has 
opened up a new territory, “cyberspace,” that fosters high-tech anonymity.

One way of getting around this issue, beginning particularly with younger 
students, could be to put the Internet to work on local issues. Children have 
enough of a challenge understanding the concept of a local community with-
out trying to conceptualize a global version. So, what problem-solving sce-
narios could you develop that either address particular subject areas or inte-
grate subject areas that would put students to work on locally relevant 
concerns? What are the current characteristics of the Internet that would fa-
cilitate such activities? What necessary characteristics does the Internet lack at 
this time that would contribute to meaningful problem solving for students in 
PreK–12? How might you design a curriculum strand for elementary school 
children using a local issue? Perhaps the middle school curriculum could con-
tain a strand (or theme) that addresses a state-level issue. High school students 
could focus on national issues.

We hasten to add that we don’t want to abandon the global capabilities that 
the Internet of today or tomorrow off ers. Rather, we want children to build their 
appreciation of community, of society, through several levels much as Bruner 
(1960) advocated with his spiral curriculum approach that increased in sophisti-
cation as students learned more and more.

Global Classroom A natural extension of what we have been saying could be 
the establishment of a Global Creative Problem-Solving Consortium as part of 
the curriculum. Such a project would allow schools in the United States to form 
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problem-solving partnerships with schools in other countries. In this way, stu-
dents could be involved in multiple subject areas and multiple cultural perspec-
tives with genuine problems to solve. Ebert and Ebert (1998) refer to one such 
model as Topic Integration for Macro-Learning Experiences (TIME). In this par-
ticular model, students work in collaboration with their partner schools to con-
sider the problem from three perspectives: (1) the causes of the problem, (2) the 
eff ects the problem has on people, and (3) the possible eff ects of the problem on 
the future. From that foundation, the students work to fi nd a solution that would 
be acceptable from all cultural perspectives involved. How could you make such 
an activity a component of your explicit curriculum in the school of the future? 
What would you need from a new educational Internet to make such a global 
problem-solving consortium work? Activity 14.5 helps you to lay the foundation 
for a global problem-solving consortium. You don’t have to wait until you are 
hired to begin an initiative such as this. Could your local school or your college’s 
education department take on such a project? Th e prospects are exciting!

Instructional Materials
We’ve been using books for a long time, and books have changed the world. But 
has the preeminence of the printed page passed? If you visit a public school as 
part of your clinical internship, you’ll no doubt notice that students carry virtu-
ally all of their books in bookbags. Th is raises physical development concerns, 
particularly for young children, as students must lean far forward to counterbal-
ance the weight of the book bag. In addition to the question of health and safety, 
there are at least two dimensions of this issue that you might want to consider as 
you conceptualize the school of the future: print media versus electronic media, 
and textbooks (print or electronic) in general.

Activity 14.5  From a Node to Nations: The Global 
Creative Problem-Solving Consortium

Many schools across the country and around the world now have access to the 
World Wide Web and telecommunications. Far from the pen-pal days of years 

gone by, there is potential here to combine many academic subjects and elements 
of John Dewey’s pragmatist philosophy (i.e., giving students real problems to solve) 
while allowing children (elementary through high school) to communicate with 
children from many cultures. Schools today and schools in the future could make 
genuine communication among nations part of the standard curriculum.

Working as a group, identify a topic that elementary, middle school, or high 
school students in your area could study. From that topic, phrase a question that 
could be presented to the students. As part of your instructional planning, address 
the following questions:

1.  How could you use the Internet as a source for studying the problem?

2.  What subject areas could be involved in studying the problem?

3.  Does your local school have a “sister school” in another country? If so, can 
the problem be shared with those students as well? If not, how could you put 
students in your local school in contact with students in another country via 
the Internet?

Note: See Ebert, C., & Ebert, E. (1998). The inventive mind in science. 
Englewood, CO: Teacher Ideas Press, for a complete plan for establishing a 
Global Creative Problem Solving Consortium.
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Electronic Books Do electronic books (e-books) have a place in the 
school of the future? Th ere are viable arguments for and against the use of such 
technology. Not surprisingly, we may fi nd that many of the arguments on ei-
ther side are not based on pedagogical concerns but instead are business con-
cerns. Does this mean that the future of education is destined to be constrained 
by the same infl uences that constrain it today? Th at could be the case, but re-
member that “education” does not have a mind of its own—it is an institution 
guided by the minds of people.

Whether to use e-books may seem like a simple sort of question to you—
perhaps even a nonquestion. Yet, it is concerned with how we will handle the 
written word, both in presentation and degree, in the years to come. What sort of 
changes should there be? Might publishers of electronic textbooks come to see 
that their profi ts are in the “intellectual property” of the written word and make 
the equipment available to schools at little or no charge? Aft er all, only those who 
have the machinery to run the books would be inclined to buy the books. Th ere-
fore, much like the photography industry, which depended on the sale of fi lm, the 
textbook industry might go out of its way to see that there’s an e-book on every 
desk the fi rst day of school.

Textbooks We’ve spent some time now considering the way in which text-
books might be presented, but the larger question of content remains to be 
considered as well. In Chapter 6, we discussed the degree to which several 
large states infl uence what is found in textbooks. Th at infl uence is purely a 
matter of economics. Th e e-book idea could change all of that. Perhaps pub-
lishers could make their materials available to the state education agency, and 
a textbook-content committee could then pick and choose what they want to 
appear in the electronic versions for their state. Th is technology, of course, is 
not years away. As you read these words, electronic publishing can easily ac-
complish such a task. What are the implications, good and bad, if every state 
can simply tailor a text for its students?

Perhaps more so than our previous “What if . . . ?” scenarios, this one may, 
indeed, have ramifi cations that could empower education on the one hand and 
sow the seeds of civil confl ict on the other. As you are well aware, at this point, 
states can choose the topics they want to include in the curriculum and which 
ones they wish to exclude. As education remains a matter of state’s rights and 
technology allows more customization of teaching materials, we can expect that 

Would you prefer to use e-books 
rather than traditional print me-
dia? What other possibilities 
might there be?
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Books in a format 
that is electronically 
(computer) based.
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education across the nation could become more dissimilar than similar. Under 
our current system, such diff erentiation is held in check by the encumbrances of 
print media. Remove those encumbrances, however, and the situation could 
change dramatically.

As you plan for the school of the future, you should consider such issues. For 
example, do we want education to become more nationally infl uenced or more 
regionally infl uenced? Are there expectations that all states should be required to 
meet (essentialism)? Are there things about our culture that all students should 
know (perennialism)? Is our political and social allegiance to the state fi rst and 
the nation second or the other way around? Consider these issues carefully in 
discussion with your classmates and in discussion with other education profes-
sionals. We provided two curriculum-oriented chapters in this textbook because 
the issues were too complex for one chapter. Th e curriculum has never remained 
“static” for any appreciable length of time—so there is no reason to expect that it 
will begin to do so now. Who will plan for the future?

Fiscal Education
A discussion of education in the future, whether tomorrow or a decade or so 
away, is not complete without a consideration of the fi scal nature of the enter-
prise. At this time, only three items in the federal budget are more expensive than 
education: defense, welfare, and interest on the national debt. In any state the 
most expensive item by far is education. According to the Digest of Education 
Statistics, 2007 (2008), in 2004–2005, a whopping $689 billion, was spent on edu-
cation for elementary and secondary schools and colleges and universities. Th at’s 
a lot of tax dollars. Th e question of funding education, therefore, is one that will 
always be on the political agenda.

Funding Education
Who should pay for school? If you pay income taxes, then you contribute funds 
toward education regardless of whether you have children attending school. 
Similarly, if you pay county property taxes, you likely provide funding for your 
local school—again, regardless of whether you have children in school. As you 
know, one of the hotly debated funding issues for contemporary schools is 
whether parents who send their children to private schools should also have to 
pay local school taxes. In many states (and some local communities), a portion of 
the sales tax is directed toward the schools. In essence, virtually anyone with an 
income and anyone who spends that money is paying for school. Is that the most 
equitable system?

As mentioned earlier, some people believe that if their children do not at-
tend a public school, they should not have to pay school taxes. In that same 
vein, it is not uncommon to hear the argument that people who have no chil-
dren, or whose children are not in school, should not be required to pay school 
taxes. It is easy enough to say that, as Americans, we should all support our 
military through tax dollars, for that’s a matter of national defense. Education, 
however, has not achieved consensus as a national responsibility. In the ab-
sence of a constitutional amendment, education will remain the responsibility 
of the various states (perhaps you see such an amendment in education’s 
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future). So, is there a precedent for arguing that not everybody should be re-
sponsible for contributing to education?

Another version of the funding argument says that those with children in 
school should bear the brunt of funding education. Much like the “use tax” 
charged to truckers, it might seem plausible that, indeed, the parents should take 
this responsibility. Th e good news would be that parents pay taxes only during 
those years that their children are in school. Th e bad news would be that the more 
children one has, the greater the burden. You may well ask whether such a system 
would actually constitute “public” education, but that may be the least of the 
problems.

What do you suppose would be the outcome when a family simply could not 
aff ord to send their child, or perhaps one or more of their children to school? Is 
this an unreasonable scenario? Certainly it is not when you think of the number 
of students who receive free or subsidized meals at school. In 2006, nearly 16 
percent of children in the United States between the ages of 5 and 17 were living 
in homes with incomes below the poverty level (Digest of Education Statistics, 
2007, 2008). No, this is a very real possibility. So how shall we fund education in 
the future? How do we insulate education from economic slumps that threaten to 
cut education budgets? In your school of the future, will we all pay a set “school 
tax” and then parents will pay a surcharge? Many parents believe that they pay a 
surcharge as it is in terms of fees to be paid and supplies to be furnished at the 
beginning of each school year.

Economic Education
While we are on the topic of funding, perhaps we could entertain another cur-
riculum topic for the school of the future: economic education. You may have had 
some sort of high school civics course that included a unit on economics. Or 
perhaps you had an economics course that you took to fi ll out your schedule. Yet 
earning, using, and managing money is a major concern in adult life, and it would 
seem reasonable that people should specifi cally learn about it in school. Some 
might say that money and fi nance is a personal matter, but then again, so is 
health. Th e school of the future could play an instrumental role in the teaching of 
economic pragmatics, skills for managing money. Th ere’s also that item known 
as “retirement.” You might not be particularly concerned about that right now, 
but the economy can change very quickly, and if you are part of a district or state 
retirement system, those changes might come at an inopportune time for you. 
You could, however, be investing just a small amount of money each month in a 
retirement account (such as an IRA) right now as part of your overall plan. Going 
to work is oft en the center of attention for students nearing the end of their high 
school years, but few include practical considerations of their “golden years” as 
part of those deliberations.

How might you incorporate economic pragmatics into the curriculum of 
the school of the future? And how do you suppose that sort of education might 
pay off  for school funding as those students become taxpayers? Do you think 
that if people in general knew more about economics, they might generally 
understand the economic needs of the school system, and thus make better 
decisions?

Economic pragmatics could be a course of study that begins with the same 
introduction to money that curricula already incorporate. You might want to 

economic pragmatics  
Skills in managing 
money.
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consider this issue in terms of the spiral curriculum proposed by Bruner. We have 
mentioned Bruner’s approach before (and you will likely hear more about it in 
your educational psychology course), and the topic of money management in our 
free enterprise society would seem to be a prime candidate. Bruner (1960) has 
suggested that “any subject can be taught eff ectively in some intellectually honest 
form to any child at any stage of development” (p. 33). Th rough the spiral cur-
riculum, students are introduced to elements of the subject that are developmen-
tally appropriate for them. From year to year, the curriculum “spirals,” adding 
increasingly sophisticated topics to the foundation being developed. So we cer-
tainly could weave a spiral curriculum into the curriculum at large that begins 
with the rudiments of money as a system of exchange (identifying coins and 
their value) and subsequently guides students through an understanding of the 
American economy, investing for the future, understanding taxes—to the point 
that they can ultimately take part in the establishing and levying of taxes, as well 
as balance a checkbook or use credit appropriately.

Global Community
Finally, as you consider the school of the future, you may well want to think in 
global terms. Th ough we hear it said all the time that the world is getting smaller, 
the fact is that it’s the same size that it’s been for thousands of years. It is true, 
however, that we see into many more lives and are keenly aware of events happen-
ing farther away than was the case a mere generation or two ago. We are “fellow 
Earthlings,” and as such at the very least have a responsibility to peacefully coex-
ist with each other. We would like to believe that as human beings our responsi-
bility is still greater, that we have an obligation to contribute to humanity, but that 
borders on the political, and we will confi ne ourselves to the pedagogical.

Th e technology of electronics has radically altered communication on a local 
scale, as well as on a global scale. We suggest that education should embrace such 
technology and raise mere communication to genuine communication. By genu-
ine communication we mean people actually interacting with other people to 
solve real problems, to exchange personal opinions about everything from cul-
tural custom to pop culture, and to celebrate that which we have in common as 
we understand those ways in which we diff er.

step into the classroom
TEACHSOURCE
Video Case 14.3

Using Blogs to Enhance Student Learning: 
An Interdisciplinary High School Unit

Go to the student premium website and view Using Blogs to Enhance Student 
Learning: An Interdisciplinary High School Unit. This video shows three teachers 
who specifi cally combine their strengths to present an interdisciplinary unit. The 
twist is that they use the medium of blogging to engage their students. After 
watching the video, consider these questions:

 1.  What does the blog environment bring to the lesson that might make it a 
more effective instructional tool?

 2.  How does the medium of blogging (or its newer versions) complement the 
notion of genuine communication as mentioned in the text?
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Schools can lead the way in bringing people together. Actually, this takes us 
back again to our discussion of educational techniques as they attempt to bring 
the world to the students. Telecommunications as they exist, and as you might 
speculate that they could become, hold tremendous potential for making that 
world much more real, more accessible, and, well, bigger, for your students. So 
how will you incorporate technologies such as these in the school of the future? 
In your new design, what will be meant by “the global classroom”?

In his work Th e Fift h Discipline, Peter Senge (1990) describes the necessity for 
building a “shared vision” within any organization. Education, of course, is an 
organization that has grown into an institution. He explains it this way:

A shared vision is not an idea. It is not even an important idea such 
as freedom. It is, rather, a force in people’s hearts, a force of impressive 
power. It may be inspired by an idea, but once it goes further—if it is 
compelling enough to acquire the support of more than one person—
then it is no longer an abstraction. It is palpable. People begin to see it as 
if it exists. Few, if any, forces in human aff airs are as powerful as shared 
vision. At its simplest level, a shared vision is the answer to the question, 
“What do we want to create?” (p. 206).

Th is chapter has been about generating new ideas and fi nding new perspec-
tives. It’s fun and exciting. We can off er suggestions and some ideas of our own in 
the conceptualization of education’s future, but the ultimate design and building 
of such a school will require a shared vision that you will have to take the lead in 
building. Indeed, we hope to see—to be a part of—that school of the future. We 
also understand that you, as a new member of the education profession, are the 
most important player in terms of seeing that it happens. Imagine!

Conclusion
As you consider the school of the future, try to break 
yourself of the habit of thinking that makes the fu-
ture so distant and chimerical. In 1903, the fi rst pow-
ered airplane fl ew through the air for 12 glorious 
seconds. In 1947, less than 50 years later, the sound 
barrier had been broken, air travel was becoming 
commonplace, and sights were set on outer space. We 
are not talking about 1000 years from now when we 
ask you to consider the future of education. We are 
asking you to consider the changes that could occur 
in education within a lifetime. We are asking you to 
be among the pioneers who will one day have people 
saying, “I can remember when schools didn’t have 
_______________ .” And the folks they say it to will 
wonder how schools ever got along.

Here are some highlights from the chapter:

  1.  Th e work of technologists is to combine informa-
tion in new ways to make products or processes 
that extend our capabilities.

  2.  Th ere are already more than 10,000,000 children 
ages 3 to 9 years old using the Internet.

  3.  A common theme of many authors and school 
technology specialists is the “seamless integration” 
of technology into the work that teachers do.

  4.  A key to making technology-based reforms in ed-
ucation work will be appropriate professional de-
velopment opportunities for teachers.

  5.  Among the most intriguing possibilities for tech-
nology in the schools are distance education and 
virtual schools.

  6.  Assistive technology focuses on applications of 
technology for students with special needs.

  7.  Together with the perceived benefi ts of technology 
in the schools, there is a range of issues regarding 
its presence and implementation.

  8.  Enrollment trends that are diffi  cult to forecast have 
resulted in the widespread use of “portables,” build-
ings intended for temporary use. Oft en, temporary 
becomes semipermanent.

[continued on next page]
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  9.  Considering that schools take up a lot of open 
space, they are good candidates for the use of alter-
native energy sources such as solar and wind 
power.

 10.  To address changes in enrollment and changes in 
instructional needs, school design in the future 
may turn to the design and manufacture of “mod-
ular schools.”

 11.  Th e school of the future will likely require the 
movement of large numbers of people from one 
place to another in terms of getting students to and 
from school, as well as getting them from one 
place to another within the building.

 12.  Arguments for keeping schools open all year range 
from better utilization of the facilities to better re-
tention of prior learning. Opposing arguments of-
ten revolve around summer vacation plans, the 
increased costs of keeping the facility up and run-
ning for 3 additional months, and day care issues.

 13.  Th e administration of schools includes transporta-
tion services, food services, supplies, medical at-
tention, and diagnostic testing by professionals in 
a wide range of physical and psychological disci-
plines as part of a holistic child care institution.

 14.  Instructional delivery systems for the future of 
education will likely focus on the use of computers 
and electronics. But schools must be designed to 
be able to continue even if the power goes off .

 15.  To determine what experiences from the real world 
can be applied to instruction in the world of 
school, we must decide what education in the fu-
ture is supposed to accomplish.

 16.  Th ree educationally important points relate to the 
Internet: (a) the Internet is a part of everyday life 
for most people, (b) information from the Web 
must be accepted with the same guarded skepti-
cism as that provided through other media sources, 
and (c) the Web is constantly changing.

 17.  E-books have the potential of lightening students’ 
loads, but as education remains a matter of state’s 
rights and technology allows more customization 
of teaching materials, we can anticipate that educa-
tion across the nation could become more dissimi-
lar than similar.

 18.  In 2004–2005, state and local governments spent 
approximately $689 billion for elementary, sec-
ondary, and higher education.

