CHAPTER 5

GROUNDING LEARNING
IN DEVELOPMENT

You have a strong sense of child development: You know about the specific age you're
working with, what they’re cogni tively able to manage and understand; emotionally
and psychologically, what they are feeling; and how to nurture the skills that they
need to handle the challenges they face at that point in their life. There’s also a lot of
emphasis on the variety of different types of learners. There is not a one-size-fits-all
approach to teaching. You have to find ways to differentiate to different kids’ skills
and strengths and scaffold them when they need extra support and [learn] that
different children will need different sorts of assistance in different ways.

—A Bank Street teacher candidate

n this chapter, we begin our deep dive into the five dimensions of deeper
I learning experiences identified in chapter 1 by focusing on how teach-
ing can support children’s development in ways that personalize learning,
Teacher candidates in the programs we studied learn how to build learning
experiences based on students’ prior knowledge and cuitural experiences,
helping them actively construct new knowledge. They connect learning to
who students are as well as what they already know. School tasks are intrin-
sically interesting based on students’ experiences, appropriate to their leve]
of development, and scaffolded according to their needs.

The report of the National Academy of Education Commission, Pre-
paring Teachers for a Changing World, outlines the knowledge and skills of a
developmentally aware teacher in this way:

Understanding development requires not only a sense of the “whole
child” but also a consideration of the “whole child developing in par-
ticular social contexts.” A teacher who is developmentally aware will
know, for example, how the child’s prior knowledge and cultural expe-
riences will inform what the child knows and how he may approach
new ideas and tasks . . . This teacher will know that a curriculum which
encourages children to learn actively and concretely—by observing,
collecting information, describing, counting, manipulating, and using
what they have studied—will later support abstract thinking that relies
on these concrete understandings.
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Developmentally Grounded Teaching in Action

in Ted Pollen’s fourth-grade classroom at Midtown West school in New York city, a
racially diverse group of twenty-seven students is deeply engaged in a mathematics
inquiry focused on understanding the concepts of range, mean, median, and mode.
Some are seated around tables, while others are in pairs or trios on the rug in the
classroom meeting area. While some teachers might introduce the three terms with
definitions and rules for calculating them and give students a worksheet of problems
to fill out, Ted's class has been conducting a study that provides them with the data
they are now analyzing: Earlier in the week, they measured and recorded the height
of everyone in their own classroom and all the children in one of the kindergarten
classrooms who are their “reading buddies.” Each then figured out how to display
the data distributions with bar graphs they constructed individually, so as to be able

to figure out the range, mean, median, and mode for each class and compare them.
Working in teams, they use various tools, such as manipulatives and calculators, as
they advise and query one another about what to do.

Ted and his two student teachers move unobtrusively among groups, watching
the process and occasionally asking questions to help move students to the next
level of understanding. It's clear that he is thinking about students’ zones of proxi-
mal development as he chooses his questions. Ted says to one group: “Think about
your design. What's the best way of displaying the data so you can make an actual
comparison?” In another, he asks, “Can someone give me the range for kindergar-
ten? Our range? Are there any outliers?” This led to a realization that there was little
overlap between the two groups, but there were a few relatively short fourth graders
and one very tall kindergartner. A student said proudly, pointing to that data point:
“That’s my reading buddy!”

In yet another group Ted observes to one of the boys, “You're having the same
problem that she’s having,” pointing to a tablemate to encourage the two of them
to work together. They begin counting and calculating to solve the problem jointly.
Ted never gives away the answer, but he assists the problem-solving process with
questions that carefully scaffold student understanding. In their groups, students
engage in vigorous debates about the answers, explaining their reasoning to one
another, re-counting their data, marshaling evidence, and demonstrating their solu-
tions in different ways. Ted does not attempt to adjudicate the disputes or provide
the right answer. He allows the groups to work through the problem.

Ted watches over a student with autism who is doing her work with a one-on-
one aide. The student sings to herself periodically while she is doing the work but
continues to make progress. In the hubbub of the classroom, her singing is not a
distraction to the others, as they all focus intently on communicating to find solu-
tions to this highly motivating puzzle. Every single student has made significant
progress in developing a deep understanding of these key statistical concepts that
often elude much older students.

