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CHAPTER 1

Consider two alternative styles of teaching: the consumer versus the reflective decision
maker. The teacher-consumer, through preference or circumstance, permits the
curriculum—the content and methods of what is taught—to be determined and or-
ganized by others. Typically, the teacher-consumer has surrendered to the textbook the
responsibility to define, analyze, and develop the curriculum. As consumers, they may
follow the teacher’s manual verbatim, without considering the worth of each topic or
activity to the students in a particular school or classroom. They may not consult other
teachers and experts to explore alternative methods and resources. Thus they do not
participate in the creative process that brings curriculum to life.

Delegating all decisions about curriculum to a textbook poses significant risks.
Textbooks present a wide variety of topics and often include an abundant assortment
of important and unimportant, relevant and irrelevant information (Brickson, 1998).
That information includes the concepts, skills, and phenomena that should be empha-
sized, with the addition of “details, embellishments; redundancies, illustrations, exam-
ples, facts, and names” (Dempster, 1993, p. 434). Too often, the student loses the point
of the lesson in the midst of the profusion of information. Furthermore, the teacher
may teach too many topics superficially, without sufficient depth for learning to take
place. Similarly, teachers can become overwhelmed by the profusion of content stan-
dards that 21st-century students are required to master. Without careful attention to
priorities and thoughtful planning, both teachers and students can be buried in inef-
fectively applied requirements (Carr & Harris, 2001).

Contrast the teacher-consumer with the reflective decision maker or with the
teacher-designer, who uses content standards to develop district and/or grade-level
goals, clarifies the outcomes to be learned and ways of assessing them, creates units of
study, and only then decides what instructional materials, activities, and assessments
are appropriate. Textbooks may be used, but the teacher (or team of teachers), not the
textbook, is the major decision maker. Key topics are taught in sufficient depth to de-
velop understanding; topics of little importance are eliminated.

Teacher decision makers have the fullest opportunity to flex and stretch their re-
flective thinking. They make planning decisions by choosing and analyzing content,
clarifying outcomes, selecting learning activities, and assessing student performance.
They make implementation decisions as they design and teach units and lessons, assess
learning, make adjustments for individual student needs, and enhance their students’
thinking skills. Finally, they make decisions about classroom management, applying
their beliefs and principles about individual human beings and communities to create
and maintain a positive learning environment.

After completing instruction, reflective teachers analyze student success and revise their
teaching plans accordingly. Yet these teachers are interested in more than just what goes on

in their classrooms. They participate actively with others in professional development ac-
tivities, and constant learning (Beerens, 2000). Theyalso take an active interest in the growth
of their profession and the recurring need for educational change and improvement (Na-
tional Board for Professional Teaching Standards, 1991; Darling—Hammond & Sykes, 1999).

This text explores a wide range of issues, strategies, and topics that teachers must
consider in the 21st century. Further, it reflects on the characteristics of an effective de-