 19.  Th e schools of the future could play an instrumen-
tal role in the teaching of economic pragmatics, 
skills for managing money.

 20.  Education should embrace the fact that the tech-
nology of electronics has radically altered commu-
nication, both on a local and on a global scale, and 
should take it upon itself to use that technology to 
raise mere communication to genuine communi-
cation.

Key Terms
technology
interactive whiteboards
immediate response devices (IRDs)
distance education
virtual school
assistive technology
logistical innovations

equal access
solar collectors
consumables
ancillary businesses
experiential education
electronic books
economic pragmatics
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Conclusion—cont’d
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The Student’s Needs 
and Technology

The Student’s Computer 
Literacy

Year-Round Schooling 
Option

Davon
Technology is a fact of life, and kin-
dergartners are not afraid to learn 
about and use it. Davon responds to 
working on school computers and 
does so regularly both by free choice 
and in the computer lab during 
global arts.

Davon enjoys using the computer and 
is on grade level in his ability to use it 
appropriately. He engages in math 
and language arts activities on a 
regular basis.

Davon would benefi t greatly from year-
round school. It would provide a safe 
and secure environment. His stories cen-
ter around moving from one place to 
another and being dropped off at places 
and not picked up on time.

Andy 
As Andy gets older, he will probably 
benefi t from using a word processor 
rather than writing by hand. As far as 
using computer-assisted instruction, 
great care would need to be used in 
choosing the kinds of programs that 
would benefi t Andy. His off-task be-
haviors are evident when he is in the 
computer lab. If he is not engaged, 
he will not perform well.

Andy navigates well on the computer. 
He also uses the Internet at his aunt’s 
house.

A balanced calendar approach would 
probably benefi t Andy. The long sum-
mer gap is harmful to his retention of 
learning.

Judith
Computer-assisted instruction could 
help Judith practice basic skills in 
reading and math, and offer positive 
reinforcement. She would not likely 
use the Internet critically enough, but 
keyboarding skills would be useful.

Judith has rudimentary keyboarding 
skills and knows how to turn on the 
computer and open a desired pro-
gram. She has no access to computer 
technology outside of school, which 
has put her behind many other stu-
dents on her grade level.

Judith would benefi t from year-round 
schooling. Any gains made during the 
school year are typically lost over the 
summer months because it appears that 
there are no educational opportunities 
for her during that time.

Tiffany
At this time, there are no particular 
technological innovations that would 
better serve Tiffany’s needs.

Tiffany is very technologically literate. 
She can create charts, graphs, and so 
forth for reports that her teachers 
would not easily be able to create. 
She is aware of the potential of most 
computer programs and uses many of 
the options. She has her own com-
puter at home and her own website.

Tiffany would appreciate and welcome 
year-round school for the academic chal-
lenges. She has routinely commented that 
she is bored during the summer. How-
ever, year-round school would not meet 
Tiffany’s immediate needs. She needs seri-
ous exposure to outside activities and 
nonacademic situations to increase her 
emotional and social well-being.

Sam
Sam uses computer technology to 
help meet his educational needs. He 
uses the computer to complete writ-
ing assignments and to do some lim-
ited research required by specifi c 
classes. At the end of the school year 
a computer reading program was 
made available to him, allowing him 
to scan assigned pages so that they 
can be read to him by the computer 
as he follows the text. This is a multi-
sensory approach that allows him to 
compensate for his areas of disability.

Sam is not as technologically literate 
as most students at his age or grade 
level. He does not have access to a 
computer at home and has taken no 
computer classes in high school. For 
the upcoming year, however, he is en-
rolled in a computer class.

The consistency of year-round school 
would probably be of benefi t to Sam 
since predictability and structure assist 
him in being more successful.

Bao
Though Bao’s education would cer-
tainly be enhanced by more indepen-
dent computer time, digital projec-
tors, classroom Web pages, and the 
like, she is a skilled learner and is 
more affected by classroom climate 
than the use of technology.

Like most of her peers, Bao is an ad-
ept instant-messager and is in charge 
of downloading the family’s digital 
pictures to the computer. She even 
purchased all her holiday gifts online 
this year.

Whether year-round schooling would 
benefi t Bao would depend entirely on 
the teachers she received. A strong 
teacher with whom Bao felt an affi nity 
could defi nitely affect her, but a stressful 
class setting could create a dislike for 
school or a subject area. The issue is 
Bao’s affective feelings for education 
more than the pedagogical issues of 
year-round school.
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Case Studies in Education
Enter the information from the table below into the 
Educational Record for the student you are studying.
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 1.  Based on this child’s cognitive and physical abilities, 
how could technology improve the educational 
expe rience? What new technological innovations 
could you suggest?

 2.  If the child you are studying is not computer liter-
ate, is it the school’s responsibility to address that 
defi ciency? What skills should a student possess 
when graduating from high school? What recom-
mendations can you make for the use of technology 
(instructional, telecommunications, or assistive 
technology) to improve the educational experience 
of your student?

 3.  Based on the case study information about this 
child, what recommendations would you make for 
either keeping or changing the scheduling of school? 
Would you favor year-round schooling? Staggered 
schedules? Th e traditional schedule? Something 
new? How would you as a teacher be able to meet 
this child’s needs under a traditional schedule?

Designing the School of the Future
Th is is your opportunity to do some visionary think-
ing. We have discussed just a few aspects of school that 
might see changes in the future. You can consider the 
same areas or identify additional aspects of particular 
interest to you.

Near Vision
Suppose that you were asked to consult with the archi-
tects of a school to be built next year. Th e designers 
want to know what issues you see as most important to 
the design and what recommendations you would 
make so that this would be a model that other school 
districts would want to copy. What recommendations 
would you make about instructional needs, the move-
ment of people throughout the building throughout 
the day, and more eff ective use of the facility?

Distant Vision
One of the young architects on the project wants to 
make school design her specialty and, in particular, 
wants to be a leader in innovative school design. Th e 

architect feels that designing schools of the future will 
require much more collaboration between those who 
know architecture and those who know pedagogy. She 
was very impressed with your recommendations and 
asks whether you would contribute to the design of a 
futuristic school.

Having read this book and completed or discussed 
many of the activities, you are in good position to con-
tribute a pedagogical perspective. Don’t confi ne your-
self to traditional perspectives for this conversation. 
Th ink beyond what school has been to consider what 
school could be. Where would you begin? What would 
be the fi rst concerns you would bring to the architect’s 
attention? What would you say about class size? About 
new technologies in the school? About the future of 
instruction?

What would the school of the future look like? 
Draw a plan for the school that you could provide to 
the architect. Don’t be afraid to “think outside the 
school” for this exercise. Th e ideas you express now 
become the possibilities for the future.
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Praxis Practice
Most states will require that you successfully complete 
the Praxis Series of examinations to qualify for certifi -
cation. One or more of those tests will be subject-area 
tests. Another, which has a more practical orientation, 
will be the Principles of Learning and Teaching (PLT) 
examination that is appropriate for your certifi cation 
area.

Completing the Quick Check quizzes for Chapter 14 
in the Unit Workshop will give you practice with the 
multiple-choice format of the PLT. Th e Case Studies in 
Education and Designing a School of the Future activi-
ties will help prepare you for exercises that require read-
ing a scenario and providing short answers to questions 
asking what you might do in such a situation.
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Unit Workshop IV

Educational Leadership
A message throughout this textbook is that the pro-

fessional educators of tomorrow must be teachers 
who take part in the character of society beyond the 
school, who contribute to the ongoing eff orts at im-
proving the quality of educational opportunities, and 
who do, indeed, look to the future prospects and poten-
tial of their profession. Th e three chapters of Unit IV 
have sought to demonstrate that your students refl ect 
the society in which they live and make choices for 
themselves, and that you can be an active participant—
in the near term, the long term, or both—in shaping 
that society. Few professions off er the opportunity to 
leave such an impression on one’s world. We encourage 
you to avail yourself of the intrinsic rewards that are 
being off ered to you through such participation.

Case Studies
You have now considered the student you have been 
following in the context of the teacher, the teacher’s 
role, the diversity characterized by your student in nu-
merous regards, the qualifi cations of teachers, the his-
tory of education and the philosophies that underlie it, 
and even in terms of the future of education. It’s time 
to put this all together in a form that you can share 
with your classmates.

Using presentation soft ware such as PowerPoint, 
prepare a presentation that summarizes what you have 
found and draws conclusions about providing educa-
tional opportunities for your student and about your 
own preparation as a professional educator.

You may wish to organize your presentation in 
accordance with the 14 chapters of the textbook, or 
perhaps in terms of the four units. Whatever organi-
zational strategy you use, your presentation should in-
clude a description of the student, your perspective on 
the various educational issues that you have encoun-
tered along the way, and your conclusions about meet-
ing the needs of this student. Finally, be sure to include 
a section that refl ects on your place in providing edu-
cational opportunities to this and other students. Your 
professor may have additional criteria that should be 
included in the presentation.

Be creative in your presentation! Try to avoid 
simply listing slide aft er slide of text. You may wish to 
include photographs of schools and perhaps a photo-
graph of a friend or sibling to act as your “student.” 
Th e composites contained in the book do not refer to 
one specifi c student, so it will be acceptable for you to 
“assign” an identity for the purposes of this project. We 
hope that your professor will allow you the opportu-
nity to off er this presentation to your class.

Designing a School 
of the Future
By now, your design for a school of the future has prob-
ably taken on more of an identity than simply being an 
idea. You have formulated vision statements, mission 
statements, brochures, and presentations for diff erent 
audiences throughout the course of this exercise. It is 
now time to compile it all into a compelling presenta-
tion that brings your design to life for other people.

Using presentation soft ware such as PowerPoint, 
compile a presentation that will educate others about 
your design and persuade them to share in the plans 
you have developed. You may wish to organize your 
presentation along the lines of the 14 chapters in the 
textbook, moving from one stage to the next, or per-
haps in terms of the four units—the choice is yours. 
Your professor may have additional criteria for inclu-
sion to correspond with your particular course.

Avoid making this a simple report of what you 
have done! Be dynamic and convincing! You have as-
sembled a vision for a new school that either strength-
ens what we now have in place or off ers something 
completely new. Inspire people with your presentation! 
Include fl oor plans and representative photographs as 
appropriate. If you have discussed your project with 
school personnel, legislators, and of course, your pro-
fessor, include comments from these individuals—and 
perhaps a photograph of those people whom you 
quote. Display the slogan you developed prominently 
throughout the presentation so that people remember 
your message.

We hope that your professor allows you the op-
portunity to make your presentation to the class. 
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Regardless of whether others wholly embrace your 
ideas, putting those ideas out there gets other people 
thinking about possibilities as well. You may even want 
to revisit your presentation as you continue with your 
teacher education program. By the time you are facing 
student teaching, your continued look at the institu-
tion of education may become the foundation of an 
honors project. Whether or not it goes to that length, 
we would certainly like to hear about the design you 
have fashioned as you worked your way through this 
textbook. And by all means, throughout your career in 
education, keep looking to the future and to your abil-
ity as a professional to have an impact on the direction 
of organized education!

Quick Check
Answer keys with page references are in Appendix E.

Chapter 12
 1. A family structure consisting of two parents and 

one or more children in the household is known 
as which of the following?
a. nuclear family
b. extended family
c. functional family
d. blended family

 2. Research has shown that children of never-
married mothers have been subject to which of 
the following?
a. greater home stability
b. an advantage in academic development over 

children of divorced parents
c. greater disadvantage academically than 

children of divorced parents
d. no academic advantage or disadvantage as 

compared with children in nuclear families
 3. A family structure in which the children may be 

his from a prior marriage, hers from a prior mar-
riage, and theirs is known by which of the follow-
ing terms?
a. nuclear family
b. extended family
c. functional family
d. blended family

 4. Th e terms resiliency and intentionality are of 
particular importance for which type of family 
structure?
a. children of divorced parents
b. same-sex relationships
c. dysfunctional families
d. multiethnic marriages

 5. Which of the following was not among the factors 
identifi ed by the Census Bureau as putting chil-
dren at risk?
a. ethnicity
b. presence of a personal disability
c. absence of either or both parents in the home
d. lack of English profi ciency

 6. As recently as 2006, approximately how many 
children in the United States between the ages of 
5 and 17 lived in poverty?
a. 5,000,000
b. 8,000,000
c. 11,000,000
d. 13,000,000

 7. Families with children constitute about what per-
centage of people who become homeless?
a. 15 percent
b. 25 percent
c. 33 percent
d. 40 percent

 8. In states that require the reporting of suspicion of 
child abuse, teachers are held immune from pros-
ecution arising from making such a report 
because they are considered as which of the 
following?
a. state employees
b. agents of the child welfare agency
c. mandated reporters
d. “need to know” personnel

 9. Among the diff erent approaches taken by the 
schools to prevent teen pregnancy, the most 
promising have been programs that emphasize 
which of the following?
a. abstinence
b. sex education
c. education for “safe sex”
d. role-playing parental responsibilities
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 10. Th e average hours per week television viewing 
time of American children is:
a. 17
b. 28
c. 32
d. 41

Chapter 13
 1. Th e text suggests that the impetus for reform in 

education has historically been because of which 
of the following?
a. competition with other nations
b. parents’ desire for the best possible 

educational opportunities
c. appreciation of change as necessary for 

progress
d. dissatisfaction with the prevailing condition 

of education
 2. Peter Senge argues that reforms fail because they 

fail to include which of the following?
a. community support
b. shared vision
c. adequate funding
d. research-based development

 3. Which of the following does the text not mention 
as a way business is involved in education 
policy?
a. tax funding
b. fi nancial involvement such as sponsorship, 

grant funding, and scholarships
c. business leaders as guest lecturers in high 

school classes
d. demands of education such as preparing 

trained workers
 4. Approximately how much money did the federal 

government contribute to education in the year 
2006?
a. $60 million
b. $93 billion
c. $114 billion
d. $166 billion

 5. With regard to protecting the health and safety of 
children while in attendance, the schools act 
in loco parentis, which means which of the 
following?
a. in place of the parents
b. with parental consent
c. in conjunction with the parent
d. as the legal parent

 6. A program that seeks to replace some aspect of 
the current educational operation is referred to as 
which of the following?
a. intervention
b. systemic initiative
c. revision
d. reform

 7. Some eff ort that supplements normal procedure, 
either by providing remediation or enrichment, 
or by extending or reducing responsibility or au-
thority, is known as which of the following?
a. intervention
b. systemic initiative
c. revision
d. reform

 8. Enrichment programs under the heading of 
“gift ed and talented” fall under which of the fol-
lowing categories?
a. intervention
b. systemic initiative
c. revision
d. reform

 9. Which of the following is not one of the primary 
categories that the text suggests for the evaluation 
of a reform initiative?
a. Implementation
b. Nature of the Program
c. Duration of the Program
d. Need for the Program

 10. Th e reform evaluation model indicates that the 
question of costs involved for a program should 
be considered in which stage of considering a 
proposal?
a. Implementation
b. Nature of the Program
c. Duration of the Program
d. Need for the Program
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Chapter 14
 1. For design considerations, the text refers to pos-

sibilities that would aff ect the physical aspect of 
school, such as the building, the facilities within, 
and the movement of people, as which of the 
following?
a. ergonomics
b. logistical innovations
c. people planning
d. physical plant determinants

 2. As recently as 2005, nearly 37 percent of all public 
schools were using what type of classroom 
facility?
a. mixed-use buildings
b. Internet-wired classrooms
c. temporary buildings
d. closed-circuit television

 3. Which of the following represents one conceptual 
block that the text suggests serves to keep school 
design essentially the same as it has always been?
a. Large buildings are cost eff ective.
b. Large rooms will always be fi lled with large 

classes.
c. It is impossible to keep pace with technology.
d. Small buildings are cost eff ective.

 4. Th e idea of schools being available for commu-
nity use could raise which issue mentioned in the 
text?
a. whether community use takes precedence 

over school use
b. whether the state or the community has 

primary ownership of the facility
c. whether community organizations can be 

relied on to treat the facilities appropriately
d. whether the community can grant access to 

some organizations but not to others
 5. When designing the school of the future, it is 

important to remember that schools, unlike busi-
nesses, cannot do which of the following?
a. make changes in midyear
b. evaluate their “product” regularly
c. shut down while changes are made
d. hire additional personnel as needs arise

 6. According to the text, which of the following ar-
eas of technology could have implications for 
classes such as biology and chemistry?
a. holography
b. DVDs
c. Internet access
d. lasers

 7. An approach to education that seeks ways to 
make what is taught as part of school as realistic 
as possible is known as which of the following?
a. vocational education
b. progressive education
c. experiential education
d. technical education

 8. Th e text suggests that we might see a signifi cant 
change in Internet activity within a decade or two. 
Which of the following changes is discussed?
a.  “splitting” the Web into commercial and 

academic versions
b. provision of free access to the Internet
c. business and education Internet-based 

collaborations
d. faster download speeds

 9. One suggestion discussed in the text for address-
ing the notion of the “global community” is to 
involve students in a school-based version of 
which of the following?
a. Internet pen-pals
b. a global creative problem-solving consortium
c. Web-based study of diff erent cultures
d. a model United Nations

 10. Which of the following refl ects one concern raised 
in the text with regard to the increased use of 
electronic publishing of textbook materials?
a. Content may be published before it is 

verifi ed.
b. Schools could not aff ord the equipment 

necessary to utilize electronic publications.
c. Educational materials would become 

increasingly homogenized for a national 
audience.

d. Education across the nation could become 
more dissimilar than similar.
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Appendix A
Case Studies in Education

Below are descriptions of six students: two elementary school students, two 
middle school students, and two high school students. Each description—along 
with the information that appears at the end of each chapter—has been written 
by a classroom teacher, and each represents a composite of students they have 
known (it would be an extremely inappropriate invasion of privacy to provide 
such personal information about an actual student). However, keep in mind that 
while the “student” may be fi ctitious, what the teachers are describing to you 
comes from experience in the classroom each day.

Read each of the descriptions and then choose one to be the case study you 
follow. You might select a student in the grade range you wish to teach or one 
whose situation is of interest to you. Th e choice is yours. Following the last of the 
descriptions you will fi nd directions for working with the case study. Before get-
ting into all of that, take some time to be introduced to these students.