Around the hardworking groups of children, student work covers the walls: a
dassroom constitution that was collectively developed and signed by each student
and teacher is displayed, along with a “Problem Parking Lot” with stickies listing

(continues)
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various problems and questions the class has agreed to return to. Especially promi-
A New Amsterdam and New York:

nent are student accounts of their lives as slaves i

1621-1680, along with fractions posters illustrating various problems they have
tackled and solved, including fow they have split submarine sandwiches among
various odd numbers of people.

On the back shelves, one set of tubs offers marnipulatives for mathematics. An-
other set of tubs includes books labeled by type, all connected to current topics of
study: authors who have been studied by the class each merit a tub, as do African-
American biographies, slavery, other biographies, Ted's favorites, and more. Hand-

made globes and a time line string with chronological date cards of important
f a whiteboard is covered

events hang from the ceiling. The meeting area in front of
with a rug that is a map of the world.

Also on the wall are many posters reminding students about their routines. One
summarizes the rules for #Book Club.” Another asks, “What is figurative language?”

clarifying that it is “ywhen words mean something other than their literal meaning.”

The poster defines what most would think of as high school terms: simile, metaphof,
hyperbole, personification, alliteration, onomatopoela, idiom, altusion, and oxymo-
ron, offering concrete examples of each.
Other posters developed by students and the teacher include 2 “Writing work-
shop conferencing protocol,” “Poetry guidetines,” wpersuasive essays,” "jobs in a
reading conference” (enumerated for both the student and the teacher), and “Ele-
ments of a news magazine article.” These are often in the students’ own words,
o they can share it and go back to it as needed. Another

codifying their learning s
poster enumerates, mwhat we know about maps,” while stilt another describes

“Muttiplying 2-digit by 1-digit numbers: The traditional algorithm.”

{nvisible in this moment are the school supports that make this productive hub-
bub possible: free breakfasts for all chitdren; free transportation for children who live
in temporary housing; a Family Center that offers educational workshops, cultural
connections, and family support services; extended afterschool time and services;
twice annual student-family-teacher conferences; and a set of children’s rights that
include: “I have a right to be happy and to be treated with compassion in this
school.” I have a nght to be myself in this school. This means that no one will treat
| have the right to be safe in this school.” Community building

me unfairly.” And
gh the school is over-

and conflict resolution are explicit schoolwide efforts. Althou
crowded, it is welcoming in every respect.

Jarod, a Bank Street student teacher who works with Ted, explained to

us how his coursework applied to his fieldwork at Midtown West.2 Jarod

is currently enrolled in Mathematics for Teachers in Diverse and Inclusive
f the practices he sees

Educational Settings, which is teaching him many o
modeled in Ted’s classroom. jarod noted that this course has provided him
u can make yourself do as a student teacher . . -

with “easy prompts that yo
constantly asking [students] why: Why do you think that? Why did you

—— = .

Grounding Learning in Development

do that? Can
‘ you show me how that works?
tha ; . . orks? Can someone else
tJPGISCi)I;1 just said? Did anyone do something different?” LAkl
arod described how he ha )
. s seen Ted, his g
this tvpe of inquiry in hi ’ cooperating teacher,
teaclzrp th(f m}llﬂfy in his classroom. Jarod remarked that “as a /strtrllc(l) -
’ e 3 H
s iy 5:)5 n?elOtf (t)}f1 mimicry; you do what you see your head teacliz:
! of that you just internaliz i
practice, a e and it becomes part
S Bndko‘chers you start to tweak for your own PEISonalif ” ;: fyur
a " g
i basnd ?treet m.athematlcs course and his cooperating teaZher frclal(;se
questi(}:ns : 1613 lns‘fructlon in mathematics, Jarod is learning how to de O1 "
s gy at guide students to direct their own mathematics lea ‘Ve .
ow t min
T e :Wf?rffon Vygotsky’s theory and support children’s learlilil;
ifferent zones of proximal d
tively teach 3 d EV610pment as they ¢ i
thinlzing N Zri? learn. /.XS Jarod learns to scaffold students’ ian}JIir olgllecd
i y asking questions, he is also learning how to interpret t}i’ .
recei . B
understandc.elves from students in terms of their developing thpou h’cse and
i
A ngs, so he can figure out what they are ready to d e
what kinds of supports they may need y iR gERt and
As we noted i . X
work—theor tzd (ljn Chapter 3, this fusion between coursework and clinical
for teachin Z L 1PMCUCQ—IS organized to help teachers develop a visi ;
of teachin, ga;(;/vle ) > 0 éevelop knowledge and skills. Bank Street’s visigﬁ
F faprli ggt ) ee;lrmng is supported through a highly integrated proc
o teach and is ever-present i =88
. in how the f; :
is in the fo i aculty teach, ju :
B rmal .curnculum that faculty seek to transmit. This ”h‘d]d st as it
m” is, as Biber explained, quite deliberate: ' La0enseyr=