cision maker.
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t }11% 2ur.nbe.r of‘teacher—e.d'ucators have used the term teacher reflection to describe a
eacher’s instructional decision making (Schon, 1987, 1991; Spring, 1985; Zeichner.
'1996; Zeichner & Piston, 1996). The many views of teacher reflection ’(Grim’met}cc&l;ie'l)
1c.kson, 1)988; Yalh, 1997) range from the technical view (e.g., How well are the t }11-
niques I'm using working?) to the critical ethical/moral view (e.g., What e(t:h_
long-term effects on society of this content or this technique?) (.C(.))lton & ;m;rl )
‘I:?}?ger, 1}?9%). Alc.ommon definition consistent with the approach taken in this blZ)ok( I
o eotrfea)i Ceﬁ osii)sl)l}a; ;[)(; Smlagg 7ra}t)102r;all educ;lational ghoices and to assume responsibility
or R , P. 2), in other words, to instructi
decisions. A key aspect of such decision making is to coglsailgzrt }rll?ll;l%lh tliul H'lsuuc?o'nal
rather than acting on the first idea that comes to mind. ple pomls ofview
Qur work has focused on the question, What do teachers need to think about wh
making a te'achmg decision? Good teaching decisions are based on much more ” Tn
cated questions than these: What shall I do on Monday? What works? Decision iﬁnzp N
pear to be st'raightforward are related to multiple variables. Each. must beS i }?p(i
accor(.img to its impact on students, both short and long term. Reflecting on thzzelg (?'
ables is a complex process, and not every educator engages in it. In fa(z(:%t we haffevecl)lbl_
;erve)d that frequently a person who attempts to tell you there is one righi way to teach
asn’t taugbt very many students—or is trying to sell you something!
| Riﬂectwe teachers agk th.emselves,.ls this an effective technique for this type of
esson? They. also ask: Is it suited to this group of students? Do I have the n -
skills to use it? Does it model ethics T believe in? Is it fair? Is it important? Ve\fc'flsiallay
zblte to look back on thi§ day and feel I have done what students nee(fed mos.t? V\lfe can(f
" gulzl.lswel these questions for you, although teaching would be much easier if we
Rather tban describing a single methodology, we have attempted to provide a broad
rar‘lge of options. We bave our preferred strategies, which you'll probably be able torg?s-
;iloll,e :;Tng 1;2 Hmfos% 1rf§1p(t)}‘tant ’d}llat you thoughtfully identify and follow your own
efs. Reflective teachers carefully weigh kn ‘
and devel}op with knowledge of the best practi}c,:es ir? pedzﬁgvzglfflc? i};ﬁ)‘g’ts(t)lfliiﬁzleal”n
ables. This book will help give you the tools you need in order to consider a wid, vari
ety of factors in making wise educational decisions. e

SECTION 1. TEACHING RESEMBLES BRIDGE BUILDING
Section 1 Objective

After you have completed this section, you will b i i ildi
T oatmin , you will be able to describe how bridge building

This is a book about teachin d i ildi

. ’ g and even about bridge building, metaphoricall -

glg. It1WI1—1 help you learn a lot about the things teachers do and the wgys thee;f }Z’eig Zﬁi—
1 ents learn. It will help you begin to understand the way teachers think when they plan
essons, teach, and consider whether their lessons are successful. e
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Two Ends of the Bridge—Students and Content

Teachers build many kinds of bridges. We can imaging te:achers buildin_g bri.dge; tc?lcczl?;l-
nect them to their students or to connect students. Slmﬂaflly, we Cﬁn 1mtell]gme ;1ba5i%
i j y idea and another. Perhaps the mo
bridges between subjects or between one 1
blr;dge a teacher must build is the bridge between a student and the content the teacher
i : igure 1.1).
hopes the student will learn (see Figure 1.1 . '
* Metaphors, like this metaphor of a bridge, can be powerful tools in learmn%. They
rovide us with another view of important topics, in this case t}}e process of reflective
}t)eaching. Stop for a minute and think how teaching is like building a bridge between a
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learn best and how their background can help in the learning process. Your end of the
bridge will have to be wide, reflecting your full understanding of your many students. This
will be a challenge, since you will have many students, each needing to cross the bridge.
The other end of the bridge is equally important. In order to build an effective
bridge between students and content, you need to know the content well. Again, your
end of the structure must be wide, reflecting your in-depth understanding of the sub-
ject to be learned. It is not enough to know some information. As a teacher, you need to
know how to find the most important information, the ideas that will help students learn
and grow for years to come. Time in school is too precious to waste on ideas that are
trivial. You must anchor this end of the bridge to powerful ideas that will help students

student and the content and what you would need in order to build a good bridge. Jot
i : g i ding.
a few ideas on paper before you continue rea
In order topbuild a bridge between a student and the content, you need to kn}(l)w a l'ot |
about your students. You must know what the students already understand about the t((i)plct:, i
their interests, and their current and needed skills. You also should know how the students

understand new content, solve problems, and ask important questions.

The Middle of the Bridge—Teaching

Once the two ends of the bridge are firmly anchored, you must actually build it. This is
the part of the process we most commonly associate with teaching. When we build the
bridge, we plan lessons and activities for students that will help them understand the
content, moving them from what they know to what they do not know. It is ideal to
build a bridge that is strong enough to support students on their journeys and scenic,
so they may cross with joy and interest. To do so, you will need lessons that are clear,
well-structured, and interesting. The lessons will need to be familiar enough to make
students comfortable, challenging enough to move them forward, and novel enough to
interest them. This is no small challenge!