Brief Biographies
Elementary School
Student’s name: Davon Age: 5
Grade: Kindergarten Ethnicity: African American Gender: Male

General Description: Davon lives with his mother and four siblings, two older 
and two younger. Davon is tall and has a sturdy build for his age. He comes to 
school dirty and wearing tattered clothing that is oft en not appropriate for the 
weather. He frequently wets his pants and even comes to school wearing dried 
soiled clothing. Davon regularly shares worries of moving. He talks about how he 
loves his school and wants to stay. Davon’s eyes and smile will light up your heart. 
Each morning he greets his teacher with a smile and a hug. Davon is quick to 
defend himself and points out anyone who is treating him unfairly or disrespect-
fully. He is a sponge for knowledge and loves learning. Davon loves to be a helper 
and puts forth his best eff ort in all that he does.

Student’s name: Andy Age: 9
Grade: 3 Ethnicity: Caucasian Gender: Male

General Description: Andy has big brown eyes and strawberry blonde hair. He 
is personable and respectful of adults. He laughs easily and has a good sense of 
humor. Andy responds well to the special attention he receives from the teacher 
in his resource room and in his reading classroom. He lives with his grandpar-
ents, who received custody of him last year. His brother continues to live with his 
mother and stepfather. Andy has been diagnosed with Attention Defi cit Disorder 
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with Hyperactivity (ADHD). He has a history of struggling in reading and was 
almost retained in second grade. He is currently on a fi rst-grade reading level.

Middle School
Student’s name: Judith Age: 13
Grade: 7 Ethnicity: Caucasian Gender: Female

General Description: Not an academically strong student, Judith enjoys reading 
(fourth-grade level) much more than math or science. Neither parent completed 
school. Th e gross household income is barely above the poverty level. Judith’s 
clothes are well worn and oft en in need of washing; opportunities for bathing and 
personal hygiene are apparently infrequent. Th is is becoming more problematic 
as she becomes an adolescent. Judith seeks a sense of belonging and desperately 
wants to have and be a friend, despite the teasing she takes from other children. 
For her 13th birthday she invited her “friends” to a party and on the invitations 
had written “Please bring a present.” No one showed up. Never a problem to her 
teachers, she seeks out their acceptance with a smile and conversation. Th is 
youngster wants to give to others but needs a teacher willing to help her along in 
matters beyond the curriculum.

Student’s name: Tiff any Age: 11
Grade: 6 Ethnicity: Caucasian/Hispanic Gender: Female

General Description: Tiff any is from an upper-middle-class family. Both of her 
parents are professionals who have traveled extensively. Her father is from the 
northeastern United States. Her mother, the daughter of a Spanish diplomat, 
was born in Barcelona, Spain, and has lived around the world as the result of 
her father’s assignments. Tiff any is a polite and pleasant child who has an enor-
mous oral vocabulary. She loves to read and enjoys mind puzzles as a recre-
ational activity. During her third-grade year, Tiff any’s teachers recommended 
her for the Gift ed and Talented program. She was placed there beginning her 
fourth-grade year.

Socially, Tiff any has no close friends. Most of her classmates consider her 
obnoxious and egotistical, and ignore her during nonstructured times. She enjoys 
talking and interacting with the adults and usually has enough knowledge of cur-
rent world events or local concerns to participate in the conversation.

During a parent-teacher conference, her parents and teachers expressed con-
cerns that Tiff any is becoming too much of a perfectionist. Th ey are also worried 
about her lack of social skills and close friends. Her parents have tried to get her 
involved in many activities, but she has no interest in any extracurricular sports 
or hobbies. Th ey have tried taking her for counseling through her church and 
privately, but to no avail. In fact, Tiff any has now proclaimed herself an atheist 
and verbalizes her belief whenever given the chance. She spends evenings reading 
in her bedroom. She does not enjoy talking on the telephone and fi nds television 
to be, as she says, “immature.”
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High School
Student’s name: Sam Age: 16
Grade: 11 Ethnicity: African American Gender: Male

General Description: Sam is a handsome, polite, and reserved young man. He 
has a medical diagnosis of Attention Defi cit Disorder (ADD), confi rmed in 
middle school, for which he is prescribed medication. Sam is also a special-needs 
student; his eligibility for special education services was fi rst determined in kin-
dergarten. Results of psychological and educational assessments place him in the 
Low Average range of intellectual ability with signifi cant learning disabilities, 
which appear to be primarily language-based, in the areas of reading, math, and 
written language. Specifi c areas of concern included receptive and expressive 
vocabulary, auditory processing, and thinking and reasoning skills. To address 
these defi cits, Sam received language therapy through sixth grade, at which time 
assessment results indicated that language performance and cognitive ability 
were commensurate, and speech/language services were discontinued. However, 
Sam’s speech is still diffi  cult to understand; he has a very soft  voice and mumbles, 
oft en making it necessary to ask him to repeat what he says.

Sam lives with his mother and his younger sister. Extracurricular activities 
include participation in the school cross country/track program and, interest-
ingly, concert choir.

Student’s name: Bao Age: 16
Grade: 11 Ethnicity: Asian American Gender: Female

General Description: Meet Bao. She moved here from Vietnam when she was 
three and is fully adjusted to American life. In some ways, she is proud of her 
ethnicity: She goes to temple with her family, brings Vietnamese food to school 
for class parties, and enjoys family trips to Vietnam. In other ways, however, Bao 
is uncomfortable with her background. At school, her classmates and teachers 
call her Katy; at home, she responds to her parents in English.

Being Asian hasn’t been an issue at school. A junior, Bao is a cheerleader and 
member of Future Business Leaders of America. Her grades, Bs and Cs, are just 
barely good enough to satisfy her parents. Bao gets along well with her teachers 
and is well liked by most of her peers. She is cheerful to the extreme and shies 
away from confl ict, so you’ll never see her confronting her teachers or sharing an 
unpopular opinion during class discussion. All in all, she is known for being a 
good student, friendly, and involved without really standing out in the crowd.

Setting Up a Case Study Folder
Th ough case studies can be used on a chapter-by-chapter basis as you consider the 
topics discussed in the text, this activity is designed so that you can compile a refl ec-
tive dossier concerning one child as a semester-long project. If you take that ap-
proach, you will complete your introduction to education course with a product 
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that documents your thinking about many issues and aspects related to teaching. 
Even the teachers who wrote these composites have commented that the experience 
allowed them to appreciate their own students to a greater degree.

You could make copies of a standard page (see Figure A-1) and then fi ll out 
the record by hand, but it is likely that you will compile your Educational Record 
using a word processor. If that is the case, you will fi nd a copy of the Educational 
Record form on the student premium website available with this textbook. 
Whether or not it must be printed and placed in a notebook or folder will depend 
upon the requirements in your course. We will describe the process assuming 
that you will use your word processor and then assemble the pages into a folder.

 1. Prepare a cover page for the document. You might want to follow this example:

 [Course Title]
 Case Studies in Education
 Educational Record
 [Your Name] [Semester, Year]

We recommend a cover page to help keep your student’s information confi -
dential. Of course, these student profi les are composites, not identifi able indi-
viduals, but you can begin the practice of maintaining confi dentiality right now.

Educational Record
Chapter (No. and Title): _________________________ Date: ________________
Student: 
Age: __________ Grade: __________ Gender: ___________ Ethnicity: __________

Category :  
Information: 
 
 

Category:  
Information:  
 

Category: 
Information:  
 
 

Question:  
 

Question:  
 

Question: 
 

Figure A-1
Educational Record 
Information Sheet
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 2. Th e next page aft er the cover page should list the student’s name and basic 
information as given in the Brief Biographies. Include the general descrip-
tion of the student as well. You may wish to elaborate on the information 
provided by describing the community in which the child might live and at-
tend school. You may decide to use a photograph of a local school as the 
context for your case study. Do not, however, include a picture of a child. 
Even though we all know that the case study does not describe the child in 
the photo, other people who see the folder may assume it does.

 3. Now format a page to serve as a template for your educational records. Th e 
master page might look like the example in Figure A-1. Fill in your student’s 
name, age, grade, gender, and ethnicity.

As you complete each chapter in the book, use your master page to create a 
new page for that chapter. At the top of the new page, enter the chapter number 
and title so that your record will have a context among all the topics discussed in 
the book. Under “Category” fi ll in the topic areas from the table at the end of each 
chapter. For example, Chapter 1 has three categories of information: (1) Type of 
Person the Student Responds To, (2) Th e Student’s Academic Demeanor, and 
(3) Parents’ Perspective of the School. No chapter has more than three categories.

Now fi ll in the information provided for the student you are studying. Th e 
entries are brief. Finally, fi ll in the questions that are asked for that particular 
chapter.
 4. A complete folder will have 14 of these pages, one for each chapter. Follow-

ing each chapter page should be the all-important pages that you add as you 
answer the questions. A brief heading such as the one that follows will help 
keep the pages in order:

Educational Record—Personal Perspectives
Chapter No.  _____ Date: ___________
Question No:  _____
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Appendix B
Designing the School of the Future

Designing a school of the future is an open-ended activity that allows you to go 
in any direction you wish. Th is activity is very diff erent from the Case Studies in 
Education that we described in Appendix A. Th ough the case studies allow you 
to express your own thinking about issues, they are nonetheless very “structured” 
activities. As you will fi nd over the years, assessing and providing for student 
needs is a very structured activity. Yet teachers can be “visionary” as well, so we 
have provided this opportunity to design a school of the future.

Th e format for presenting your future-school design will be determined by 
you and by the requirements of your course. You may wish to present a folder that 
documents your work or that of your group or class, or you may want to prepare 
an electronic presentation using programs such as PowerPoint. Th e activity 
provides you with specifi c tasks and issues from chapter to chapter so that the 
project is not overwhelming, but you have in this activity the opportunity to pro-
vide brochures, requirements for certifi cation, curriculum guides, and drawings 
for facilities or instructional tools. If you are really ambitious, you can build mod-
els of what you develop.

We recommend that you begin by establishing some parameters for the proj-
ect. For instance, how far into the future do you want to go: 5, 10, 20, or 
50 years? Obviously, this decision will aff ect everything else you do. Likewise, 
where will you go in the future? Th at is, are you designing a school for the area in 
which you live now? Or a school system for the entire state or country? Or per-
haps you want to consider school in new environments such as deep-sea com-
munities or on permanent space stations. Th ough these seem fanciful at fi rst, the 
ideas you develop for these challenging situations could, in fact, have implications 
for more traditional approaches to school.

Give your school system a name. Invest ownership in it as early on in the 
project as you can. Most importantly, see no constraints in the design of your 
school, only problems to be solved. Your instructor may wish to impose particu-
lar parameters that represent experiences he or she wants you to have. For in-
stance, some professors emphasize traditional schools, some emphasize the pos-
sibilities off ered by charter schools, and some emphasize the student rather than 
the “school” at large. All of these can help you to focus your work without confi n-
ing your thinking.

Finally, when you come up with something for education that really excites 
you, that really seems to stimulate thinking about what education could be, let 
us know! We would very much like to hear about it. Just write to: eebert@coker
.edu.
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Alabama
Alabama Department of Education
http://www.alsde.edu/html/home.asp

Alaska
Alaska Department of Education and 

Early Development
http://www.eed.state.ak.us/

Arizona
Arizona Department of Education
http://www.ade.state.az.us/

Arkansas
Arkansas Department of Education
http://arkansased.org

California
California Department of Education
http://www.cde.ca.gov/

Colorado
Colorado Department of Education
http://www.cde.state.co.us/

Connecticut
Connecticut State Department of Education
http://www.sde.ct.gov.sde

Delaware
Delaware Department of Education
http://www.doe.state.de.us/

District of Columbia
District of Columbia Public Schools
http://www.k12.dc.us/

Florida
Florida Department of Education
http://www.fl doe.org/

Georgia
Georgia Department of Education
http://www.doe.k12.ga.us/index.asp

Hawaii
Hawaii Department of Education
http://doe.k12.hi.us/

Idaho
Idaho Department of Education
http://www.sde.idaho.gov/

Illinois
Illinois State Board of Education
http://www.isbe.net/

519

Appendix C
State Departments of Education Websites

Th e following are direct links to the licensure offi  ces for each state. Should any of 
the links change from the time of this printing, you can go to http://www.ccsso.
org and click on the state education agencies section for an updated link.

Also, on the student premium website, you will fi nd the Education Standards 
in the US and Canada resource, which contains information about your state’s 
certifi cation and licensure requirements, state standards from the Council of 
Exceptional Children, and standards for specifi c teaching areas like literacy, 
science, and social studies.
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Indiana
Indiana Department of Education
http://www.doe.state.in.us/

Iowa
Iowa Department of Education
http://www.iowa.gov/educate

Kansas
Kansas State Department of Education
http://www.ksde.org

Kentucky
Kentucky Department of Education
http://www.kde.state.ky.us/KDE

Louisiana
Louisiana Department of Education
http://www.doe.state.la.us

Maine
Maine Department of Education
http://www.maine.gov/education/

Maryland
Maryland State Department of Education
http://www.marylandpublicschools.org

Massachusetts
Massachusetts Department of Education
http://www.doe.mass.edu/

Michigan
Michigan Department of Education
http://www.michigan.gov/mde/

Minnesota
Minnesota Department of Education
http://education.state.mn.us

Mississippi
Mississippi Department of Education
http://www.mde.k12.ms.us/

Missouri
Missouri Department of Elementary and Secondary 

Education
http://dese.mo.gov/

Montana
Montana Offi  ce of Public Instruction
http://www.opi.state.mt.us/

Nebraska
Nebraska Department of Education
http://www.nde.state.ne.us/

Nevada
Nevada Department of Education
http://www.doe.nv.gov/

New Hampshire
New Hampshire Department of Education
http://www.ed.state.nh.us/

New Jersey
New Jersey Department of Education
http://www.nj.gov.education/

New Mexico
New Mexico Public Education Department
http://www.sde.state.nm.us/

New York
New York State Education Department
http://www.nysed.gov/

North Carolina
North Carolina Department of Public Instruction
http://www.ncpublicschools.org/

North Dakota
North Dakota Department of Public Instruction
http://www.dpi.state.nd.us/

Ohio
Ohio Department of Education
http://www.ode.state.oh.us/
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Oklahoma
Oklahoma State Department of Education
http://sde.state.ok.us/

Oregon
Oregon Department of Education
http://www.ode.state.or.us/

Pennsylvania
Pennsylvania Department of Education
http://www.pde.state.pa.us/

Rhode Island
Rhode Island Department of Elementary 

and Secondary Education
http://www.ride.ri.gov/

South Carolina
South Carolina Department of Education
http://ed.sc.gov/

South Dakota
South Dakota Department of Education
http://doe.sd.gov/

Tennessee
Tennessee Department of Education
http://www.state.tn.us/education/

Texas
Texas Education Agency
http://www.tea.state.tx.us/

Utah
Utah State Offi  ce of Education
http://www.usoe.k12.ut.us/

Vermont
Vermont Department of Education
http://education.vermont.gov/

Virginia
Virginia Department of Education
http://www.doe.virginia.gov/

Washington
Offi  ce of Superintendent of Public Instruction
http://www.k12.wa.us/

West Virginia
West Virginia Department of Education
http://wvde.state.wv.us/

Wisconsin
Wisconsin Department of Public Instruction
http://www.dpi.state.wi.us/

Wyoming
Wyoming Department of Education
http://www.k12.wy.us/

Territories

American Samoa
American Samoa Department of Education
http://www.doe.as/

Commonwealth of the Northern 
Mariana Islands
Commonwealth of the Northern Mariana Islands 

Public School System
http://www.pss.cnmi.mp/

Guam
Guam Department of Education
http://www.gdoe.net/

Puerto Rico
Puerto Rico Department of Education
http://de.gobierno.pr/deportal/inicio/inicio.aspx

Virgin Islands
Virgin Islands Department of Education
http://www.doe.vi/
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Appendix D
The Praxis Series

Presently, 90 percent of the states that include tests as part of their teacher licen-
sure and certifi cation process use the Praxis series of assessments. In addition, 
many colleges and universities use the Praxis series as a qualifying exam for entry 
into their teacher education programs.

Th e Praxis series of assessments are standardized tests that include multiple-
choice and essay exercises. Th e tests are administered under controlled condi-
tions at designated sites around the country. Th e Praxis I: Pre-Professional Skills 
Test can also be taken online. Candidates schedule appointments with designated 
computer testing centers.

Th e Praxis series consists of three categories. Students applying for admission 
to a teacher education program will complete Praxis I. Th is series of tests includes 
reading, writing, and mathematics components.

Praxis II: Subject Assessments will be completed by candidates who are apply-
ing for teacher licensure/certifi cation following a program of teacher education. 
Th e number of tests and the specifi c tests that must be taken are determined by 
the state licensing agency according to the candidate’s major. Th e Praxis Series 
Registration Bulletin details the requirements by state.