We ]laVe assun e(l O mar y yeals II]a‘ l)ey()ml |he Str]](ttured curricu
lunl t] 1at is pl‘()Vlded, tlle Smdents lntel'nahze the perVaSlVe qualltles of
0 . a .
tlle leaIInIlg environment we tIy to create f()r them, that the quahtatlve
ChaIaCtEIlstICS Of thelr own teachlng st yles W]” ]e”e t (l =
o = 3 5 A
Ct, ater the uall
ties Of tllelr own eISOIlal experience in leaIIlHl to beCOIIle teaChEIS.

The beli

N Vf,eﬂflt:l;; tef;a:h;rs must have opportunities to learn in the same
B otive cotics. o Z e exp.ec.ted to teach develops a strong and dis-
e o touc,h - be Blately visible the moment one enters a classroom
B chen chineen alreyb a.nk. Streejc training. In the Bank Street School for
e e uqdlng with blocks, making books, designing ar-
e :13 projects, c'onstructing and visiting museums, argu-
B C(,)He ' C(1>llaborat1ng with one another on a kaleidoscope
By ot s i C assroc.)ms, prospective teachers can also be seen
ooks for children and curriculum books for teachers;

5

159




———' “

160

Preparing Teachers for Deeper Learning

’ T man p T
constru :tlllg muse um an :l C :IIlIIlLlIll tS trlF S f:r tllerll

i ience; . o
O , and collaborating with one anotheronava ty

selves and future students;
of projects.

LEARNING TO TEACH CONTENT FROM
A DEVELOPMENTAL PERSPECTIVE

1t of -content-

Activities such as those described above are frequently Ea:ievelopmental

ceciﬁc methods courses, outlined in chapter 3, that use e aned math.

i‘fame for learning to teach each subject area, fror;l 1a.m§.§iu:(;gucation 0 addi-

: i jes. the arts, and physica ) .

. s to science, social studies, - ke a series

ematltcsztx class on ,child development, Bank Street candldelxtes tzntal o,

i (o} . m .
“;’ nourses grounded in a developmental perspective: Develop

of ¢

S}

i i her Interac-
Through Observation and Recording; Family, Child, and Teac

i ings; e Acquisition
in Diverse and Inclusive Educational Settings; Languag q
tion 1N ! '
and Learning in a Linguistically Diverse Soc1etyé1 e dem
The developmental needs of studentsh alz it in i plan.
i re brought 10
i for deep understanding a e
Ilcuhnl§1 T examgle the lesson we saw in Ted's classroom V\‘;as tgle I;( o
et , i how to engender
i k into account
ful planning that too i
. Cilrematfcal reasoning demanded for a robust understarfldlrgin o
i i ? !
e and variation—the fundamental underpinning o m o
C . . .
tenc? enoidle The planning also considered students’ mdlzldliswould .
mode. .
erlrrllodes of working as the teachers designed the grcl)ups S;; eirilded o o
i individuals, an
i tions they posed to 11
in, shaped the ques

g
up 1ea]:11111g aCthtleS. Ied EXplalllS thlS tlll]lklll to llls Studellt tea(jlers

i ibute ideas.
throughout the year, as they are increasingly able to contrib

acco t (8] e CO e (all(lldales are expected
In one C urse, !

text and their
te their own curriculum unit based on the local con
to crea

. they then learn to improve their instructiqn as they gatn}:ei l;zly
Studen?s’ . their observations and analysis during t'he lesso 1
formatm‘n fror'n fieldwork placement. Throughout the assignment, czliti n
Eiestt Olite;li\:?eredback, review models of curriculum, and make multip

ates

re visions to Iefll 1€ tt 1e1r cul l‘lCLﬂ um. IhlS ltetatlv (S 1eSSOIl planlllIlg aSSIg
. n

achers to build on the experience of their stu

ands of the cur-

ment requires teé

Grounding Learning in Development

on careful observation and analysis, and then to reflect on the effective-

ness of their lesson for individual students in order to improve it for future
students.