It is also important to understand the conditions under which the bridge is built.
Just as bridge building needs to be appropriate for the climate and geography of the
Student and Characteristics. . area, so will your teaching need to be suitable for the context in which you teach. Ac-

Needs and - tivities or goals that may be appropriate for one group may be unsuitable in another po-
Characteristics / litical, cultural, economic, or social environment. It would be interesting to consider

4 - . ; e what kinds of contexts might be analogous to sunny days, swampy ground, or earth-
S A , ' : e 3 quakes. Think about the elements of this bridge-building metaphor as you consider the
' teacher decision-making model below.

Context Surrounding
Teaching and Learning

4——Téacher Beliefs

SECTION 2. REFLECTIVE TEACHER DECISION MAKING
Section 2 Objectives

Content After you have completed this section, you will be able to:

(Subject Matter)

Pedagogy 1. consider a variety of factors when planning and reflecting on teaching results; and

2. develop a vision of the kind of caring relationships you will establish in your
classroom learning community.

Teaching is a complex endeavor. No one learning activity will work with all students, in
all circumstances, or for all types of content and objectives. The teacher must make a
conscious decision every moment about what to do. Such decisions are based on a great

Figure 1.1 Five Factors Contributing to Teaching Decisions

5 3, Upper
From Teaching as Decision Making: Successfil Practices for the Elementary Ijeaclier (p. 6)» 1.)y AT 'Stlal ko, et.szlli.(,)iOO pp
Saddle River, NJ: Merrill/Prentice Hall. Copyright 2003 by Pearson Education, Inc, Reprinted with permi .




CHAPTER 1

deal of information and must often be made ina split second'. At other times, V})u ngr!;)i
able to take more time to reflect on the complexities of tealchmg an{} ;eaém‘ng, orrri(king
X i d redesigning lessons. The decision-
le, when you are making lesson plans and rec . : 2
Enodel atte}r’npts to clarify the factors to be considered when making teaching decisions.

REFLECTING ON THE IDEAS

Reflective teachers make a full range of decisions about planning, l{nplem?nrto(;lon,
and management. Imagine yourself sitting at your .desk plonglﬂg a |eZ‘son Oohmcher
class you will teach. Make a list of all the chtors, issues, an nowledge

needs fo consider when making such teaching decisions.

In Figure 1.1 our bridge shows five facto'rs that contribute to suczessful a(rlld Si,signé
sible teaching decisions: the students, the subject matter.(content), pe 2.gSO};ng <Er11n e 6g)
about teaching), the learning context, and the.teacher (Rlchardspn, 1996; Shu mh. , ded:

Let’s consider each factor in greater detail. T.he first factor mﬂuenc‘l.ng t(?acF.mg. et
sions is student needs and characteristics. This is the first end of the br 1‘dge ﬁn 1tgui z .t(;
The teacher needs to consider students’ home background an_d cultur elw en t 111y stfate
relate new ideas to their prior experiences. For example, referring to cuf ing t(t) hl ;1 at
a point in a science lesson may totally confuse a student who has neveil seen }al tsp the.:
In contrast, a teacher who utilizes students’ know'le?dge of seesaws W Zn tfa}cd(:glo ;
concept of fulcrum makes a connection that facilitates learp1ng. Stadents TeaChe;;S
mental levels and learning styles may also 1nﬂuence:* the choice of actlvi‘lues. schert
need to include multiple pathways for learning that include all senses and appea

’ interests and talents. . )
StudeCnotrslsidering teaching situations from the perspective Qf st'udentS. nﬁeeds (;;Ii irz;l;e
the difference between technical and critigal 1"eﬂectlve thinking (Ze1§ n}c:'r o Onl,
1996). For example, if a student is disruptive in class,l a teachii w.}ho ist m(h t% ‘ Sit)—f
about the technical aspects of “How will 1 complete t}ns lesson? wi 1pp1;oz:1c: 2 the st
uation differently than one who considers,' “What might be causmg‘tle st ude o act
this way?” In the first instance, the teacher is hkely to 1901( for the quic <eslwg}lfe se(gond
the disruptive student—probably some type of .dl.s'c1.phna1‘y clonse.quenlce.1 nf e second
case, the teacher might think of multiple p0551b1.ht1es, ranging ﬁomhac. 4 (;1 st et
challenge in the lesson to lesson content that conﬂlct§ with values taug ‘;l inthe bs1 :m
home. Those needs would result in different strategies for addressmg t elprq ¢ e.n iy