Th e fi rst year of teaching is assessed with the Praxis III: Classroom Perfor-
mance Assessments. You will receive more information about the Praxis series (if 
your state requires it) as you reach various milestones in your teacher education 
program. You can obtain detailed information about the Praxis series by logging 
on to the Educational Testing Services (ETS) website at http://ets.org/praxis.
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Appendix E
Answer Key for Unit Workshop Quizzes

Unit I: The Profession
Chapter 1
1. b (p. 5) 4. a (p. 11) 7. b (p. 16) 10. d (p. 23)
2. b (p. 7) 5. a (p. 12) 8. a (p. 18)
3. c (p. 10) 6. d (p. 15) 9. c (p. 23)

Chapter 2
1. a (p. 33) 4. b (p. 37) 7. a (p. 48) 10. d (p. 52)
2. c (p. 34) 5. b (p. 48) 8. a (p. 49)
3. b (p. 34) 6. d (p. 44) 9. c (p. 50)

Chapter 3
1. c (p. 59) 4. a (p. 61) 7. d (p. 65) 10. c (p. 84)
2. b (p. 59) 5. d (p. 61) 8. d (p. 71)
3. a (p. 60) 6. c (p. 64) 9. a (p. 82)

Chapter 4
1. b (p. 109) 4. a (p. 114) 7. c (p. 111) 10. a (p. 138)
2. c (p. 110) 5. b (p. 124) 8. b (p. 112)
3. d (p. 111) 6. d (p. 123) 9. d (p. 137)

Unit II: Curriculum, Management, and Assessment
Chapter 5
1. d (p. 157) 4. d (p. 158) 7. d (p. 164) 10. d (p. 173)
2. b (p. 158) 5. a (p. 162) 8. a (p. 169)
3. b (p. 158) 6. c (p. 162) 9. c (p. 170)

Chapter 6
1. c (p. 187) 4. a (p. 191) 7. c (p. 194) 10. b (p. 197)
2. a (p. 187) 5. d (p. 192) 8. a (p. 195)
3. b (p. 190) 6. c (p. 193) 9. c (p. 195)

Chapter 7
1. c (p. 221) 4. d (p. 224) 7. c (p. 239) 10. b (p. 245)
2. a (p. 221) 5. b (p. 229) 8. d (p. 238)
3. b (p. 222) 6. a (p. 231) 9. a (p. 241)
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Unit III: The Institution of Education
Chapter 8
1. b (p. 263) 4. a (p. 269) 7. b (p. 276) 10. b (p. 290)
2. d (p. 265) 5. a (p. 269) 8. c (p. 279)
3. c (p. 266) 6. c (p. 272) 9. d (p. 281)

Chapter 9
1. b (p. 301) 4. b (p. 308) 7. c (p. 316) 10. b (p. 322)
2. d (p. 302) 5. d (p. 310) 8. d (p. 318)
3. a (p. 305) 6. b (p. 314) 9. c (p. 320)

Chapter 10
1. c (p. 331) 4. d (p. 338) 7. a (p. 361) 10. d (p. 368)
2. b (p. 348) 5. d (p. 357) 8. b (p. 362)
3. a (p. 337) 6. b (p. 360) 9. c (p. 369)

Chapter 11
1. b (p. 378) 4. c (p. 384) 7. b (p. 400) 10. b (p. 400)
2. a (p. 382) 5. d (p. 385) 8. a (p. 392)
3. b (p. 382) 6. c (p. 386) 9. c (p. 395)

Unit IV: Challenges for Today and Tomorrow
Chapter 12
1. a (p. 417) 4. b (p. 420) 7. d (p. 425) 10. b (p. 437)
2. c (p. 419) 5. a (p. 421) 8. c (p. 428)
3. d (p. 420) 6. b (p. 422) 9. d (p. 434)

Chapter 13
1. d (p. 446) 4. d (p. 451) 7. a (p. 454) 10. a (p. 466)
2. b (p. 448) 5. a (p. 453) 8. a (p. 458)
3. c (p. 448) 6. d (p. 454) 9. c (p. 461)

Chapter 14
1. b (p. 481) 4. d (p. 490) 7. c (p. 494) 10. d (p. 500)
2. c (p. 483) 5. c (p. 492) 8. a (p. 497)
3. b (p. 485) 6. a (p. 494) 9. b (p. 497)
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academic freedom: Extends to 
teachers the right to speak freely 
about the subjects they teach and to 
introduce varied—and competing—
viewpoints on an issue to encourage 
inquiry, experimentation with new 
ideas, and critical consideration of 
topics.

Academy: Th e Greek school estab-
lished by Plato. Th e term is oft en 
used to refer to a liberal arts college.

accreditation agency: An organiza-
tion, most notably the National 
Council for Accreditation of 
Teacher Education, that certifi es 
that an institution’s teacher prepara-
tion program has met a series of rig-
orous standards.

activity curriculum: Th e designing 
of educational experiences based on 
the interests of particular students at 
a particular time.

add-on certifi cation: Th e addition 
of one or more areas of additional 
certifi cation. It requires the success-
ful completion of additional course-
work and a passing score on the 
corresponding standardized 
achievement test such as Praxis.

adoption states: Th ose states that 
narrow the list of eligible textbooks 
to a small number (usually fi ve or 
fewer) and require school districts 
to select materials from that list. 
Texts usually must meet state crite-
ria related to grade-level standards 
and be certifi ed as based on scientif-
ically based research. In nonadop-
tion states, each school district 
makes its own determination.

aff ective perspective: Th e aspect of 
the curriculum that emphasizes feel-
ing and valuing.

alternative certifi cation: Certifi ca-
tion that does not include study in a 
teacher preparation program. It may 
involve on-the-job coursework or, 
at a minimum, passing a test in the 
subject area to be taught, with 
the person having a college or 
university degree in any fi eld.

American Federation of Teachers 
(AFT): A teacher’s union formed 
in 1916. It is part of the American 
Federation of Labor/Congress of 
Industrial Organizations (AFL/CIO) 
umbrella. Its membership, although 
nationwide, is more concentrated in 
large population centers in the 
North.

ancillary businesses: Businesses 
with services that directly relate to 
the successful functioning of the 
school. Examples include transpor-
tation and food services, and medi-
cal and psychological personnel.

assessment: Th e means by which a 
teacher gathers information to make 
a variety of decisions. It may include 
paper-and-pencil activities, demon-
strations, reports, teacher observa-
tion, projects, and so on.

assistive technology: Applications 
of technology that improve the edu-
cational experience for students 
with special needs.

at-risk students: Students who are 
achieving suffi  ciently below their 
potential and/or grade level so as to 
be likely to drop out of school or to 
be unable to acquire the competence 
needed to function in the larger 
society.

attention-defi cit/hyperactivity 
disorder (ADHD): A persistent pat-
tern of inattention or hyperactivity-

impulsivity, or both, that is more 
frequently displayed and severe than 
is typically observed in individuals 
at a comparable level of develop-
ment (American Psychiatric 
Association).

autism: A developmental disability 
that signifi cantly aff ects a child’s 
verbal and nonverbal communica-
tion, social interaction, and educa-
tional performance (Individuals 
with Disabilities Education Act).

axiology: Th e branch of philosophy 
that considers the study of funda-
mental ideas or principles (i.e., the 
universally accepted truths of ethics 
and aesthetics).

base salary: Th e minimum amount 
of money that is paid to an educator 
based on his or her certifi cation(s), 
job description, and years of 
experience.

behaviorism: Th e perspective that 
because behavior is caused, altering 
the surrounding circumstances al-
ters the behavior. Examples of be-
haviorism include classical condi-
tioning and operant conditioning.

bilingual education: Education 
provided to children with limited 
English-speaking ability.

blended family: A family in which 
both partners (whether married or 
not) bring children from previous re-
lationships to the new relationship.

block grants: Grants that allow 
state education agencies the fl exibil-
ity to use the funds to meet their 
specifi c needs within the framework 
of the federal law. In essence, a 
number of special programs are 
folded into a block grant.
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breach of contract: Th e failure of 
either party in a contract to meet 
obligations.

broad fi elds curriculum: Also 
known as integrated, or fused cur-
riculum, it attempts to make logical 
connections among various subject 
areas and encourage the application 
of the information to real-life 
situations.

Carnegie Unit: A course credit for 
the successful completion of a 
specifi ed high school course (e.g., 
Spanish I, Algebra II). It includes 
satisfactory grades and may also in-
clude passing an end-of-course test 
developed by the state.

categorical funding: Th e funding 
by the federal government of special 
programs (e.g., free lunch program 
for economically disadvantaged stu-
dents, school construction, work 
programs for high school students).

categorical grants: Grants that al-
low state education agencies maxi-
mum fl exibility to apportion the 
funds according to their specifi c 
needs.

certifi cation: Th e process one un-
dergoes (e.g., in an elementary or 
secondary education program) to 
obtain a teaching license.

certifi cation examination: A 
standardized achievement test, fre-
quently from the Praxis series, that 
prospective teachers must pass be-
fore receiving their certifi cation.

change agent: One who partici-
pates in curriculum or instructional 
dialogue with the purpose of mak-
ing positive changes in the school 
program. A change agent is also one 
who institutes curriculum or in-
structional reform in the classroom 
or at the school level.

character education: Th e introduc-
tion of moral and ethical issues into 
the curriculum together with the 
traditional subject matter.

charter school: A public school 
formed or reconstituted to deal ei-
ther with special concerns of a com-
munity (e.g., providing a back-to-
basics, technologic, or fi ne arts 
emphasis) or with a particular 
group (e.g., at risk for dropping out, 
exceptional education), or to secure 
a greater degree of school and local 
control.

child abuse and neglect: At a mini-
mum, any recent act or failure to act 
on the part of a parent or caretaker 
that results in death, serious physi-
cal or emotional harm, sexual abuse, 
or exploitation, or an act or failure 
to act that presents an imminent 
risk for serious harm.

classroom assessment: Assess-
ments that are typically designed by 
the classroom teacher to assess a 
very specifi c population with regard 
to material specifi cally presented in 
that class.

classroom management: Activities 
in which a teacher engages before, 
during, and aft er interacting with 
students. Th ese activities, which fo-
cus on the prevention of misbehav-
ior, allow instruction to take place.

classroom pragmatics: Tasks that a 
teacher routinely accomplishes apart 
from “instructional” activities. 
Examples include classroom man-
agement and the assessment of stu-
dent performance.

clinical experience: Experience 
during which a prospective teacher 
engages in classroom activities by 
observing, assisting a teacher and 
students, and participating in other 
educational activities. Sometimes 
called fi eld service or internships.

cognitive perspective: Th e aspect 
of the curriculum that focuses on 
the acquisition of knowledge.

common schools: Free schools for 
working-class students, both girls 
and boys.

compulsory education: A require-
ment that parents enroll and send 
their children to school. In America, 
it dates to the Massachusetts Act of 
1642.

consequences: Th e results that in-
evitably follow when students fail to 
observe the rules.

constituencies: Th ose groups of 
people to whom educators are re-
sponsible. Th ey include students, 
parents, the community in general, 
the school administration, and their 
colleagues.

constructivism: Th e perspective 
that students “build” their knowl-
edge as new experiences are related 
to previous experiences.

consumables: Materials and sup-
plies that must be discarded aft er 
use. Examples are handwriting 
paper, workbooks, and photocopier 
paper.

contract: A binding agreement 
between two parties.

convergent thinking: Th e process 
of taking one or more sources of in-
formation and drawing conclusions 
about their characteristics (perhaps 
similarities or diff erences) or impli-
cations.

cooperative learning: A philoso-
phy and set of practices in which 
heterogeneous groups of students 
work together on clearly defi ned 
and meaningful goals.

core curriculum: A curriculum 
that emphasizes a particular body of 
knowledge within the subject areas 
that all students should learn.

critical needs area: (1) A profes-
sional area (e.g., mathematics, ex-
ceptional education) in which there 
is a shortage of teachers. (2) A geo-
graphical area (e.g., rural, inner city) 
in which it is diffi  cult to secure suf-
fi cient numbers of certifi ed and 
qualifi ed teachers.
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cultural pluralism: Acceptance 
of and interaction between multiple 
cultures in one society.

culture: Th e values, attitudes, and 
beliefs that infl uence the behavior 
and the traditions of a people. 
Th ey are social, not biological, 
dimensions.

curricular reform: An education 
reform based on the development or 
adoption of the content to be taught 
at various points in a student’s edu-
cational experience. Th e content is 
organized in grade-level standards.

curriculum: Th e program by which 
a school meets its educational goals. 
It includes planned and unplanned 
experiences, and involves the means 
and materials with which students 
interact.

dame schools: Colonial schools 
typically run by educated widows or 
housewives in their own homes for 
a fee. Th ey provided initial aca-
demic instruction for boys, particu-
larly those from the middle and up-
per classes.

direct instruction: A means of de-
livering instruction by specifi cally 
explaining or demonstrating a skill 
and having the students attempt to 
replicate it.

disaggregate analysis: An analysis 
of test data that identifi es the per-
formance of students by ethnic 
group, by economic status of the 
family (through eligibility for free or 
reduced school lunches), by sex, and 
by other factors. Th e performance 
of students for whom English is a 
second language is also being in-
creasingly factored into the equa-
tion, as is the performance of stu-
dents with varying exceptionalities.

discipline: Actions a teacher takes 
aft er misbehavior occurs.

discovery learning: An approach 
to instruction that focuses on stu-
dents’ personal experiences as the 

foundation for conceptual develop-
ment. Students are expected and as-
sisted to use their prior knowledge 
as a basis for making inferences and 
drawing conclusions.

discussion: Involves the inter-
change of ideas. With this approach, 
a teacher hopes to develop greater 
depth of ideas and to foster the ma-
nipulation of information for solv-
ing problems rather than just the 
acquisition of knowledge.

distance education: Delivery of in-
structional programs to people in 
sites remote from the school setting.

divergent thinking: Th e process 
of taking information and creating 
new ideas or adapting it in original 
(to the thinker) ways.

diversity: Th e ways in which indi-
viduals and groups diff er from each 
other.

drill and practice: An instructional 
technique that emphasizes the repe-
tition of previously learned informa-
tion or skills to hone the skill or 
provide a strong cognitive link 
to the information to improve 
remembering it.

due process: Procedures intended 
to ensure fairness and accountability 
of both parents/guardians and edu-
cators. Th ey include the rights of 
parents to have evaluations con-
ducted by personnel outside the 
school system and to request a hear-
ing when they disagree with the 
school’s proposed plans.

dynamic content: Th e knowledge 
and skills that a teacher uses to do 
the teaching. Th is can change at any 
time based on what is happening in 
the immediate environment.

economic pragmatics: Skills in 
managing money.

educational reform: Th e process of 
improving one or more aspects of 
education on the local, state, or fed-
eral level, either piecemeal or as a 

total package. It may focus on cur-
riculum, instruction, or both, and is 
usually based on some philosophical 
perspective.

electronic books: Books in a for-
mat that is electronically (computer) 
based.

emotional/behavioral disorder: A 
condition exhibiting one or more of 
the specifi c characteristics over a 
long time and to a marked degree 
that adversely aff ects a student’s ed-
ucational performance: (1) An in-
ability to learn that cannot be ex-
plained by intellectual, sensory, or 
other health factors; (2) an inability 
to build or maintain satisfactory in-
terpersonal relationships with peers 
and teachers; (3) inappropriate types 
of behavior or feelings under nor-
mal circumstances; (4) a general 
pervasive mood of unhappiness or 
depression; or (5) a tendency to de-
velop physical symptoms or fears as-
sociated with personal or school 
problems (Individuals with Disabili-
ties Education Act).

English as a Second Language 
(ESL): Any program designed to 
teach English to nonspeakers of 
English while providing instruction 
in the various areas of the 
curriculum.

English grammar schools: As a re-
sponse and alternative to the Latin 
grammar school, these secondary 
schools emphasized a practical 
education with classes conducted 
in English rather than in Latin. 
Some English grammar schools 
admitted girls.

English language learner 
(ELL): Refers to students who are 
in the process of acquiring English 
language skills and knowledge.

epistemology: Th e branch of phi-
losophy that considers how people 
come to know what they know. It is 
concerned with the nature and ori-
gin of truth and knowledge.
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e-publishing: Electronic publishing 
that enables each state to custom-
tailor the text materials to its spe-
cifi c interests.

equal access: Th e federal require-
ment that buildings and facilities be 
structured in such a way that physi-
cally handicapped people have ac-
cess to the same information and 
opportunities as do people without 
handicaps.

essentialism: Th e perspective that 
there are core skills and knowledge 
that all students should acquire. Do-
ing so ensures the maintenance of 
our cultural heritage and the sus-
taining of our society.

ethnicity: Sense of common iden-
tity based on common ancestral 
background and the sharing of com-
mon values and beliefs.

evaluation: Th e process of placing 
a value (a grade) on a piece of stu-
dent work.

existentialism: Th e philosophy that 
emphasizes thoughtful personal re-
fl ection about one’s identity, beliefs, 
and choices. It places the responsi-
bilities that come with being a 
human on the shoulders of each 
individual.

experiential education: An ap-
proach that seeks to make what is 
taught as part of school as realistic 
as possible. Field trips are an 
example.

explicit curriculum: Th e subjects 
that will be taught, the identifi ed 
“mission” of the school, and the 
knowledge and skills that the school 
expects successful students to ac-
quire. See implicit curriculum.

extended family: A family struc-
ture that includes the presence of 
several generations, which can in-
clude aunts and uncles or other 
relatives, as well as grandparents.

extracurriculum: All of the school-
sponsored programs (e.g., athletics, 

band) that are intended to supple-
ment the academic aspect of the 
school experience.

fi eld experience or fi eld 
service: See clinical experience.

fl exibility: Th e ability to make ad-
aptations or major changes in diag-
nostic, instructional, or evaluative 
procedures based on an awareness 
of student behavior. It depends on 
careful monitoring.

formative assessment: An assess-
ment in which information is gath-
ered for instructional purposes. 
Usually, the assessment is based 
on a relatively small body of 
information.

foster care: A family placement 
for children who are separated from 
their parents (e.g., if the parents are 
deceased or the children are re-
moved from the home for child 
welfare reasons).

gain score: Th e diff erence between 
pretest and posttest scores, thus the 
student progress in a specifi c body 
of information.

gender: Th e social aspect of 
sexuality: behaviors that are consid-
ered masculine or feminine.

gender bias/sexism: Preferential 
treatment toward or discrimination 
against individuals or groups based 
on their gender or sex.

general education: A program of 
courses that almost every college 
and university student is required 
to take (except for those who enter 
with International Baccalaureate or 
Advanced Placement credits earned 
in high school, or who exempt 
courses by passing placement tests).

gift ed and talented: Students who 
show evidence of high-performance 
capability in areas such as intellectual, 
creative, artistic, or leadership capac-
ity, or in specifi c academic fi elds, and 
who require services or activities not 
ordinarily provided by the school to 

fully develop such capabilities (U.S. 
Congress). Th e gift ed student has su-
perior intelligence, whereas the tal-
ented student shows unusually high 
ability in some special fi eld of knowl-
edge (Feldhusen, 2000).

higher education: Any postsecond-
ary education (e.g., community col-
lege, junior college, four-year college 
or university, graduate school).

high-stakes tests: Standardized 
achievement tests that are used for 
promotion, graduation, or assign-
ment of school grades, and that 
carry penalties for poor schoolwide 
performance (as well as rewards for 
good performance). Th us, they have 
serious negative implications for 
students and schools that do not 
meet predetermined criteria.

homeschooling: Education pro-
vided to children in the home by the 
parent or caregiver.

hornbook: A copy of the alphabet 
laminated onto a paddle-shaped 
piece of wood using a thin transpar-
ent sheet made from a cow’s horn.

humanism: A philosophy that em-
phasizes the value and meaning of 
education rather than the mere dis-
semination and acquisition of facts. 
Students are viewed as individuals 
with unique desires and needs. 
Erasmus applied humanism to edu-
cation, which formed the founda-
tion of the Reformation.

idealism: Th e philosophy that the 
only true reality is that of ideas. It 
includes classical, modern, and reli-
gious aspects.

immediate response devices 
(IRDs): Electronic device that al-
lows students to input responses 
through a computer-based system.

implicit curriculum: Th e lessons 
that arise from the culture of the 
school and the behaviors, attitudes, 
and expectations that characterize 
that culture. See explicit curriculum.
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in loco parentis: “In the place of 
parents.”

inclusion: A model in which an 
exceptional-education teacher pro-
vides assistance in a regular class-
room to a student who has been 
identifi ed as having a disability 
identifi ed by one of the related laws.