In this example, Jarod is learning to bring the child to the curricu-
lum and the curriculum to the child, as Dewey described.5 One part of
this work is understanding subject matter and curriculum deeply, so as to
engage children in learning the content in developmentally appropriate
ways. The other part of this work is understanding children and what they
bring to the classroom. Through a series of courses on development and
developmentally grounded content pedagogy, Bank Street aims for candi-
dates to learn how to “engage and educate children in active learning”6
that supports their cognitive development as well as their deep understand-
ing of concepts. Our visit to a Child Development class as shown in the
box “Learning to Teach History Through a Developmental Lens” illustrates
how candidates learn to apply foundational child development theories to

inform effective student learning experiences within content areas. Social
studies was the focus of the examples taken up that day.

. Learning to Teach History Through a Developmental Lens

On a Thursday evening, a racially diverse group of eighteen Bank Street teacher can-
didates—about 40 percent of whom are students of color—stroll into an eighth-
grade School for Children classroom for one of the graduate school’s hallmark
courses, Child Development. They find their way to tables where they cluster in
groups of three to five.

Even before class begins, the candidates are immersed in a classroom marked by
deeper learning activities. Products of the eighth graders’ learning are spread across
the walls, including evidence of a unit on governance. One poster notes the ele-
ments “A Democratic Nation Needs,” including People, Currency, Taxes, Elected
Officials, Laws, Police, Army, Income Equality, Fairness for All Persons, Freedom, Fair
Courts, and Strong Information.

Other posters outline assignments for the eighth-grade students for their civil
rights project, including (1) Johann—President johnson & the passage of Civil Rights
Acts, {2) Ruthie—Montgomery Bus Boycott, (3) Cole—Malcolm X, and (4) Raf-—The
role of women in the movement. This type of project pushes students to consider
how race, gender, and privilege have shaped the history of the United States.

Today, the teacher candidates are studying cognitive growth during adoles-
cence. They are learning how to create an environment that supports students at a
period marked by significant developmental variation, especially in adolescents’
ability to move from concrete to abstract thought. The instructor, Nancy Nager,

frames the central question for the session, modeling the type of inquiry-instruction

(continues)
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Margaret also explains how she thinks about students’ dispositions and needs as
she sefects partners and roles for them. Choosing pairs of students to work together
as abolitionists or as defenders of slavery in the mock Senate role play was essential
in the design of that unit. “l want a partnership that works but | also want to stretch
them a little bit. | usually don’t have them with a close friend,” she said.

Similarly, for the role-play, Margaret offers insight about the importance of se-
lecting appropriate roles for students. “Who is going to end up working together as
abolitionists, as Southerners; where are there leadership opportunities? Who would
it be unfair to have run as chairman because they are socially so insecure that they

couldn’t weather that?” Depending on what students are ready to learn and how
they might be able to take on different roles, she thinks hard about “who plays Lu-
cretia Mott or John Calhoun.” Margaret’s comments hughlight for the teacher candi-
dates the importance of considering the whole student when creating a lesson,
including his or her intellectual and social development.

Nancy identifies how the practices being described relate to the concepts of cog-
nitive development, observing, for example, “You helped them move into ‘flexible
thinking,”” and later, “This is an example of how you scaffold for student learning,
how you find that ZPD [zone of proximal development].”

Candidates ask Margaret to comment on the concepts they read about: “How
did students take on these perspectives so different from their own?” “Did you no-
tice them thinking about their thinking?”

Margaret describes how she uses self-assessments and written and oral reflec-
tions with her students to help make these decisions and to help them see their own
growth. As she notes, “There are few gifts better for students than knowing them-
selves as learners.” She underscores the fact that “they tend to underestimate them-
selves in seventh grade,” emphasizing that it is in part the teacher’s role to help
them see what they can do.