The subject matter, or content (at the other end of the bndg.ezl,. a s.‘otlg1 1t1S “
teaching decisions. Each subject will have sta.ndards set by the state or hl.StI‘IC ! I:lce Ir)n s
ify key student learning outcomes for the d1fferent grade levels.' ffeac.ffm‘g stczl A
call for certain activities, whereas teaching literature may require di }elle.n s tbegabk;
Understanding content is important, but it is not sufficient. A good teac e11 rrtltuin i
to “translate” ideas so that students understand them. It may take several atte t pdemS
fore a teacher discovers how to represent a comp_lex idea so it makes senselto stu abou.t
A significant influence on decision making is how much the teacher ?ﬁwieacher
pedagogy: teaching, learning, assessment, and classroon? managem}eln‘g Seto i
needs a professional knowledge base of concepts, theories, and technique :’

.
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upon. These ideas include knowledge of human development, learning theory, multi-
cultural education, assessment strategies, and teaching methods, to name a few. They
are important tools for bridge building. ‘

Another very important aspect of a teacher’s thinking is the context, the conditions
that influence everyday classroom life. The social, cultural, and political forces in the
school, district, and community help determine what is taught and sometimes how it
is taught. For example, many state departments of education are holding educators ac-
countable for their students’ learning of state standards.

Finally, teacher characteristics and beliefs have an important impact on decision
making. Teacher traits such as self-confidence, enthusiasm, cultural background, intel-
ligence, and commitment affect what a teacher will do on a particular day. Personal be-
liefs, or philosophy, about students’ ability to learn, the purposes of school, and social
values will also influence a teacher’s choice of actions.

Teachers are shaped by their culture’s assumptions about truth, learning, intelli-
gence, and work. Often a teacher’s beliefs about teaching can be expressed in
metaphors used to describe their work, like the metaphor of the bridge cited here.
Think about the ways two teachers’ classrooms might differ if one viewed teaching as
planting seeds and waiting for harvest, while the other viewed it as parallel to athletic
coaching. Reflective teachers are aware of the beliefs, values, and assumptions that un-
derlie their teaching and are able to reexamine those beliefs when appropriate (Langer,
Colton, & Goff, 2003).

It is important to consider all five factors (students, subject matter, pedagogy, con-
text, and teacher beliefs) before, during, and after teaching. For example, when design-
ing curriculum and lessons before teaching, the teacher may consider the following
questions: What do I know about the students’ backgrounds and interests? What do stu-
dents know or believe about this topic? What objective do I want students to achieve?
Which concepts are most important? What types of activities will I need for students to
learn the necessary content? What problems may arise during the lesson? What strate-
gies have I planned in order to confront problems if they arise?

During teaching, the teacher observes how well the ideas are being understood by
students and reflects on all five factors as possible explanations for why the lesson seems
to be going well or not. For example, if students seem confused by the lesson, the teacher
might reflect upon the following questions: Is this lesson out of sync with students’ cul-
tural experiences? Are the students distracted by something that happened at lunch? Am
I continuing with the same activity too long? Do I need to get students actively involved?
Using this information, the teacher makes adjustments as needed in the pace, depth, and
complexity of the lesson. Such decisions may even require shifting to a different activ-
ity or, in unusual circumstances, changing to a different lesson and objective(s).