Individualized Education Program 
(IEP): A written plan, specifi c for 
each child, that consists of a de-
scription of the child’s current per-
formance, the goals for the year, the 
services to be rendered, and the 
means by which the results will be 
measured.

induction period: A probationary 
period, typically from 1 to 3 years, 
during which a newly hired teacher 
is mentored and evaluated.

inquiry: A sophisticated technique 
that attempts to engage students in 
generating relevant and meaningful 
questions about the topic under 
consideration.

instructional reform: An educa-
tional reform based on a set of coor-
dinated and diff erentiated strategies 
(both diagnostic and instructional) 
by which teachers and students ad-
dress the curriculum.

intelligence: An individual’s capac-
ity to learn from experience and to 
adapt to the environment (Sternberg 
& Powell, 1983). It diff ers from aca-
demic achievement, knowledge, 
and skillful ability in one domain 
or another.

intelligence quotient (IQ): Th e re-
lationship between a person’s mental 
age and his or her chronological 
age. A score of 100 (or a range from 
85–115) is considered “average.”

interactive whiteboard: A large, 
touch-sensitive screen used with a 
computer and projector as opposed 
to a traditional blackboard or 
marker board.

internships: See clinical 
experience.

intervention: An education eff ort 
that supplements normal proce-
dure either by providing remedia-
tion or enrichment, or by extend-
ing or reducing a teacher’s 
responsibility or authority (as in 
a pullout program).

land-grant colleges: Colleges es-
tablished and funded for the study 
of agriculture and the mechanical 
arts. Funds were secured from the 
rent or sale of public lands in each 
state.

latchkey children: Students who 
carry a house or apartment key, re-
turn to an empty home in the hours 
immediately aft er school, and oft en 
have little or no supervision be-
tween the time they leave school 
and the time their parent(s) get 
home from work.

Latin grammar schools: Th e fore-
runners to what we now consider 
“high school,” they were patterned 
aft er schools in Europe and pre-
pared students to enter divinity 
schools.

learning disability: A disorder in 
one or more of the basic psychologi-
cal processes involved in under-
standing or in using language, either 
spoken or written, which manifests 
itself in imperfect ability to listen, 
think, speak, read, write, spell, or do 
mathematical calculations (Individ-
uals with Disabilities Education 
Act).

learning styles: Th e means by 
which individuals learn best (e.g., 
auditory, visual, kinesthetic, vo-
calic). Other aspects of learning 
styles include group size (e.g., indi-
vidual or pair or group work), as 
well as environmental infl uences 
(e.g., heat, light, noise).

least restrictive environment 
(LRE): Th e requirement that, to the 
extent possible, a handicapped child 
must be educated with nonhandi-
capped children, that is, in a main-
streamed environment.

lecture: An instructional technique 
in which the teacher takes the active 
role of providing information, 
whereas students take a more pas-
sive role by listening. Characterized 
by limited dialogue between teacher 
and student.

liability: Legal responsibility for an 
incident.

license: A document that certifi es 
that the holder has successfully 
completed an education program in 
one or more areas of education.

limited English profi ciency 
(LEP): Refers to one who has a na-
tive language other than English 
and limited ability to speak, read, or 
understand English.

local education agency: A separate 
school district responsible for ad-
ministering the education program 
for a county, city, or other local edu-
cation unit.

logic: Th e branch of philosophy 
that seeks to bring order to the rea-
soning process. It includes inductive 
and deductive reasoning.

logistical innovations: Innovative 
changes that aff ect the physical as-
pect of school: the building, the in-
terior and exterior facilities, the 
movement of people, and so on.

Lyceum: Th e Greek school founded 
by Aristotle. He considered philoso-
phy, ethics, and science, and empha-
sized rational thinking for good 
citizenship.

magnet schools: Public schools 
that focus on a particular academic, 
vocational, or specialty study.

mainstream: An approach to inte-
grating students with special 
needs into the general education 
population.

mandated reporter: A person, 
such as a teacher, who is required by 
law to report suspected child abuse 
or neglect, and thus is immune from 
prosecution or lawsuit for doing so.
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mastery learning: A series of edu-
cational practices based on the be-
lief that given appropriate instruc-
tion and suffi  cient study time, 
almost all students can meet the 
specifi ed learning standards.

McGuff ey Readers: Six volumes 
written by the Reverend William H. 
McGuff ey and published from 1836 
to the early 20th century. Poems and 
stories emphasized honesty, truth, 
obedience, and hard work. Th eir 
message of moral virtue infl uenced 
generations of Americans.

mental modeling: A technique 
used to foster students’ ability to 
direct their own learning. It involves 
careful modeling of the cognitive 
processes required to solve 
problems.

mentoring: Th e process by which 
an experienced educator helps a less 
experienced educator in some as-
pect of teaching or professional de-
velopment in a one-on-one setting.

metaphysics: Th e branch of philos-
ophy that considers questions about 
the physical universe (e.g., the na-
ture and origin of the physical 
world).

methods courses: Courses that ad-
dress diagnostic, instructional, and 
evaluation strategies as they relate to 
specifi c subjects (e.g., reading, math, 
science).

monitorial schools: Schools in 
which advanced students taught 
specifi c skills to less experienced 
students.

monitoring: Observing student ac-
ademic and social behavior, both in-
dividually and collectively, during a 
variety of activities.

multiculturalism: Th e social psy-
chology perspective of how various 
cultural groups interface with each 
other.

National Board for Professional 
Teaching Standards (NBPTS): A 

national organization that estab-
lishes rigorous standards by which 
teachers can be certifi ed by demon-
strating exemplary classroom per-
formance and refl ecting critically on 
the eff ectiveness of their curriculum 
and instruction strategies, and the 
needs of diverse learners.

National Education Association 
(NEA): Th e largest (with more than 
2,000,000 members) professional as-
sociation for teachers, administra-
tors, and other school personnel.

New England Primer: An illus-
trated textbook that off ered religious 
readings. Originally published in 
1690, the New England Primer was 
the mainstay of colonial education 
for more than 100 years.

norm group: A group of test-takers 
specifi cally identifi ed as being repre-
sentative of the population for 
whom the assessment was designed. 
Results from the norm group are 
used to set the standard for the test.

normal curve: A statistical model 
in which 34 percent of the scores 
fall at or just below the middle 
score, and another 34 percent fall at 
or just above the middle. Another 
14 percent of the scores fall farther 
above the middle, whereas 14 per-
cent more fall farther below the 
middle. About 2 percent of the 
scores fall at one extreme and an-
other 2 percent at the other. (Some-
times called the bell curve.)

normal schools: Th e forerunners of 
teacher-preparation colleges and 
universities. Th ey taught their pro-
spective teachers the normal prac-
tices for teaching children.

nuclear family: A family structure 
that consists of one or more parents 
or guardians or foster parents and 
may include one or more children.

null curriculum: Th e options stu-
dents are not aff orded; the per-
spectives they may never know 
about, much less be able to use; the 

concepts and skills that are not a 
part of their intellectual repertoire 
(Eisner, 1994).

outcome-based education 
(OBE): Th e practice of establishing 
the specifi c expected outcomes of 
education.

parent–teacher organization 
(PTO): A school-based organiza-
tion that attempts to strengthen the 
relationship between parents and 
the school by promoting open com-
munication and activities involving 
the joint participation of parents 
and teachers.

parochial schools: Schools affi  li-
ated with some religious group. 
Th ey originally were established by 
churches such as Baptist, Catholic, 
Mennonite, and Quaker.

pedagogue: Literally, the Greek 
adult who led a child to school, dis-
cussing important issues (and thus 
tutoring) the child on the way. In 
Colonial days, the term was used to 
refer to a teacher.

pedagogy: Th e art and science of 
teaching children.

perennialism: Th e perspective that 
certain ideas and truths transcend 
time and are prevalent in the great 
literature of the ages. An organized 
study of these themes, which pro-
vide an insight into the universe and 
the role of individuals in the society, 
should be provided to students.

portfolio: A visual and physical re-
cord of achievement.

practicum: See clinical experience.

pragmatism: Th e theme that ideas 
must serve a useful purpose. It fo-
cuses on identifying processes that 
help people reach their goals.

Praxis series: A series of three 
tests developed by Educational 
Testing Service (ETS). Prospective 
teachers take these tests at various 
points in their professional prepa-
ration program.
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private venture schools: Schools 
established with private rather than 
public funds. Th ey include parochial 
schools, as well as nondenomina-
tional private schools.

privatization: Th e management of 
public schools by private enter-
prises, oft en referred to as education 
management organizations.

problem-solving conference 
(sometimes called confl ict-
resolution conference): A meeting 
involving the teacher and student 
(and perhaps the parents/guardians) 
to help a student assume responsi-
bility for his or her actions and fi nd 
a way to resolve the situation with-
out losing the student’s sense of 
dignity.

procedures: Th e ways in which 
particular activities (e.g., taking at-
tendance, collecting money, moving 
from place to place) are conducted.

professional development: Activi-
ties in which educators engage to 
expand their knowledge, skills, and 
general competence or contribute to 
the profession (e.g., engaging in re-
search, mentoring, reading profes-
sionally, taking courses, attending 
conferences).

professional development 
schools: Public schools that func-
tion in close cooperation with a col-
lege’s or university’s teacher educa-
tion program. Many prospective 
teachers do their fi eld service/pract-
icum/internship and student teach-
ing in the professional development 
school.

professional education: A program 
of education courses that provide 
overviews of topics important for 
prospective teachers.

professional organization: A 
group of educators organized to 
promote a particular interest. It may 
be general (as a group advocating 
on behalf of teachers, supervisors, 
and/or administrators, such as the 

National Education Association and 
the American Federation of Teach-
ers) or specifi c (as a curriculum-
related organization, such as the 
National Council of Teachers of 
Mathematics and the International 
Reading Association).

progressivism: Th e philosophical 
focus on positive change that indi-
viduals with various educational 
backgrounds can provide. Problem 
solving is emphasized over passing 
on the culture, and learning by do-
ing is preferred over knowing a spe-
cifi c body of knowledge. Th e educa-
tion application is a child-centered 
approach.

quadrivium: Th e study of four 
subjects—arithmetic, geometry, 
music, and astronomy—in the 
medieval university. See trivium.

question and answer: Instructional 
technique in which the teacher 
poses questions soliciting content-
specifi c responses from the student.

realism: Th e philosophy that main-
tains that matter is real and that 
ideas underlie matter. Th erefore, 
the study of matter leads to an un-
derstanding of ideas. Realism in-
cludes classical, modern, and reli-
gious aspects.

reciprocity: Th e act of accepting 
in one state the credentials issued 
in another state.

refl ection: Th e process of thinking 
critically about experiences or ob-
servations and making connections 
with other ideas and/or drawing in-
ferences for further consideration.

reform model: A model developed 
and instituted to implement a philo-
sophical and educational perspec-
tive about how best to achieve the 
goals of the school and community.

response to intervention: Seeks 
early identifi cation of problems that 
are not caused by limited English 
profi ciency and pre-referral inter-

ventions to increase the learning 
rate, avoid labeling children as 
learning disabled, and decrease 
the number requiring specialized 
services.

role models: Th ose who engage in 
personal and professional behavior 
that provides an opportunity for 
students to observe desirable char-
acteristics in practice.

routines: Behaviors that are learned 
or demonstrated so well that they 
become automatic.

rules: Descriptors of required 
observable behaviors.

scholasticism: Th e religious-
philosophical study resulting from 
the rediscovery in the 11th century 
of Aristotle’s works.

school choice: An array of options 
beyond the child’s neighborhood, 
traditional school placement.

sex: A biological distinction be-
tween male and female.

sexual harassment: Unwanted and 
unwelcome sexual behavior that in-
terferes with the victim’s life.

sexual stereotyping: Th e expecta-
tion that male individuals should fi ll 
particular roles whereas female in-
dividuals fi ll other roles.

site-based management: Th e legal 
ability of a school to conduct its 
own governance, subject to specifi c 
local, state, and federal require-
ments. Charter schools are an exam-
ple of site-based management.

social reconstructionism: Th e per-
spective that schools are the agency 
for solving societal problems.

Socratic method: A process of 
carefully questioning one’s thinking 
to bring out the knowledge within.

solar collectors: Panels that capture 
heat from the Sun and use it to heat 
water or heat the facilities.
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Sophists: Ancient Greek teachers 
with a wide range of expertise in 
many fi elds who taught rhetoric and 
oratory. Today’s concept of the lib-
eral arts was founded in the 
Sophists’ curriculum of grammar, 
logic, and rhetoric.

special interest groups: Groups 
that advocate and lobby for a partic-
ular direction, focus, or policy. A 
group may represent the interests of 
a particular culture, ethnicity, or re-
ligious group and may address is-
sues from a liberal or conservative 
perspective.

specialization courses: Courses 
that focus on the teaching of partic-
ular subjects or other topics related 
to curriculum and instruction.

standardized testing: Th e use of 
norm-referenced tests to determine 
the performance of individual stu-
dents, the grade and school achieve-
ment levels, and the progress of stu-
dents from one year to the next 
(spring to spring or fall to spring 
administrations).

state education agency: A state de-
partment of education responsible 
for directing and overseeing the lo-
cal education agencies within its 
jurisdiction.

static content: Th e curriculum that 
teachers are responsible for teach-
ing. It is static because it doesn’t 
change.

strategy: A means of coordinating 
the implementation of a set of pro-
cedures. A strategy combines sub-
ject matter, techniques, and the 
skills for implementing instruction.

student-centered curriculum: A 
curriculum that emphasizes the nat-
ural interests and curiosity of the 
child.

student teaching: A culminating 
experience in a teacher education 
program that provides an extended 
opportunity for the prospective 
teacher to assume fuller responsibil-
ity, under the guidance of the super-
vising teacher, for providing instruc-
tion to an entire class.

subject-centered curriculum: A 
curriculum that emphasizes the sub-
jects that all students should learn.

substance abuse: Most commonly 
this refers to minors’ inappropriate 
use of alcohol, tobacco, marijuana, 
or another controlled substance.

summative assessment: An assess-
ment given to assign a grade. Usu-
ally it is based on a relatively large 
amount of information and ad-
dresses content that will not be 
retaught.

teacher accountability: Th e con-
cept that the teacher is responsible 
for the achievement of students, 
regardless of their circumstances 
(e.g., cognitive, social, psychologi-
cal, environmental, physical).

technology: Th e combining of in-
formation to make new products 
or processes that extend our 
capabilities.

tenure: An ongoing contract to 
teach (sometimes referred to as a 
continuing contract).

tort law: A civil or private wrong 
other than a breach of contract.

trivium: In medieval Europe, an 
educational curriculum based on 
the study of grammar, rhetoric, 
and logic. See quadrivium.

vernacular schools: Schools estab-
lished by Protestants. Th ese schools 
used the common language rather 
than Latin for instruction.

virtual school: An electronic, tele-
communications-based presentation 
of coursework to students who are 
homebound or in remote sites, or 
even just as an alternative to being 
in a traditional school setting.

vocational training: Training as 
preparation to enter the world of 
work in some trade (e.g., as a car-
penter, electrician, mason, 
mechanic).

voucher: An allocation equal to the 
average per-pupil cost for a child’s 
education in a specifi c area’s public 
school.