The teacher candidates finish asking Margaret questions, ranging from develop-
ing the content of the projects to managing the classroom during the project. After
Margaret leaves, the class reflects on the rich, project-based activities they just ob-
served and analyzed. One notes how cool it was for the students to be asked to role-
play and do creative work in seventh grade—something that was far from her own
experience in school. Another comments on the structure of the project, noting the
varying degrees of chalienge in the tasks and prompts the teacher could use for dif-
ferent students within the project.

One student comments, “The way that she has prompted them, given them
suggestions, not told them the answers, really allows for her students to be chal-
lenged. . . . It could be developmentally appropriate for so many different kids.”

Building on this rich experience, Nancy ties in another body of learning theory
from their readings, noting that Kuhn's view of the evolution of thinking was more
differentiated than that of Piaget; for example, that aspects of formal thought—such
as propositional thinking, flexible thinking, symbolic thinking—do not all develop
together at the same time. She asks them in pairs to think about examples of these
kinds of thinking and understanding that they have seen in student work or in other
contexts. Armed with their own examples and the ones they just reviewed, the can-
didates dive into their own process of thinking about thinking together.
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Developing Social-Emotional Skills and Mind-sets

It is afternoon on a rainy day in San Antonio. We are visiting Cassandra, a Trinity
candidate who is teaching in a first-grade class at Lamar Elementary, a neighbor-
hood school. In a small room, crowded with tables and chairs, the class typically in-
cludes seventeen children—eleven boys and six girls, although today two students
are absent. The class is a mix of African American, Latino, and white students. Cas-
sandra’s mentor, Monica, notes that the neighborhood is becoming gentrified, and
there are more white students now than in the past.

Today’s lesson focuses on Lamar’s five “constellations” of a growth mind-set: em-
pathy, persistence, resilience, optimism, and flexibility. Cassandra is using everyday
scenarios from students’ lives to help them learn the concept of growth mind-set.
Students are working in small teams to create a skit related to their growth mind-set
“constellation” and act it out for their peers. Peers then determine which “constefla-
tion” is being presented. The activity is itself a means to develop social-emotional
skills, as students must collaborate and learn to observe closely the emotions others
are communicating.

Cassandra is sitting in a chair with students sitting on the floor in front of her. She
hands out paper strips to groups of students. Each piece of paper has a scenario that
aligns with one of the five growth mind-sets. Students are divided into groups of
three. Cassandra and Monica help each group read the scenario they have been
given and develop a skit. Cassandra walks around helping different groups, while
Monica focuses on a small group of three.

After about ten minutes, Cassandra gives students a one-minute warning. She
then tells students to go to their desks and sit if they are finished. Students go to
their desks and wait. She asks for helpers to pass out paper napkins and markers.
Another student passes out sheets covered with plastic protectors on which they
can write with the markers. For the few off-task students, she adds, “We are not
going to play with markers. If | see you do that, I'll take them. The napkins will be
your erasers.”

When everyone is settled and has their materials, Cassandra says, “Let’s see
which group wants to go first.” As students eagerly raise their hands, Cassandra
picks a group and provides instructions: “If you're acting it out, you may go to the
front of the room. Tristan is going to read the story. After they act it out, you're
going to write down which of these [constellations] their story represents, based
on what they say they should and should not do.” The first group of students
reads their story out loud. It is a story about not being good at playing soccer dur-
ing recess. The three students act out the story. Cassandra then asks the students,
“What should you not do?” A student says: “Give up!” “What should you do?”
Cassandra asks. “Write it down on your board.” Students write and then Cassan-

dra adds, “You're going to flash [your board] to the group.” The students hold up
their papers.

Cassandra reads the papers that students are holding up and says, “l see persis-
tence. Did you all get persistence? Was that right?” The group of students nod yes
and sit down. The students use their napkins to erase their plastic protectors.

(continues)
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The next group of students reads their story. Cassandra summarizes: “They want
to play basketball but there is no basketball, but there are jump ropes. What should
you not do?” A student says, “Don‘t grab the pall.” Cassandra then asks, “What
should you do?” Another student responds, “You should play jump rope, since $0
many jump ropes, it's fine.” Cassandra then asks, “Which of these is their story?”
some students hold up flexibility, and others hold up resilience.