After teaching, the reflective teacher evaluates the success of the lesson by asking:
What do the students’ work and responses tell me about how well they attained the ob-
jective(s)? Why was the lesson successful or unsuccessful? What could I have done dif-
ferently? What have I learned about my students or about this topic? The five factors can
help answer these questions. The teacher can then use this information to revise the les-
sons as necessary and to plan future ones more intelligently. ,

In your field experiences and early years of teaching, you will begin to see how these
ideas can be woven together into the wonderful complexity of teaching.
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Relationships and the Caring Community

Another important idea is the way two of our factors'—'the sltudents anflft{l;et;a;cigeae —I—S
come together, Consider once more our metaphorical b1'1dge.lEvell }11 ntentgit o
built well, with strong ties to the students’ V\{OI.'ld and.strong links tc.) tO e cof e ,reat
of little use unless the students cross over willingly with the t(?achel. ‘r;e tq nShigs “
truths about teaching is hard to learn from a book: Teaching 1s ?bow re ;11 io é)o.m
the end, students must trust you enough to come actoss the budgedwut }tiouf.ind th%
to new places can be frightening. A car(iinlg relattlonshlpTzillizzv:elssgoirslhsi p;)are a e
; try new things, risk failure, and learn to grow. 1 -2

;(2;? (g); EZacging. Carix?g relationships somet%mes mean being gentle anfd Oltl?ell:rrlrelf'z
being stern. At all times they require us to view each student as one of our p

most priceless treasures.
In a caring community,
ter our door must understand t
- - . . t t
expect them to learn, we care whether or no . ‘
thgt they do learn. '1:he concept of caring s an essential element of effective tea
Noddings, 1992, 1995; Pang, 2001). . ' . ‘
( Golegman (1995) makes the argument that emotional intelligence (EQ)' 1sla s‘et. of
atterns, behaviors, and kinds of thought that are essential for success both in ;al nlélgl
1e?nd in the workplace. He believes that effective educators: must both teach an m? eS
appropriate affective and cognitive development. These include such components a

we build students’ skills and their hope. Students who en-
hat we know they can learn. They must know that we

hey learn, and we intend to help them so
ching

Caring is at the Center of Good Teaching,.
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self-awareness, independence, optimism, accountability, empathy, and the ability to
manage one’s feelings. Goleman (2000) suggests that school curricula must include a
more complete “emotional literacy curriculum” that addresses issues such as handling
stress, conflict resolution, decision making, and group dynamics.

Given the many other demands on busy teachers’ time and school schedules, teach-
ers may question whether we can assume responsibility for emotional development that
has been traditionally centered in the home. Goleman and others would argue that we
have no choice. In a culture in which school violence is often part of the headlines, one
of the most important things we do may be taking time to teach emotional skills. Still
others suggest that the links between emotional intelligence and life success are more
complex, and that it is important to attend to the emerging body of research before
making whole-scale changes in curriculum (see, for example, Cobb & Mayer, 2000,
Mayer & Cobb, 2000). However the research emerges, it seems reasonable to assume
that teaching to support healthy emotional development is most likely to occur in a cli-
mate of healthy relationships between students and teachers, with teachers modeling
the kinds of affect and the kinds of intellect to which their students should aspire.

Still another way to focus on the types of relationships that are needed in class-
rooms is the increasing interest in the idea of linking spirituality and education, both as
a means of fostering relationships and as a vehicle for developing character. Many
teachers are uncomfortable with the thought that spirituality may have a place in pub-
lic education. The important division between church and state makes any practice that
could be interpreted as promoting specific religious beliefs inappropriate, Yet writing in
this area has increased to the point that a major publication, Educational Leadership, de-
voted an entire issue (December 1998/January 1999) to exploring “The Spirit of Edu-
cation.” The interest in this issue was so great that it sold out more rapidly than any issue
in the history of the publication.

Palmer (1998, 1998/1999) describes spirituality as “the ancient and abiding human
quest for connectedness with something larger and more trustworthy than our egos—
with our own soul, with one another, with the worlds of history and nature, with the in-
visible winds of the spirit, with the mystery of being alive” (1998/1999, p. 6). From
Palmer’s perspective, the courage to teach is the courage required to open our hearts and
ourselves to the relationships required to teach. It requires asking the important ques-
tions that are embedded in all disciplines: Does life have meaning? What can I trust?
How do we deal with suffering? How do we appreciate beauty? These are not questions
we can answer for our students. They are questions that can be explored together while
studying a myriad of academic subjects, building and requiring relationships of trust in
safe communities.