Webster’s American Spelling 
Book: Considered by many to be 
the most successful schoolbook ever 
written. Published in 1783, it set the 
style for American spelling.
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Abington School District v. Schempp, 356
Abolitionist Society, 273
Academic freedom, 346–347
Academic language skills, 68
Academic self-concept, 78
Academy of Plato, 264
Accessing prior knowledge, 44
Accidents, liability for, 341–342
Accountability movement, 122, 289
Accreditation agency, 109–111
Activity curriculum, 178–179
Add-on certifi cation, 113–114
Adequate Yearly Progress (AYP), 76, 391
ADHD (attention defi cit hyperactivity disor-

der), 95–96
Administration

communicating with, 20–21
intervention, administrative, 459–460
in nineteenth century, 275
on purposes of school, 378
reform, administrative, 456–458

Administrative/supervisory organizations, 
140
list of, 141

Adolescent learners, motivating, 179
Adolescent suicide, 435–436
Adoption states for textbooks, 194–195
Advanced degrees, 137
Advanced placement (AP) credits, 114
Aesthetics and axiology, 301–302
Aff ective perspective, 172–180, 286

transfer of learning and, 169
African Americans, 61–63. See also Separate 

but equal doctrine
at-risk students, 421
in charter schools, 128
in colonial America, 271
cultural synchronization, 61–63
dropout rates, 421, 422
early years of nation, education in, 273
measures for working with, 62–63
in nineteenth century education, 275–276
normal schools for, 275–276
in poverty, 423
single-parent families, 418
teaching career opportunities, 7

African Free School, 273, 274
Agriculture Department, 399
Alcohol abuse, 431
Alcohol use, 52–53, 348
Allergies, 101
All I Really Need to Know I Learned in 

Kindergarten (Fulghum), 377
All Talk, No Action, 113
Alphabet and kindergarten, 445

Alternative certifi cation, 123–124
online information, 127

Alternative schooling, 289
Alternative teacher education programs, 

123–124
Amendments to the Individuals with 

Disabilities Education Act (IDEA), 363
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of Science (AAAS), 199
national education standards and, 195

American Association of University Women 
(AAUW), 354

American Association on Mental Retardation 
(AAMR), 88

American Council on the Teaching of 
Foreign Languages (ACTFL), 202
national education standards and, 195
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& Kapel), 359

American Federation of Labor/Congress of 
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138, 139
founding of, 280

American Foundation for Vision Awareness, 
98
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on ADHD (attention defi cit hyperactivity 

disorder), 95
on emotional disorders, 97

American Sign Language (ASL), 99–100
American Speech-Language-Hearing 

Association (ASHA), 98
American Spelling Book (Webster), 272, 274
Th e Americans with Disabilities Act (ADA) 

of 1990, 363
Ancestral identity, 69
Ancillary businesses, 491
Angry students, 79
Anorexia nervosa, 101
Anxiety disorders, 97
Aphasia, developmental, 91
Appearance issues, 347
Applications for employment, 130
Arranging experiences, 34–37
Art of teaching, 7, 8
Arts standards, 202–204
Asian Americans, 64–67

nineteenth century education and, 
282–283

Assertive Discipline (Canter & Canter), 
232–233

Assessment, 221–231. See also Formative 
assessments; Grades; Objectives; 
Summative assessments
aims of, 221–222

classroom assessment, 223
evaluation compared, 223–224
instruction and, 225–227
keys to, 226–227
prepackaged assessments, 225–226
by school districts, 394
standardized testing, 222–224

Assistive technologies, 479–480
for mentally retarded students, 90

Asthma, 101
Athens (ancient), education in, 263
Athletics. See Physical education
At-risk students, 421–422

cooperative learning and, 175
latchkey children, 418–419

Attitude
examining, 15
and purpose, 13

Auditory learning style, 82
Auditory sensory disabilities, 98–100
Autism, 94–95
Autism Society of America, 94
AV (audio-visual) equipment, 35–36
Axiology, 301–302, 331

B
Baby Th ink It Over program, 434
Back to basics movement, 289, 445
Baptist education, 270
Base salaries for teachers, 132, 133
Behavioral disorders, 96–97
Behaviorism, 319–320, 324, 445

in classroom, 320
Behaviors. See also Classroom management

ADHD (attention defi cit by hyperactivity 
disorder), 95–96

of autistic students, 94–95
home environment and, 424
modeling of, 52

Bell curve, 222–223
Bias, gender, 71
Bible readings, 356–357
Bilingual education, 74, 77

history of, 289
teaching positions in, 129

Th e Bilingual Education Act, 364
Bill for the More General Diff usion of 

Knowledge (Jeff erson), 272, 274
Bill of Rights and copyrights, 343
Bisexual students, 101
Black History Month, 438
Blacks. See African Americans
Blended families, 420
Blindness, 98
Block grants, 364
Blogging, 476, 502
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new taxonomy, 39
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Board of education
funding by, 404
state board, role of, 389

Board of Education v. Allen, 357
Bodily kinesthetic intelligence, 86, 87
Books. See also Textbooks

electronic books (e-books), 499
parents’ concerns, 188
special interest groups and, 189

Boston Latin Grammar School, 272
Boston’s Mentoring Program, 136
Brain injuries, 91, 100
Branching programs, 167?
Breach of contract, 339
Brevity, copyright law and, 344
Broad fi elds curriculum, 176–177
Brown v. Board of Education of Topeka, 276, 

284, 288, 367, 428, 430
Warren, Earl, on, 349, 350–351

Buckley Amendment, 354–355, 361
Buddhism, 307

idealism of, 304
Bulimia nervosa, 101
Bullying, 432
Business

ancillary businesses, 491
demands of, 450–451
funding from, 404–405
involvement of, 449–450
purposes of school, 377
and reform model, 449–451
tax funding and, 449

C
California Standards Test, 186
Campus design, 481–486
Th e Canterbury Tales (Chaucer), 116
Cardinal Principles of Secondary Education, 

284–285
Caring for Children with ADHD, 95
Carnegie units, 162, 281
Castañeda v. Pickard, 370
Categorical funding, 284, 364
Catholic education, 270
Census Bureau on literacy, 83
Center for the Advancement of Ethics and 

Character, 161
Centers for Disease Control and Prevention, 

487
Cerebral palsy, 100
Certifi cation, 23–24. See also Licensing

add-on certifi cation, 113–114
alternative certifi cation, 123–124
comparing requirements, 125
defi ned, 114
examinations, 114
legal eligibility for, 128
as National-Board Certifi ed teacher, 137
other fi elds, use in, 128
Praxis series, 124–125
teacher testimonial, 116–117

Change, reform and, 445–446
Change agents, 466
Chaperoning functions, 249
Character education, 161, 173, 458
Charter schools, 385

teaching in, 127–128
Chicago Renaissance project, 386
Child abuse and neglect, 426–428

reporting, 342, 428
signs of, 429

Child Abuse Prevention and Treatment Act, 
342, 361, 427

Childhood Education and Development, 
361, 366

Child Nutrition and WIC (Women, Infants, 
and Children) Reauthorization Act, 360, 
367

Christmas, 438
Church of England, 268

ethnic minorities, education of, 273
Cigarette smoking, 431
Civil rights

legislation, 361–362
Supreme Court cases, 370

Th e Civil Rights Act of 1964, 361
Classical conditioning, 319
Classical idealism, 304
Classical realism, 305–306
Classroom, global, 497–498
Classroom assessment, 223
Classroom lessons, 35, 38
Classroom management, 231–249. See also 

Consequences; Discipline; Procedures; 
Routines; Rules
arrangement of classroom for, 248
best practices, 243
concerns, list of, 240
eff ective teachers, traits of, 247
expectations, communicating, 241–243
keys to, 235–240
modeling behavior, 234–235
perspectives on, 232–234
planning for, 238–240
practicing, 240
Principles of Eff ective Discipline, 242–243
procedures, 238
proximity of teacher to students, 248–249
routines, 238
teacher behaviors, 247–249
teacher testimonial, 234–235
terminology of, 236–238
traditional perspective, 233

Classroom pragmatics. See also Assessment; 
Classroom management
defi ned, 221

Class rules. See Rules
Class size

instructional reform and, 455–456
physical plant design, and, 484–485

Clinical experiences, 110
Clinical practice, 110
Clubs

as extracurricular activities, 164
religious clubs, 357

Clustering of grade levels, 381
Codes of ethics, 335–337
Cognitive development model, 17
Cognitive perspective, 286

on curriculum, 168–171
Collaboration

with colleagues, 21, 134
informed collaboration, 461

Colleagues
collaboration with, 21, 134
communicating with, 20–21
meetings, 398

Colleges and universities
curriculum, entrance requirements and, 

192
land-grant colleges, 282, 359
legislation aff ecting, 245
in Middle Ages, 266–267
preparation perceptions, 132–133, 134
and reform model, 447–449

Colonial America, education in, 268–271
Committee for Economic Development, 160
Committee for Public Education v. Regan, 357
Committee of Ten on Secondary Studies, 

280–281
Committee of Th irteen on College Entrance 

Requirements, 281
Committee work, 134, 250

principals assigning, 396–397
Common School Journal (Mann), 280
Common schools, 276

advocacy for, 280
Communication, 11, 18–23. See also English 

language
Asian American students and, 67
in classroom management, 235
of expectations to students, 241–243
Hispanic students and, 68
with homeless families, 426

Community. See also Local governments
communicating with, 22–23
design of schools and, 489–490
global community, 502–503
and Internet, 496–497

Compensatory education, 364
Competencies of teachers, 191
Competency-based education (CBE), 171
Competitive students, 80–81
Comprehensive arts standards, 202–204
Compulsory education, 269
Computers, 36. See also Technology

games, infl uence of, 438
history of, 474
mastery learning and, 170
for mentally retarded students, 90
programmed instruction and, 320–321
reliance on, 36
standards for curriculum, 204–205
voice-recognition computers, 479

Conceptual intervention, 459–460
Conceptual reform, 456–458
Conditioned stimulus/response, 319
Conduct disorders, 97
Conduct with students, 348

09388_22_Sub-Indx_549-560.indd   55009388_22_Sub-Indx_549-560.indd   550 11/20/09   9:00:25 AM11/20/09   9:00:25 AM



Subject Index  551

Conferences
parent conferences, 249
problem-solving conferences, 246

Confi dentiality requirements, 119
Confi dent students, 80
Confl ict resolution, 246
Confucianism, 307
Congress, 359

role in education, 387–388
Consequences, 237–238

academic consequences, 244
consistency in, 238
enforcement of, 244–245
extenuating circumstances, recognizing, 

245–246
pragmatism and, 308, 309
problem-solving conferences, 246
protests of, 244–245
responding to misbehavior, 243–244
students identifying, 244

Constituencies for communication skills, 10
Constructivism, 322–323, 324
Consumables, 486
Content, 11, 14–18

elementary content, 15–16
in mastery learning, 170
multicultural, 69
secondary content, 16

Continuing education, 23, 137
Contracts, employment, 339
Convergent thinking, 41
Conversational language skills, 68
Cooperative learning, 174–176

activities, 62–63
Cooperative students, 81
Copyright Act of 1976, 343–344
Copyright laws, 343–345
Core commonalties, 176–177
Core curriculum, 169–170
Corporal punishment, 350–351
Corporations. See Business
Coursework, 114–115

continuing coursework, 23–24, 137
and fi eld observations, 117

Crack babies, 431
Crack cocaine use, 431
Th e Cracker Barrel Journal, 51
Creative intelligence, 309
Critical needs areas, 121
Cultural diversity, 59–69
Cultural Literacy (Hirsch), 315
Cultural pluralism, 60
Cultural synchronization, 61

African Americans, 61–63
Native Americans, 64

Cumulative eff ect, copyright law and, 344
Curriculum. See also Extracurricular activi-

ties
activity curriculum, 178–179
for ADHD (attention defi cit hyperactivity 

disorder) students, 96
aff ective perspective of, 169, 172–180
alternative certifi cation and, 128
broad fi elds curriculum, 176–177

cognitive perspective, 168–171
college entrance requirements and, 192
cooperative learning, 174–176
core curriculum, 169–170
cultural diversity and, 61–62
defi ned, 158–160
ethnic diversity and, 60
experiences and, 158
explicit curriculum, 162, 331
and fi eld observation, 118–119
four curricula, 161–167
humanistic education, 173–174
implicit curriculum, 162–164
inquiry curriculum, 177–178
interventions, curricular, 458
in later twentieth century, 289–290
legislators and, 196
mastery learning, 170–171
for mentally retarded students, 89
national curriculum debate, 207–210
national education standards, 195–197
A Nation at Risk: Th e Imperative for 

Educational Reform aff ecting, 290–291
in nineteenth century, 275
null curriculum, 164
outcome-based education (OBE), 171
outcomes and, 158–159, 171
parents and, 187–188, 196
perspectives of, 167–180
problem-solving curriculum, 177–178
purpose of, 160–161
reforms, 455
relevant curriculum, 177–178
schools, infl uence of, 190–192, 196
school uniforms issue, 212–213
special interest groups and, 188–189, 196
standardized testing and, 191–192
state legislatures and, 189–190
student-centered curriculum, 168, 

172–173
subject-centered curriculum, 168–169
teacher testimonial, 198
testing as issue, 205–207
textbooks and, 192–195, 196

Curriculum specialists, 394

D
Dame schools, 269
Dance standards, 202–204
Dark Ages, 266–267
Davis v. Monroe County Board of Education, 

354
Deductive reasoning, 303

realism and, 306
Defense Department, 399
Democracy and Education (Dewey), 285
Democracy in America (de Tocqueville), 376
Demographics for teaching positions, 129
Depression, 96–97, 101

suicide and, 435–436
Desegregation. See Brown v. Board of 

Education of Topeka
Design of schools, 481–486

ancillary businesses and, 491
community activities and, 489–490
equal access considerations, 483
expandability issues, 485
fl ow of school, 488
layout considerations, 486–488
modular schools, 485–486
necessary facilities, 486
physical education considerations, 

486–488
physical plant design, 483–486
postfederal design, 483
prefederal design, 482–483
size requirements, 484–485
use of facilities and, 489–491
year-round schools, 489

Developmental aphasia, 91
Deviation IQ, 85
Diabetes, 101
Dialogue, 42
Diff erences in children, recognizing, 234
Digest of Education Statistics, 367, 500
Diplomacy and staff  communication, 22
Direct instruction, 39

for learning disabled students, 93
in taxonomy for instructional techniques, 

48
Disaggregate analysis, 390
Discipline. See also Classroom management; 

Consequences
administrators, communicating with, 

20–21
behaviorism, 320
corporal punishment, 350–351
defi ned, 236
parents, communicating with, 18–20
privacy of disciplinary records, 355
school uniforms and, 213
teaching, 233
violence and, 432–433

Discipline with Dignity (Curwin & Mendler), 
233

Discovery learning, 44–46
in taxonomy of instructional techniques, 

48
Discussion

Asian American students and, 65
in taxonomy of instructional techniques, 

48
techniques, 41–42

Discussion boards, 476
Dismissal from employment, 340–341
Distance education, 478–479
District personnel. See School districts
Divergent thinking, 41
Diversity, 58

in academic self-concept, 78
cultural diversity, 59–69
empathy for, 102
gender diversity, 70–72
in intelligence, 84–87
of language, 72–77
learning diversities, 81–82, 84–102
in motivation, 77–78
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physical diversities, 84–102
of reading abilities, 82–83
religious diversity, 70
of sensory disorders, 97–100
sensory diversities, 84–102
Supreme Court cases, 369
teacher testimonial, 66
teaching in a multiethnic classroom, 67
of temperament, 78–81

Divorce, 418, 419
Donations, asking for, 134
Drama programs, 164
Drill and practice, 40

in taxonomy of instructional techniques, 
48

Dropout rates
for African Americans, 421, 422
for Hispanic Americans, 75, 421, 422
for Native American students, 63–64
for White American students, 421, 422

Drug use, 348, 431
testing for, 352–353

Dual attitude, 13
Due process

for handicapped children education, 362
and students, 348–349
and teachers, 338

DVDs, 35, 437–438
Dynamic content, 11, 14, 16–18
Dyslexia, 91

E
East Asian students, 65
Eastern philosophy, 307
Eating disorders, 97, 101
Th e Economic Opportunity Act, 360, 361
Economic pragmatics, 501–502
Economics

of school uniforms, 213
of teaching, 10
textbooks and, 193–194

Edison, Project, 385
Educable mentally retarded (EMR), 89
Educational Excellence for All Children Act, 

364–365
Educational reforms. See Reforms
Educational Research Act, 367
Educational Testing Service (ETS) Praxis 

series, 124–125
Education Amendments of 1974, 367
Education Amendments of the Indian 

Education Act of 1972, 361
Education Consolidation and Improvement 

Act (ECIA), 364
Education Department, 399–400
Education Digest, 142
Education for Economic Security Act, 366
Education management organizations 

(EMO), 385–386
Education of Mentally Retarded Children 

Act, 362
Education of the Handicapped Act, 290, 363

Education Week, 142
Eff ective teachers, traits of, 247
Eff ort, grade points for, 228–229
Electronic books (e-books), 499
Electronic media, copyright law and, 

344–345
Electronic portfolios, 130–131
Electronic records, 476
Electronic walls, 492–494
Elementary and Secondary Education Act 

(ESEA), 15, 276
Title VII of, 276, 364

Elementary and Secondary Education 
Amendments of 1968, 362

Elementary and Secondary School 
Improvement Amendments, 364

Elementary School Journal, 142
Elementary schools, 380

balanced literary program for, 212
content, 15–16
cooperative learning in, 176
federal legislation, 360–361
fi nancing for, 400
multiple intelligences, 86
purpose of, 382–383

ELLs (English language learners), 68, 73–74
demographic data for, 74–76
Hispanic Americans, 19, 74
reading abilities and, 82
teaching strategies, 77

E-mail, English usage and, 480
Emergent literacy programs, 210–212
Emotional behavior

disorders, 96–97
diversity in, 78–81

Emotional Intelligence (Goleman), 79
Empathy, 102
Employment issues, 339–341
Energy Department, 399
Engel v. Vitale, 356, 368
English grammar schools, 271
English language. See also ESL (English as a 

second language)
e-mail and text messaging and, 480
ESOL (English for speakers of other lan-

guages), 73
Hispanic students and, 68

Environmental Education Act, 366
Environmental noise, 99
Epilepsy, 101
Epistemology, 302–304
E-publishing, 193
Equal Access Act, 357
Equal access requirements, 357, 483
ESL (English as a second language), 68, 

73–74
at-risk students and, 421
teaching positions in, 125

ESOL (English for speakers of other lan-
guages), 73

Essentialism, 314–315, 324
social reconstructionism compared, 

317–318
Establishment Clause, 356

Ethics, 331–337
articulating ethical beliefs, 332–333
axiology, 301, 331
in character education, 173
codes of, 335–337
curriculum and, 161
honorable teachers, 335
National Education Association (NEA) 

code of ethics, 138
Oath of Ethical Conduct, 337
personal ethics, 331–333

“Ethics of American Youth—2008 Summary,” 
332

Ethnicity, 59–69, 418
and at-risk students, 421
land-grant colleges and, 282
National Board Certifi cation and, 137
and poverty, 423
public schools, representation in, 60
television viewing and, 437–438

Evaluation
assessment compared, 223–224
summative assessment as, 224

Evidence for reform, 461–462
Evolution as null curriculum, 164
Exceptional children, 84

assistive technology, 479–480
equal access requirements, 483
legislation, 362–363
response to intervention, 363–364
Supreme Court cases, 369

Exclusionary criteria for learning disabilities, 
92

Existentialism, 310–311, 312, 324
Expectations

for behavior, 234
communication to students, 241–243

Experiences
arranging experiences, 34–37
curriculum and, 158
experiential education, 494–498

Experimentalism, 309
Explicit curriculum, 162, 330
Expulsion of students, 349
Extended family, 417
Extensive support for mentally retarded, 89
Extracurricular activities, 164–166

and character education, 174
design of schools and, 486–488
infl uence of, 436–437

Extrinsic-reward aspect, 320
Extroverted students, 80
Eye contact, 234

F
Facilitating learning, 34–50
Faculty. See Colleagues
Families. See also Parents

alternative structures, 420
blended families, 420
extended family, 417
homelessness, 423–426
nuclear family, 417
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poverty, 422–423
single-parent families, 418–419

Family Educational Rights and Privacy Act 
(FERPA), 354–355, 361

Federal government
categorical funding, 284, 364
fi nancing education, 399–400
national defense and education, 288–289
in nineteenth century education, 282
reform model and, 451
role in education, 387–388