Cassandra asks a student why she selected resilience. The student responds, but
too quietly to hear. Cassandra says, "1 could see how it could be resilience,” and
adds, “The thing they wanted to do, they couldn't, so they were flexible . . . but
sometimes more than one word fits.”

The process repeats itself with the rest of the groups. One group reads a story
and does a skit about empathy in which a student is sad that his dog is sick. Cassan-
dra asks, “What should you not do? Would you faugh? What would you do?"” A stu-
“Say, ‘Sorry your dog is sick.”” Cassandra acknowledges the student’s

dent responds,
“Maybe they could write a get-well card. Which word?” Students

response and says,
hold up empathy.

Another group does a skit on persistence, in which a student is doing an art proj-
ect, but cutting and folding the paper the wrong way. Some students believe it is an
example of resilience. Cassandra acknowledges both answers and then explains the
difference between resilience and persistence. The final group reads a story about
trying new food in the cafeteria. Cassandra asks, “What shoutd you not do?” Astu-
dent says, “Throw it on the floor.” Cassandra follows up, mphat should you do?”

Another studert responds, “Eat it. It might not be too bad.” Students then write
optimism ofn their board.

At this point, the clas
summary from Monica, the master teacher, the bell nngs.

s has gone over all five #constellations,” and after a quick

-

that students will learn the content deeply. The development of the unit

flective essay that candidates write regarding what they learned

and the 1€
in planning the unit serve as performance assessments for the MAT sum-

mer courses.
Cassandra linked her decision to teach a growth mind-set lesson

in her own classroom to the Trinity summer session, Lamar Flementary
School’s focus, and Trinity’s emphasis on applying coursework in clinical

experiences:

So, we started talking about growth mind-set over the summer. And
students. Lamar also re-

how our own mind-sets can influence our

ally embraces growth mind-set, the five constellations, as we've

called them. We started introducing these to our students last semes-
ter. We've been doing read-alouds all throughout

the year. | think it's
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entary, also
Lotraine, another Trinity candidate placed at LamarhElczmOSSiblye o
' s
incorporated the five facets of growth mmd-sets. as rnulcl a li)cemem o
her daily lessons. Over the extended period of time In ”(’;rhp o da,y o
1d us that she had seen students internalizing them. e e .
t/fr)ere sitting on the carpet and one student was upset' thatt aéleoﬂeXiblel e
.+i00 in his spot. He said, ‘'m going to
student was sitting in his sp ‘ e o
gart\:ld " She gave another example: “We had a scuffle comlllngcgued hom
rnrflsic éhe other day. [A student] said, ‘T'm really m:ldtthst’ Ss gz o make
i imisti think that she
! to be optimistic and
crybaby, but I'm going
a better choice later.”

ING
PERSONALIZING INSTRUCTION BY UNDERSTAND
AND ATTENDING TO DIVERSE NEEDS

As the teaching candidates highlighted in this chapter 1iluustt$;eléi§§v:§§

i how students can learn specific content, as we as ! kr;OWL
Con'SIderedd cial-emotional skills, it is equally important to bring
Somngf, 'and'vsi(()iual students to the planning process. All of the prf)gra(rlns V\;e
i?f(;ei:dlssela variety of strategies to help candidates learn to think deeply
about student needs.