Renard and Rogers (1999) have developed a more complex model of relationship-
driven teaching. Their model centers on fulfilling students’ fundamental emotional needs
so that learning can take place. If students’ emotional needs are being met in school, they
are more likely to engage in learning (Rogers, Graham, & Ludington, 1998). When stu-
dents believe teachers care about them, they are more motivated to learn and more likely
to cross the metaphorical bridges we are building. Renard and Rogers describe two un-
derlying principles and six standards that strengthen relationship-driven teaching. They
can be useful as we consider ways to build communities in a variety of classrooms.
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The first principle is based on the work of Covey (1989), “seeking first to under-
stand” (Renard & Rogers, 1999, p. 35). Our first goal in building relationships with stu-
dents is to seek to understand them. We must understand the knowledge, beliefs,
experiences, and interests of our students as they are—not as we would like them to be.
The second principle involves managing the learning context, not the learners. Tt re-
quires establishing school situations likely to foster intrinsic motivation, motivation
that comes from within the students, so that teachers do not attempt to dominate or
control students from the outside. Teachers who are able to manage conditions, rather
than students, are more likely to motivate students.

The six standards described below (Renard & Rogers, 1999) are designed to build

a motivating teaching context.

1. Safe. Safety in school must include not just physical safety (although that
certainly is important), but emotional safety as well. Students must know that
they will be safe from threats, intimidation, or embarrassment. In a safe
classroom, students are free to take risks and try new things.

2. Valuable. Students are more likely to engage and persist in learning if they
perceive that what they are doing is valuable. Valuable content fills a need, solves a
problem, and can be interesting and enjoyable.

3, Successful. Students need evidence of their success to maintain motivation. They
need activities which are challenging enough that they recognize their growth
while still allowing for success.

4. Involving Students are more motivated to learn when they feel they have a stake
in what is going on around them. Students who take part in planning an activity
or other decisions about their learning are more motivated to continue.

5. Caring. Everyone wants to be liked. Students want to feel that their teachers
accept, value, and care about them. The harder some children are to like, the
more they probably need to know you care. Caring can be very hard work.

6. Enabling. Good teachers constantly seek out the best practices that help their
students learn. They continue to learn and grow in search of teaching methods
that will be effective with all students, rather than relying on “tried and true”
methods that work with many students but leave some behind.

The Responsive Classroom model (Charney, 19925 Horsch, Chen, & Nelson, 1999)
briefly described in Chapter 11 is another example of a model of teaching and man-
agement focused specifically on the development of self-management and motivation

in classroom communities.

REFLECTING ON THE IDEAS

Observe a teacher you consider to be effective. Be particularly attuned to the
things the teacher does to develop positive relationships with students and foster
intrinsic motivation. It may be helpful to divide a paper info the six areas listed
above and make notes of behaviors that appear fo fit each category. Share your
observations with a colleague, and look for similarities and differences.

Teaching and Reflective Decision Making
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. Als_1 you lst'u.dy this text and learn about teacher reflection and planning, consider
ow the activities you plan for your classroom may facilitate strong relationships and
sj[udent m.otlvation. Fortunately, there are many times in education when an ilfst an

tional choice can serve more than one goal. For example, in Chapter 2 you will lru'c—
thaj( some scholars believe that an emotionally safe classroom atmosphereyis mor om.
patible with brain development than one that is highly competitive or negative e(g(t)llln_
scholars would recommend the same type of atmosphefe but for different %easor'm' ejr
haps to develop the relationships of trust necessary for student motivation. Be al‘ ptet1 )
oth.er parallel re.c'ommendations. In many cases the strategies that are recom;nendeecﬁ f 0‘
optimum cognitive growth also will serve important affective functions and vice ver o
In.the end, whatever strategies you choose for teaching will form the structure of 1513-
bridge you cross with your students. It will be the heart of your teaching—the cor?nnu?

nity of relationships build i - _ ‘ :
successfully. ps you build in your classes—that will determine whether you cross

