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Practicing What They Teach

Goal: Use the first day of class to begin developing a strong classroom community
and positive relationships with students.

Challenge: This is the first opportunity for you to connect with your students and
begin to develop a positive classroom cuiture. Think about all of the emotions that
you are feeling around the first week of school. How might your students be feeling
about coming to a new school or returning after the summer? How can you use the
first day to get to know your students better and help them learn more about other
students in their class? How can they begin to get to know you and understand your
goals for the class? How can you find out what they are excited or nervous about in
regard to your class? How can you engage them in the work of your discipline in a
way that gets them excited to come back for more? These are questions that cannot
all be answered on just the first day of school, as it takes time to create a supportive
and collaborative environment in the classroom. However, the first day sets the tone

for the rest of the year and is an awesome opportunity to start connecting with
your students.

Reflection: Write a one-page reflection after implementing the lesson in your class
that addresses some of the following questions: What did you do the first day of
class? What were your goals for the lesson? What went well? What would you im-
prove if you had the chance to do it over again? How did you get to know your stu-
dents and provide opportunities for them to get to know each other? How did
students learn about supports and services? What are the expectations of the class-
room teacher and the student who has special needs? What did students learn about
classroom expectations and norms? Were students able to contribute? Why or why
not? Did you have the opportunity to begin developing any routines that students

can expect? How does this lesson fit into the larger context of what you hope to ac-
complish during the first week (or first few weeks) of school? What do you think will
be your greatest struggle in fostering a supportive learning environment for stu-
dents? What are your fears? What support can we help provide through this course?

to receive feedback and input from their students regularly and how to co-

construct projects and other learning activities with the young people in
their classes.

CU Denver uses the Teaching/Learning Inquiry Cycle (TLIC), drawn
in part from the framework developed by the Teacher Education by Design
(TEDD) project of the University of Washington'’s College of Education.3
The tool helps both university and school-based faculty frame teaching as
a cycle of (1) planning, (2) teaching, (3) monitoring and adjusting, and
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“Applies disciplinary concepts and frameworks to observations, showing creative
judgment in their individual or combined use.”

* Prompts or “thinking frames” for the candidates to help them give each other
feedback that connects to theories about teaching and learning, such as “I no-

ticed the student(s) when you (the teacher). This reflects theory
because A

After the instructor begins class with a brief overview of the goals for the day, the
six students split into groups of three, in separate classrooms. They spend fifteen
minutes observing one candidate’s videotaped lesson and another fifteen minutes
giving the candidate feedback on her lesson. This feedback includes “Glows” (i.e.,
the effective teaching strategies that the candidate adopted in the video), “Evidence
of Student Learning,” and “Grows” (suggestions for changes). As the candidates re-
view each other’s videos, they notice tools and resources that the mentor teachers
use in their classrooms. For example, in one video, a teacher illustrates a classroom
management technique for getting students’ attention—saying “one, two, three”
and having the students clap. Through the videos, teacher candidates can observe
multiple classrooms and muitiple approaches to teaching literacy and organizing
a classroom.

During one video, a candidate presents a vocabulary lesson that she provided in
her first-grade field placement. As the video plays, the candidate presenting the
video acknowledges that the reading she selected for the lesson “is too compli-
cated” because “the sentences are too long” for first graders. The candidates pro-
vide each other feedback and note observations through the video clips. The
instructor takes notes during the candidates’ videos and discussions. She rarely joins
the candidates’ conversation and does so only to ask a clarifying question.

AUTHENTIC ASSESSMENTS OF PROGRESS

The contexts for feedback and reflection in coursework and clinical work
are many and varied and constitute a range of formative assessments from
faculty, instructors, supervisors, peers, and candidates themselves. The
value of this constant iterative process is that it is rooted in a range of au-
thentic assessments of candidates’ practice. These include regular super-
visory evaluations of practice in candidates’ clinical placements; formal
benchmark assessments at the university that evaluate progress on specific
skills and may determine continuation in the program; and culminating
assessments that often determine graduation and even licensure.

Supervisory Evaluations

Formal observations of candidates in their placement classrooms are com-
mon at regular junctions, bracketing many informal observations with
feedback from supervisors and mentors in between. SFTR’s approach is
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