Federal laws, 331, 358–370. See also Legal 
issues
aligning instruction with, 366
challenges to, 367–370
table of legislation, 358–359

Fetal alcohol syndrome, 431
Field observations, 115–120. See also Student 

teaching
adjustment by teachers, 49
attendance during, 119
coursework and, 117
curriculum, learning about, 118–119
demeanor of students, 81
policy handbooks, examining, 119
purpose of school, 379
record/react/refl ect in, 119–120
for specialization courses, 115
teachers, learning about, 117–118

Field trips, 37, 38
as experiential education, 494–495
liability for, 341–342
and Progressivist movement, 288

Fift h Amendment and copyrights, 343
Th e Fift h Discipline (Senge), 503
Fights, legal issues and, 343
Financing education, 398–405. See also 

Grants
channeling funds to schools, 403–405
future and, 500–502
local governments, 402
reforms, costs of, 466
school districts, role of, 394
states, role of, 400–402

Fingerprinting teachers, 115
Firing of teachers, 340–341
First Amendment

copyright laws and, 343
free speech issues, 345

First-year teachers, 107–108, 136
Flexibility, 49–50
Flexible scheduling, 288
Florida A&M, 282
Flow of school, 488
Follow through, 361
Foreign languages standards, 202
Formal appraisals, 135
Formative assessments, 224

conducting, 226
Forms (Aristotle), 305–306
Foster care, children in, 420
Foundations, funding from, 404
Four Idols (Bacon), 306–307
Four-phase learning cycle, 46

Fourteenth Amendment
free speech issues, 345
tenured teachers, 340–341

A Framework for Understanding Poverty 
(Payne), 422, 425

Freedom of expression, 345–347
Freedom of speech, 345, 353
Freedom Writers Foundation, 172
Functional academics/curriculum, 89
Functionally blind students, 98
Funding education. See Financing education
Fused curriculum, 176
Future. See also Technology

and funding education, 500–502
and global community, 502–503

G
Gain scores, 229, 230
Gays and lesbians

parents, 420
students, 101

GED (general equivalency degree), 400
Gender

bias, 71
cognitive diff erences and, 71–72
colonial America, women’s education in, 

270–271
defi ned, 71
diversity in, 70–72
learning disabilities and, 91
in nineteenth century education, 276–277
and physical education programs, 204
single-sex education, 288

General education courses, 114–115
General welfare clause, 358
GI Bill, 360
Gift ed and talented students, 90, 91
Global classroom, 497–498
Global community, 502–503
Goals. See Objectives
Golden Mean, 168, 306
Goss v. Lopez, 370
Government. See Federal government; Local 

governments; States
Governor, role of, 389
Grades

assignment of, 227–231
at-risk students and, 421–422
consequences involving, 244
eff ort, points for, 228–229
gain scores, 229, 230
humanistic education and, 230
infl ation, 230–231
normal curve and, 222–223
objectives, meeting, 228
principals and policy, 395–396
responsibility for, 132–133

Grammar school, 271
Grants

block grants, 364
categorical grants, 284, 364
corporate grant funding, 450
funding from, 404

Title VI grants, 403
writing, 134

Great Books, 445
Th e Great Conversation (Hutchins), 313
Greek role in education, 263–264
Guest speakers, 36–37, 38

H
Handicapped Children’s Early Education 

Assistance Act, 362
Hanna Perkins School v. Simmons-Harris, 369
Hanukkah, 438
Happiness and classroom management, 234
Happy students, 79
Harvard University

establishment of, 269
Project on the Next Generation of 

Teachers, 125
Hazelwood School District v. Kuhlmeier, 370
Hazing, 432–433
Head Start, 289, 361, 382

fi nancing, 400
Health and Human Services Department, 

399, 400
child abuse and death, 427

Health impaired students, 100–102
Hearing disabilities, 100
Hebrew role in education, 266
Hidden curriculum, 162
Hierarchy of Needs (Maslow), 17, 174, 

321–322
Higher education. See Colleges and universi-

ties
Th e Higher Education Act of 1965, 360
High schools, 380

evolution of, 272
federal legislation, 360–361
fi nancing for, 400
purpose of, 383–384

High-stakes tests, 365
Hinduism, 307

idealism of, 304
Hispanic American Month, 438
Hispanic Americans, 67–68

dropout rates, 75, 421, 422
as ELLs (English language learners), 19, 

74
nineteenth century education, 276
in poverty, 423
single-parent families, 418

History of education
in America, 268–283
ancient Greeks, 263–264
ancient Romans, 264–266
in early years of nation, 271–274
European Middle Ages, 266–268
in nineteenth century, 274–283
Renaissance, 267–268
second half of twentieth century, 288–291
of secular education, 269
in twentieth century America, 283–291

Holiday observances, 438
Holographic displays, 494
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Homelessness, 423–426
Homeschooling, 289, 386–387
Homosexuals. See Gays and lesbians
Honesty, 332
Honig v. Doe, 369
Honorable teachers, 335
Hornbooks, 269
How to Handle Diffi  cult Parents: A Teacher’s 

Survival Guide (Tingley), 19, 437
“How to Make Our Ideas Clear” (Peirce), 308
Humane treatment of others, 332
Humanism, 173–174, 320–322, 324, 445

in classroom, 321–322
in Renaissance, 267–268

Humor and classroom management, 234
Hunger, 425
Th e Hurried Child (Elkind), 437

I
Idealism, 304–305, 311, 324

classical idealism, 304
modern idealism, 304–305
religious idealism, 304

IEPs (individual education programs), 362
Ill-defi ned problems, 178
Illinois Standards Achievement Test (ISAT), 

186
Illiteracy, 83
Illnesses, students with, 101
Imitation in social learning theory, 52
Immediate response devices (IRDs), 475–476
Immigration, 282–283
Implementation of reforms, 465–466
Implicit curriculum, 162–164
Improving America’s Schools Act, 364
Improvisation IXV (Kandinsky), 301
Inclusionary criteria for learning disabilities, 

92
Inclusion model, 93
Indexes of vulnerability, 68
Individuals with Disabilities Education Act 

(IDEA), 363
and ADHD (attention defi cit hyperactiv-

ity disorder), 95
and assistive technologies, 479–480
and autism, 94
emotional/behavioral disorders, 96–97
and learning disabilities, 90–93
and physical and health impairments, 

100–101
preschoolers served by, 92–93
and visual sensory disability, 98

Induction period, 339
Inductive reasoning, 303
Inference questions, 43
Infl ation of grades, 230–231
Informed collaboration, 461
Ingraham v. Wright, 370
In loco parentis, 338, 453
Inquiry approach, 46–48, 288

curriculum, 177–178
in taxonomy of instructional techniques, 

48

In-service programs, 24
Institutio Oratoria (Quintilian), 264–265
Instructional interventions, 459
Instructionally sensitive tests, 38
Instructional techniques, 37–48. See also 

Classroom management
application of, 47
assessment and, 225–227
combination of techniques, applying, 

46–47
direct instruction, 39
discovery learning, 44–46
discussion, 41–42
drill and practice, 40
innovations in, 491–500
inquiry approach, 46–48
lecture, 40, 41
for mentally retarded students, 89
mental modeling, 42–44
question-and-answer technique, 40–41
reforms, 455–456
taxonomy of, 48

Instructor, 142
Integrated curriculum, 176
Integration cases, 368
Intelligence

defi ned, 84–85
diversities in, 84–87
intelligence quotient (IQ), 85, 89–90
multiple intelligences theory, 86, 87
normal curve representing, 85–86

Intelligence quotient (IQ), 85
gift ed and talented students, 90
mentally retarded students, 89
versus motivation, 77–78

Intentional torts, 341
Interactive whiteboards, 475
Intermittent support for mentally retarded, 

89
Internalizing disorders, 96–97
International Reading Association (IRA), 22

on diversity, 58
standards development, 200–201

Internet
copyright law and, 344–345
distance education, 478–479
and experiential education, 496–497
local issues and, 497
research, 290
teaching positions, looking for, 131

Interpersonal intelligence, 86, 87
Interstate New Teacher Assessment and 

Support Consortium(INTASC), 111–112
Interventions, 454, 458–460

administrative interventions, 459–460
character education, 458
curricular interventions, 458
instructional interventions, 459

Interviews
of decision makers, 453
for teaching positions, 131–132

Intrapersonal intelligence, 86, 87
Introverted students, 80
IRAs (individual retirement accounts), 501

Islam, 307
“I Wonder...” model, 42–44

J
Jim Crow laws, 276
Job Corps, 289
Journal of Learning Disabilities, 142
Judiciary, role of, 391–392
Junior high. See Middle school

K
Kappa Delta Pi (KDP), 141–142
Kentucky Education Reform Act, 389
Kindergarten

alphabet and, 445
history of, 275
purpose of, 382

Kinesthetic learning style, 82
Kwaanza, 438

L
Laboratory School at the University of 

Chicago, 281
Labor Department, 399, 400
Land-grant colleges, 282, 359
Land Ordinance Act, 273–274
Language. See also English language

curriculum standards, 200–201
diversity and, 72–77
foreign languages standards, 202
Hispanic students and, 68
immersion, 73
teacher/school expectations, 76–77

Lanham Act, 1950 Amendments to, 360
Latchkey children, 418–419
Latin Grammar Schools, 269
Latino/a Americans. See Hispanic Americans
Lau v. Nichols, 289, 369
Laws. See Federal laws; Legal issues
Layout of facilities, 486–488
Learners, development as, 23–24
Learning disorders, 84, 90–97
Learning strategies, 93
Learning styles, 57–58

diversity of, 81–82, 84–102
Least restrictive environment (LRE), 362
Leaving profession, reasons for, 6
Lectures, 40, 41

in taxonomy of instructional techniques, 
48

Lee v. Weisman, 356
Legal issues

for certifi cation eligibility, 128
child abuse, reporting, 342
conduct with students, 348
contracts, employment, 339
copyright laws, 343–345
corporal punishment, 350–351
dismissal from employment, 340–341
due process, protection of, 338
employment issues, 339–341
expulsion of students, 349
freedom of expression, 345–347
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freedom of speech, 353
induction period, 339
liability of teachers, 341–342
lifestyle decisions, 347
marriage of students, 349–350
matter of law, education as, 269–270
parenthood of students, 349–350
pregnancy of students, 349–350
reasonable force, use of, 343
religion in schools, 356–357
search and seizure, 352
self-defense, right to, 343
sexual behavior, private, 347–348
sexual harassment, 353–354
of students, 348–355
suspension of students, 349
teachers and, 338–348
tenure, 339–340
tort law, 341–342

Legislatures. See also Congress
legislation. See specifi c acts
state legislature, role of, 380

Lemon Test, 357
Lemon v. Kurtzman, 356, 357
LEPs (limited English profi ciency), 73–74
Lesbians. See Gays and lesbians
Lesson plans, 128
Letter-sound associations, 210
Levels of school, 380–381
Liability insurance coverage, 342
Liability of teachers, 341–342
Th e Liberal Education of Boys (Erasmus), 267
Library funding, 403
Licensing

accreditation agency, 109–111
defi ned, 114
other fi elds, use in, 128
reciprocal licensing agreements, 111

Lifestyle decisions, 347
Limited support for mentally retarded, 89
Linguistic intelligence, 86, 87
Lip reading, 99
Litchfi eld Academy, 276
Literacy, 82. See also Reading

emergent literacy programs, 210–212
illiteracy, 83
technology and, 478

Literature-based instruction, 211–212
Local community. See Community
Local education agency, 188
Local governments, 392–398

district personnel, 393–395
fi nancing education, 402
school boards, 392

Locker searches, 352
Logic, 303
Logical-mathematical intelligence, 86, 87
Logistical innovations, 481
Look-say method, 455
Lord’s Prayer, 356
Lotteries, 402
Low vision students, 98
Loyalty, 332–333
Lunch duty, 249

Lunch subsidies, 399–400
Lyceum of Aristotle, 264, 305

M
Magazines, infl uence of, 437–438
Mager objectives, 228
Magnet schools, 385
Maieutics, 304
Mailbox Teacher, 142
Mainstreaming, 93
Major premise, 303
Mandated reporters, teachers as, 342
Marijuana use, 431
Marriage of students, 349–350
Maryland Business Roundtable for 

Education, 477
Massachusetts Act of 1642, 269
Massachusetts Act of 1647, 269
Massachusetts Comprehensive Assessment 

System (MCAS), 186
Master’s degrees, 23
Mastery learning, 170–171
Materials

in classroom management, 235
and curriculum, 159
for reform programs, 466
technology and, 498–499

Mathematics
new math, 445
standards, 198–199

Mayfl ower Compact, 268
McGuff ey Readers, 274–275
Th e McKinney Education of Homeless 

Children and Youth Act (EHCY), 426
Media and Methods, 142
Media infl uences, 437–438
Mediating confl icts, 433
Melting pot metaphor, 59–60, 272
Mennonite Baptist education, 270
Mental modeling, 42–44

in taxonomy of instructional techniques, 
48

Mental retardation, 88–90
classifi cation of, 88–89
levels of support for, 89
prevalence of, 89

Mentoring, 24–25
as administrative intervention, 459–460
being a mentor, 136

Metaphysics, 301
Methods courses, 115
Michigan State University, 282
Mid-continent Research for Education, 477
Middle Ages, education in, 266–267
Middle school, 380

inquiry learning, 48
purpose of, 383

Mild hearing loss, 99
Mills v. Board of Education of the District of 

Columbia, 369
Minimal brain dysfunction, 91
Minor premise, 303

Modeling, 50–53. See also Mental modeling; 
Role models
in social learning theory, 52

Moderate hearing loss, 99
Moderate-severe hearing loss, 99
Modular schools, 485–486
Moments of meditation, 356
Monitorial schools, 275
Monitoring, 49–50
Montessori methods/materials, 286
Mood disorders, 97
Moral standards, 52, 331
Morrill Act of 1862, 359
Motivation

adolescent learners, 179
and classroom management, 235
diversity in, 77–78
of teachers, 6

Multiculturalism, 60
and content, 69
as reform movement, 457–458

Multidimensional student development, 
62–63

Multimedia presentations, 35–36, 38
Multiple disabilities, 100
Multiple intelligences theory, 86, 87, 90
Multiple situations, supervision of, 248
Music

programs, 164
standards, 202–204

Musical intelligence, 86, 87
My Pedagogic Creed (Dewey), 7

N
NAACP (National Association for the 

Advancement of Colored People), 278
Name-calling by teacher, 332
A Nation at Risk: Th e Imperative for 

Educational Reforms, 290–291, 315
National Art Education Association (NAEA), 

195
National Assessment of Education Progress 

(NAEP), 208–209
Assessment Authorization, 367
Hispanic students and, 75

National Association for Music Education 
(NAME), 195

National Association for Sport and Physical 
Education (NASPE), 195, 204

National Association for the Education of 
Young Children (NAEYC)
on diversity, 58
ethics codes from, 337

National Board-Certifi ed teachers, 137
National Board for Professional Teaching 

Standards (NBPTS), 10, 137
National Center for Education Statistics, 364

on ELLs (English language learners), 74
on homeschooling, 386

National Center for History in the Schools 
(NCHS), 195

National Clearinghouse for Bilingual 
Education, 74
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National Coalition for the Homeless, 424–425
National Commission for Excellence in 

Education, 290–291
National Commission on Testing and Public 

Policy, 191
National Council for Accreditation of 

Teacher Education (NCATE), 25
on alternative certifi cation, 124
standards of, 109–111

National Council for the Social Studies 
(NCSS), 195

National Council of Teachers of English 
(NCTE), 195, 200–201

National Council of Teachers of Mathematics 
(NCTM), 22
curriculum/assessment standards, 

198–199, 210
national education standards and, 195

National curriculum debate, 207–210
National defense, 283, 289
National Defense Education Act (NDEA), 

156–157, 289, 366
National Defense Student Loans (NDSL), 456
National Education Association (NEA), 138

Committee of Ten on Secondary Studies, 
280–281

Committee of Th irteen on College 
Entrance Requirements, 281

ethics codes from, 337
Fact Sheet on Teacher Quality, 113
founding of, 280–281
Second curriculum Committee, 284–285
Teacher Education Initiative, 25–26

National education standards, 195
Nationalism, 315
National Joint Committee on Learning 

Disabilities (NJCLD), 92
National Parent-Teacher Association, 432
National Reading Recovery Center, 459
National Research Council of the National 

Academy of Sciences, 199
Th e National School Lunch Act, 360
National Science Education Standards, 

199–200
National Science Teachers Association 

(NSTA), 22
and national curriculum, 210
national education standards and, 195
Scope, Sequence, and Coordination 

Project, 199
National Society for Autistic Children, 94
Nation’s Report Card, 208
Native American Month, 438
Native Americans, 61, 63–64

in colonial America, 270
cultural synchronization, 64
depression in, 101
early years of nation, education in, 273
philosophy of, 300

Th e Natural Investigator, 42–43
Naturalistic intelligence, 86, 87
Nature-defi cit disorder, 480–481
Navajo culture, 64
NCBLA. See No Child Left  Behind Act

Need criteria for learning disabilities, 92
Need for reforms, 461–462
Neglect. See Child abuse and neglect
Negligence

cases, 341
child abuse, reporting, 342

Networking for teaching positions, 131
New England Primer, 270, 271, 274
Newspapers, infl uence of, 437–438
New Teacher Advocate, 142
New World education, 268–271
Nineteenth century, education in, 274–283
No Child Left  Behind Act, 15, 112–114, 191

Adequate Yearly Progress (AYP), 76, 391
charter schools and, 128
ELLs (English language learners) and, 

76–77
essentialism and, 315
expiration of, 76–77
National Assessment of Education 

Progress (NAEP) and, 208
testing and curriculum issues, 205–207

Noninstructional tasks
committee work, 250
outside classroom, 249
substitute teacher, planning for, 250–251

Nonverbal communication
in classroom management, 235
cultural preference for, 64

Normal curve, 222–223
Normal hearing, 99
Normal schools, 277
Norm groups, 222
North American Council for Online 

Learning, 478
Th e Northwest Ordinances, 360
Northwest Regional Laboratory (NWREL), 