Practice Activity

(.Zlioosfe a metaphor and relate to it a brief reflection describing your view of the core
i.o e ofa tea.chel". You may wish to develop this metaphor into a more formal descrip-
ion of your philosophy of teaching. It can be helpful to examine your metaphor and

your philosophy periodically and see if they h i
e oottt y hey have changed as you have developed in ex-

CHAPTER SUMMARY

We have provideld a model for reflective teacher decision making, a metaphor for think

ing about teaching, and information on the importance of rela)ltionships in teachin(—
The rest of the book develops your ability to design instructional units and mana ’
your classroom. As you explore the chapters that follow, examine the information inge
careful and systematic way and respond to the exercises provided. We have written th’a
book because we believe the information can help you to be the best teacher ossiblIS
We hgpe that you will find the information both practical and thought provolgn It i
our vision for you to become a reflective teacher “designer,” capable of making th . hIS
ful and appropriate instructional decisions. We wish you well on the journe;g e

Unit Preparation

Asyou rea(c(l this text, we will describe a process for creating a teaching unit. If you

plete eaf:h Unit Preparation” section in turn, you will develop an original t.eac}ilin Com';
b}_f the time you complete this text. To begin, it is important that you determine tfeuarill—
dlenFe for‘your unit. Ideally, you should prepare a unit for a real classroom, preferabl
one in which you are currently doing a variety of field experiences. ¥ Y
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Identify that class now. Begin talking to the teacher about content areas that would
be appropriate for unit planning and special class needs you should consider. Find out
whether content in that class is typically organized in single-subject or interdisciplinary
units. You probably will find the unit planning process easier to use in content that is
organized around key concepts rather than skills. For example, a unit on types of po-
etry or habitats will fit this planning model more readily than a unit on how to read a
map, although map reading could be embedded in many units. More detailed infor-
mation on selecting unit content will be found in Chapter 3.

For now, it is most important to make a decision about the class for which you will
be preparing materials and the general areas you might address. Begin reading in that
area now. It is essential that you have a solid understanding of the content yourself be-
fore trying to teach it to others. Do not make the mistake of thinking that because you
are teaching adolescents your content knowledge can be limited. Selecting the most im-
portant content for secondary school students requires teachers to know far more than
they teach. Only by knowing the content well can you make good decisions about con-
tent emphases and organization. Be sure to keep all relevant bibliographic information
for your reference list. Keep track of any commercial materials or materials that you use
in the unit and reference them appropriately.

Portfolio Activity

The Portfolio Activities in this text are designed to help you compile a collection of ma-
terials that can be helpful in demonstrating your knowledge and reflection about
teaching and learning. In some cases the Unit Preparation activities also can serve as
parts of your portfolio. In other cases we will suggest additional activities. For exam-
ple, one of the most powerful means of describing our beliefs about teaching is
through the metaphors we use. The metaphor you wrote for the last practice activity
could be polished and placed at the front of your portfolio to illustrate your educa-
tional philosophy.

Search the Web

The World Wide Web can be a valuable resource for reflective teachers seeking informa-
tion on content, research on teaching, or even lesson ideas. A strength of web publishing
is that it is accessible to many individuals; many teachers and organizations throughout
the world are able to post information for others to share. Of course, it is a challenge to
carefully review and determine the credibility of the source and accuracy of the infor-
mation on the web. Further, many web addresses are unstable; if you visit a website to-
day (or we print one in this text), there is no guarantee it will exist next year. The teacher
who created it may have taken another position with a different address, the organiza-
tion may have lost its web-savvy organizer, or any number of other scenarios may exist.
We will cite web resources that appear to be stable and will probably continue to be
useful for many years. One of the most important of these resources is the Educational

Teaching and Reflective Decision Making

S

|
13 1
1

ngzources Irlljformation Qenter (ERIC) system. It provides links to virtually any type of
d umfent about education and a variety of search services. To find the ERIC Clearin |
ouse for middle-level resources, go to: ericeece.org/midlink.html v |

Use the following add : : :
dicated: g addresses for ERIC resources on the t/eachmg of the subjects

Science and Math: www.ericse.org

Socia.l Studies/Social Science: ericso.Indiana.edu
Reading, English, and Communication: eric.Indiana.edu
Languages and Linguistics: www.cal.org/ericcll
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