464
Northwest Territories, education in, 274
Novelty, appreciation of, 80
Nuclear family, 417
Null curriculum, 164

O
Oath of Ethical Conduct, 337
Objectives

of cooperative learning, 175
grades and, 228
of reform programs, 464

Obsessive-compulsive disorder, 97
Ockham’s razor, 35
Offi  ce staff , communicating with, 22
Ohio State University, National Reading 

Recovery Center, 459
Th e Old Deluder Satan Act, 269
Omnibus Consolidated and Emergency 

Supplemental Appropriations Act, 367
On Civil Disobedience (Th oreau), 161
Online learning, 478
Open classroom plans, 190–191
Open-ended questions, 226
Operant conditioning, 319–320
Oppositional defi ant disorder, 97

Oral/aural methods, 99–100
Orthopedic impairments, 100
OSHA (Occupational Safety and Health 

Administration), 99
Other health impairments, 100
Outcome-based education (OBE), 171
Outcomes and curriculum, 158, 171
Outside classroom tasks, 249
Overweight/obese students, 487
Oxford University, 267

P
Pacifi c Islander students, 64–67
Paideia Proposal: An Educational Manifesto 

(Adler), 312
Parental Involvement in School Culture: A 

Literacy Project, 378
Parents

autism and, 94
communicating with, 18–20
complaints of, 132–134
conferences, 249
and curriculum, 187–188, 196
education, lack of, 424
involvement, lack of, 424
pressure from, 437
on purpose of schools, 377
in reform model, 452–453
single-parent families, 418–419
students as, 349–350
working with, 250

Parents Behaving Badly (Gibbs), 19
Parent-teacher organizations (PTOs/PTAs), 

139
curriculum, infl uence on, 187–188
responsibilities for, 249
teachers, responsibilities of, 134

Parochial schools
in colonial America, 270
public funds for, 357
teaching in, 126

PDS model, 25
Pedagogues, 265
Pedagogy, 7–10, 446

competencies, 10–11. See also 
Communication; Content; 
Professional development; Purpose

defi ned, 7
and higher education, 447–449

Pedagogy of the Oppressed (Freire), 300
Pennsylvania Association for Retarded 

Citizens (PARC) v. Pennsylvania, 369
People for the American Way, 189
Perceptual disabilities, 91
Perennialism, 168, 312–313, 324

social reconstructionism compared, 317
Performance appraisals, 135
Performance-based education (PBE), 171
Perry Preschool Project, 361
Personal appearance issues, 347
Personality

development theories, 17
diversity in, 78–81
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Pervasive support for mentally retarded, 89
Phi Delta Kappa (PDK), 141
Philadelphia Academy, 272
Phillips v. Lincoln County School District, 341
Philosophy, 298–299, 312–318. See also spe-

cifi c philosophies
axiology, 301–302
conceptual clusters, 301
constructivism, 322–323, 324
and curriculum, 191
Eastern philosophy, 307
epistemology, 302–303
essentialism, 314–315, 324
idealism, 304–305, 324
logic, 303
metaphysics, 301
personal philosophy, developing, 299–300
pragmatism, 308–310, 324
purpose and, 11–12
realism, 305–308, 324
schools of, 299, 300, 303–312
social reconstructivism, 317–318
of teaching, 10
word derivation, 299

Phoneme-grapheme correspondence, 210
Phonics, 200, 210–211, 445, 455

and emergent literacy, 210–211
Physical disabilities, 84. See also Exceptional 

children
Physical education

as extracurricular program, 164, 166
and school design, 486–488
standards for, 204

Physical impairments, 100–102
Physical plant design, 483–486
Pickering v. Board of Education, 345
Pietà (Michelangelo), 301
Pilgrims and education, 268–269
PL 76-849, 360
PL 78-346, 360
PL 79-396, 360
PL 83-531, 367
PL 83-597, 360
PL 85-864, 366
PL 85-926, 362
PL 88-352, 361
PL 88-452, 360, 361
PL 89-10, 364
PL 89-329, 360
PL 90-247, 362, 364
PL 90-538, 362
PL 91-516, 366
PL 92-318, 361
PL 93-112, 362
PL 93-247, 361
PL 93-380, 367
PL 94-142, 362
PL 95-561, 366
PL 97-35, 364
PL 98-199, 363
PL 98-377, 366
PL 99-457, 363
PL 100-297, 364
PL 100-407, 363

PL 101-239, 361, 366
PL 101-336, 363
PL 101-542, 362
PL 101-600, 366
PL 103-33, 367
PL 103-227, 362
PL 103-239, 367
PL 103-382, 364
PL 105-17, 363
PL 105-277, 367
PL 105-285, 364–365
PL 107-110. See No Child Left  Behind Act
PL 108-265, 360, 367
Planning, 17

for classroom management, 238–240
by school districts, 394
for substitute teacher, 250–251

Pledge of Allegiance, 52
Policy handbooks, 119
Politics and reform model, 451–452
Politics (Aristotle), 265
Pornography, infl uence of, 438
Portable classrooms, 483
Portfolio

preparation, 120
for teaching positions, 130, 131

Postfederal school design, 483
Post-traumatic stress disorder, 97
Pottawatomie County v. Earls, 353
Poverty, 422–423

extracurricular activities and, 437
language achievement and, 72–73
learning disabilities and, 91

Power struggles, 245
Practicing classroom management, 240
Pragmatism, 308–310, 311, 324

foundation for, 308
Prairie View A&M, 282
Praxis series, 124–125
Prayer groups, 357
Prayer in school, 356
Prefederal school design, 482–483
Pregnancy of students, 349–350, 433–435
Prekindergarten, purpose of, 382
President’s Advisory Commission 2000, 67
Pressured children, 437
Pre-vocational education, 205
Primary grades, 380

purpose of, 382
Principals, 395–398

teacher testimonial, 396–397
Principles of Eff ective Discipline, 242–243
Principles of Learning Test (PLT), 124–125
Privacy requirements, 119

students’ rights, 354–355
Private schools, 270. See also Parochial 

schools
teaching in, 126

Privatization of public schools, 385–386
Probable cause and search and seizure, 352
Probationary period, 339

dismissal during, 340
Problem-solving

conferences, 246

curriculum, 177–178
Dewey, John on, 309–310

Procedural due process, 338
Procedures, 238

implementing, 246–247
practicing, 240

Professional development, 11, 23–26, 
136–138
and student teaching, 121
technology and, 477

Professional education, 115
Professionalism in fi eld observations, 119
Professional organizations, 138–142. See also 

specifi c organizations
administrative/supervisory organizations, 

140, 141
communication with, 22
ethics codes from, 336–337
generalized organizations, 138–139
and national education standards, 

196–197
research-oriented organizations, 140–142
subject area organizations, 139–140, 141

Profound hearing loss, 99
Program for International Student 

Achievement (PISA), 222
Programmed instruction, 320–321
Progress in International Reading Literacy 

Study (PIRLS), 222
Progressive Education Association (PEA), 

286
Progressivism, 173, 310, 315–316, 324, 445

challenges to, 286–288
Dewey, John and, 285–286

Property taxes, 402
Proposals Relating to the Education of Youth 

in Pennsylvania (Franklin), 272
Protestant vernacular schools, 267
Proximity of teacher to students, 248
Psychology of teaching, 10
Publications, 142
Public schools

privatization of, 385–386
religious instruction in, 356–357
salaries for teachers, 132
teaching in, 126

Pull-out programs for ELLs (English lan-
guage learners), 74, 77

Purdue University, 282
Puritan view, 268–269
Purpose, 11–14, 377–378, 379

attitude and, 13
business demands and, 450–451
in classical realism, 306
of curriculum, 160–161
levels, purposes of, 381–384
and philosophy, 11–12
of reforms, 462
and style, 13–14

Q
Quadrivium, 158, 266
Quaker education, 270, 271

for slaves, 273
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Question-and-answer technique, 40–41
in taxonomy of instructional techniques, 

48
Th e Quick Reference Guide to Educational 

Innovations, 445

R
Race. See also specifi c races

diversity of, 59–69
early years of nation, education in, 273
learning disabilities and, 91

Radical empiricism, 309
Reading. See also Literacy; Phonics; Whole 

language
curriculum standards, 200–201
diversity of abilities, 82–83
emergent literacy programs, 210–212
instructional intervention, 459
instructional reform, 455

Reading Excellence Act, 367
Reading First program, 365–366
Reading Recovery, 459
Realism, 305–308, 311, 324

classical realism, 305–306
religious realism, 306

Reasonable force, use of, 343
Reasonable suspicion and search and seizure, 

352
Reasons

for entering profession, 5–7
for leaving profession, 6–7

Recall in question-and-answer technique, 41
Reciprocal licensing agreements, 111
Record/react/refl ect

in fi eld observations, 119–120
in student teaching, 122

Rectifi cation requirements, 23–24
Refl ection. See also Record/react/refl ect

in question-and-answer technique, 40–41
Refl exive conditioning, 319
Reform model, 446–453

business and, 449–451
common purpose, fi nding, 448
higher education and, 447–449
parents in, 452–453
politics and, 451–452

Reforms, 444–445. See also Interventions
administrative reform, 456–458
change and, 445–446
claims of program, 464
comparable programs, availability of, 462
costs of, 466
curricular reform, 455
development of program, 463–464
evaluating, 467
exemplary reforms, 460–467
implementation of, 465–466
instructional reform, 455–456
material requirements, 465
nature of program, 463–465
need for program, 461–462
personnel implementing, 465
purpose of, 462

teacher testimonial, 456–457
training requirements, 465–466

Regents of the University of California v. 
Bakke, 370

Regional issues
in colonial America, 270–271
in early twentieth century, 284

Regrouping plans, 35
Th e Rehabilitation Act, Section 504, 362
Relevant curriculum, 177–178
Religion. See also specifi c religions

colonial American education and, 270
diversity of, 70
early years of nation, education in, 273
homeschooling and, 386
idealism, religious, 304
legal issues, 356–357
in Middle Ages, 266–267
in New World, 268–269
prayer in school, 356
realism, religious, 306
Supreme Court challenges, 368–369

Religious clubs, 357
Remedial education, 365
Renaissance, education in, 267–268
Renaissance 2010 project, Chicago, 386
Replicability of reforms, 462
Representation of school, 22–23
Th e Republic (Plato), 264
Research

classroom-based research, 26
federal legislation, 367
Internet, 290
organizations for, 140–142
professional development and, 25–26

Resegregation trend, 62
Responsibilities as teacher, 132–134
Resumes for teaching positions, 130
Th e Right Method of Instruction (Erasmus), 

267
Roberts v. City of Boston, 276
Role models, 50–52

away from school, 52–53
classroom management, modeling in, 

234–235
Roman role in education, 264–266
Romantic naturalism, 316
Routines, 238

implementing, 246–247
practicing, 240

Rules. See also Consequences
defi ned, 236–237
draft ing of, 242–243
enforcement of, 244–245
expectations, communicating, 241–243
practicing, 240
Principles of Eff ective Discipline and, 242
teacher’s behavior and, 247
tips for making, 237

S
Sad students, 79
Safe Schools Act, 362

Safety issues, 346
Salad bowl metaphor, 59, 60
Salaries

base salaries, 132, 133
for National Board-Certifi ed teacher, 137
postgraduate work and, 114

Sales taxes, 402
San Antonio v. Rodriguez, 401
Santa Fe Independent School District v. Doe, 

356
Savage Inequalities: Children in America’s 

Schools (Kozol), 402
Schizophrenia, 96–97, 97
Scholasticism, 266–267
School assignments, 132–133
School boards, 187–188

local school boards, 392
School choice, 384
School districts, 393–395

assessment by, 394
curriculum specialist, 394
fi nancial management, 394
personnel of, 394–395
planning by, 394

School Dropout Prevention and Basic Skills 
Improvement Act, 366

Th e School Milk Program Act, 360
School privatization, 385–386
Schools. See also Purpose

and curriculum, 190–192, 196
options for, 384–387

School schedules, 380–381
School-to-Work Opportunities Act, 367, 400
School-to-work programs, 205
School uniforms, 212–213
Science of teaching, 9–10
Science standards, 199–200
Scientifi c management, 275
Search and seizure laws, 352

drug tests, 352–353
probable cause and, 352
reasonable suspicion and, 352

Secondary content, 16
Secondary schools. See High schools
Second Curriculum Committee, 284–285
Th e Secret of Childhood (Montessori), 287
Secular education, 269
Self-concept, 78
Self-defense, right to, 343
Self-determination, 310–311
Self-esteem, 175
Sensory disorders, 84

diversity of, 97–100
Separate but equal doctrine, 276, 428, 430

challenge to, 278–279
desegregation. See Brown v. Board of 

Education of Topeka
land-grant colleges and, 282

Th e Servicemen’s Readjustment Act, 360
Severe hearing loss, 99
Sex, defi ned, 71
Sex discrimination, 290
Sex education, 288, 434–435

and null curriculum, 164
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Sexism, 71
Sexual behavior, 347–348
Sexual harassment, 353–354
Sexual stereotyping, 71
Shortage of teachers, 129
Shunning, 432
Silent prayer sessions, 356
Simulations, 476
Single-parent families, 418–419
Site-based management, 128, 250
Slaves, education of, 273
Slight hearing loss, 99
Smith v. School District of the Township of 

Darby, 340
Social interaction, 323
Social learning theory, 52
Social observances, 438
Social promotion, 364
Social reconstructionism, 317–318, 324, 416
Social studies standards, 201–202
Socioeconomic issues, 417–430. See also 

Poverty
divorce, 418
single-parent families, 418–419
teacher testimonial, 424–425

Sociology of teaching, 10
Socratic method, 304
Soft ware and copyrights, 344
Sophists, 263
Th e Souls of Black Folk (DuBois), 278–279, 

300
South Asian students, 65
South Carolina State University, 282
Southeast Asian students, 65
Soviet Union. See Sputnik
Spanish-speaking skills, 68
Spatial intelligence, 86, 87
Special Education in Contemporary Society: 

An Introduction to Exceptionality 
(Gargiulo), 88

Special interest groups
and curriculum, 188–189, 196
and textbook selection, 194

Specialization courses, 115
Special needs children. See Exceptional chil-

dren
Speech

freedom of, 345, 353
synthesizers, 479

Spontaneity, copyright law and, 344
Sputnik, 156–157, 283

National Defense Education Act (NDEA) 
and, 366

progressivism and, 317
reforms and, 456

Standardized tests, 222–224
and at-risk students, 421
and curriculum, 191–192
high-stakes tests, 365
principals, role of, 397–398

Standards 2000 for mathematics, 198–199
Stanford-Binet test, 85
State education agencies (SEAs), 390

States
curriculum, legislatures and, 189–190, 

196
fi nancing education, 400–402
governor, role of, 389
“grading” of schools, 390–391
judiciary, role of, 391–392
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 Principles Chapters

Interstate New Teacher Assessment and 
Support Consortium (INTASC) Principles 

A Correlation Chart

The Interstate New Teacher Assessment and 

Support Consortium (INTASC) is dedicated to the 

improvement of education by raising the quality 

of teaching. INTASC has established 10 principles 

describing the knowledge, skills, and dispositions 

that beginning teachers should possess.  The 

following chart indicates which chapters in 

this text address each of the principles.

Principle #1: The teacher understands the 

central concepts, tools of inquiry, and structures of 

the discipline(s) he or she teaches and can create 

learning experiences that  make these aspects of 

subject matter meaningful for students.

Principle #2: The teacher understands how chil-

dren learn and develop and can provide learning 

opportunities that support their intellectual, social, 

and personal development.

Principle #3: The teacher understands how 

students differ in their approaches to learning 

and creates instructional opportunities that are 

adapted to diverse learners.

Principle #4: The teacher understands and uses 

a variety of instructional strategies to encourage 

students’ development of critical think ing, problem 

solving, and performance skills.

Principle #5:  The teacher uses an under stand ing 

of individual and group motiva tion and behavior 

to create a learning environment that encourages 

positive social interaction, active engagement in 

learning, and self-motivation.

Principle #6: The teacher uses knowledge 

of effective verbal, nonverbal, and media 

communication techniques to foster active 

inquiry, collaboration, and supportive 

interaction in the classroom.

Principle #7: The teacher plans instruction 

based upon knowledge of subject matter, students, 

the community, and curriculum goals.

Principle #8: The teacher understands and uses 

formal and informal assessment strategies to eval-

uate and ensure the continuous intellectual, social 

and physical development of the learner.

Principle #9: The teacher is a refl ective prac-

titioner who continually evaluates the effects of 

his/her choices and actions on others (students, 

parents, and other professionals in the learning 

community) and who actively seeks out opportuni-

ties to grow professionally.

Principle #10: The teacher fosters relationships 

with school colleagues, parents, and agencies in 

the larger community to support students’ learn-

ing and well-being.
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The National Board for Professional Teaching 
Standards (NBPTS) Propositions 

A Correlation Chart

The National Board for Professional Teaching 

Standards (NBPTS) recognizes fi ve core propositions 

that refl ect accomplished and effective teaching.  

The following chart indicates which chapters address 

each of the fi ve propositions.

 

 Propositions Chapters

Proposition #1: Teachers are committed to 

students and their learning.

•  Teachers recognize individual differences 

in their students and adjust their practice 

accordingly.

•  Teachers have an understanding of how 

students develop and learn.

• Teachers treat students equitably.

•  Teachers’ mission extends beyond developing 

the cognitive capacity of their students.

Proposition #2: Teachers know the subjects 

they teach and how to teach those subjects to 

students.

•  Teachers appreciate how knowledge in their 

subjects is created, organized, and linked to 

other disciplines.

•  Teachers command specialized knowledge of 

how to convey a subject to students.

•  Teachers generate multiple paths to knowledge.

Proposition #3: Teachers are responsible for 

managing and monitoring student learning.

•  Teachers call on multiple methods to meet 

their goals.

• Teachers orchestrate learning in group settings.

•  Teachers place a premium on student 

engagement.

• Teachers regularly assess student progress.

• Teachers are mindful of their principal objectives.

Proposition #4: Teachers think systematically 

about their practice and learn from experience.

•  Teachers are continually making diffi cult 

choices that test their judgment.

•  Teachers seek the advice of others and draw on 

education research and scholarship to improve 

their practice.

Proposition #5: Teachers are members of 

learning communities.

•  Teachers contribute to school effectiveness by 

collaborating with other professionals.

• Teachers work collaboratively with parents.

•  Teachers take advantage of community 

resources.
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