e man S::;ci is the child case study. As we described in chap-
o s ana 4, cas tugy assignments are used in multiple classes, and often
e e o S'cun}il‘ty to develop a lesson that is tailored to the needs
e t'he 01]? p(;)ernt Bank Street candidates do both in a 1iter2'1cy class, ats1
N aSISJ’P}EIE{C’:ﬁCCa;(;date.s' Cle;sses for teaching English learners. 'Thls aé)i)trlce)aco_
dici/es teacher candidates a chance to experiment with thelskﬂ(i:1 arrrll 1 é)al_
%ential methods that a teacher might deployatr(t)i Cr?lil:res:u ;:l o eusing
o on atct(lzflsesrlllt)li’azrclfgagtﬁlgrga(fz(t)ircz fheir process for differentiatir}g
?ﬁ:ghi,r(l)sr’:rirclti;n—son’lething they eventually will do for all students 1n
thelr’l"izzzr(::)oqri.riences help teachers learn to observe studentslclosrczz; :(s)
they study aspects of learning and develop their own cgtr;:; 1pnleoOf o
d how to teach different students well. A go.o e
undemtail are developed is Bank Street’s Observation and Reco N
o Sl<<11esscribed in chapter 3, which helps students “learn to. use a Vsarzenyi
oo tional approaches and recording techniques as b.a51c asses! i
fcf)(;)llsjsteo“ifzclroease tfleir understanding of and skill in planning for chi
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who are developing normally, as well as children with disabilities and spe-
cial needs.”” This course helps teacher candidates differentiate between
subjective and objective observations of children and their development,
and thus to recognize and better distinguish implicit bias from meaning-
ful, actionable observations. Strengthening observational skills further pro-
vides educators with important evidence for building practice tailored to
students’ observed strengths, interests, and needs.
Much like assignments in other programs’ courses on development,
a foundational assignment in the Observation and Recording course re-
quires teacher candidates to observe one child throughout the duration of

the semester-long course. For the final project, candidates complete a paper
that outlines:

+ their methods for observing and recording

+ a multifaceted description of the child (e.g., age, size, race, disabilities,
abilities, family, school history)

+ a description of the child’s neighborhood, school, and classroom

* asummary of themes the candidate noticed about the child and why
these themes are relevant

* an annotated list of the candidate’s field notes, broken down by the
themes the candidate noticed while observing the child throughout
the semester

* an essay that connects the description of the child with the themes,
and answers the following questions:
+ How does the child’s behavior in each of the themes fit together
to make him/her a unique individual and a complex person?

+ How do temperament, background, and any other personal quali-
ties play a role in what you see?

* What are the child’s strengths? Vulnerabilities?

+ Is there any information that might be useful for the child’s par-
ents or next year’s teacher to have?

+ recommendations for ways that teachers could best support the student
* a self-evaluation reflecting on the following questions:

+ Have your ideas and feeling about the child and your relationship
with him/her changed during the study?

+ What did you learn about other children in this class, or about
the group as a whole, as a result of your study?

+ Did you find anything about a hidden curricular aspect of
the classroom (e.g., unplanned influences from the physical
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students to get to a deeper understanding of children: “What we do is when
someone brings up a question or problem, I tell them don’t just go in with
solutions. Explore. Ask more. What happened before? What happened af-
ter? How did you feel? Explore more before jumping in because you have
a better idea. And when you have a better idea, you're better able to think
about things.”

As the instructor and Bank Street more generally continuously stress,
questions are more important than answers, especially when exploring
child and adult development to inform teaching and learning. This inquiry
approach empowers teachers to adapt their instruction to meet students’
needs. For example, the instructor explained how “a few of my students
were having problems leading book groups. The kids were acting out. And
not one of them blamed the kids. Not one of them.” Instead, the teacher
candidates asked, ‘What did I do, what could I have done, what was going
on’—that’s the discussion we had.”

This kind of case study is also a major assignment in each of the other
programs. In the STEP Adolescent Development course taken by SFTR res-
idents, the study includes not only a cumulative assignment (the creation
of the case study itself), but also weekly observation logs that residents are
required to complete and submit. Candidates are asked to choose a focus
student who is puzzling to them: a child who is different from the type
of student they were in school or who seems enigmatic in some way and
from whom they might learn. Once they have chosen a focus student,
they spend the rest of the quarter interviewing and observing that child
in and outside of classrooms, as well as meeting and talking with parents
or a guardian in a home visit and looking at the student’s schoolwork
and record.

Part of this process is learning to engage in nonjudgmental observa-
tion that does not label students’ behaviors, but carefully examines them
for clues to what may be going on with the child. These clues then raise
questions for the teacher to pursue, rather than immediate decisions about
how to treat the student. Another key goal of the assignment is for the
teacher to see the world, including teaching, through the students’ eyes.

A critically important element of the case is for teachers to shadow their
student through a full day of school. This often proves a powerful experi-
ence as teachers realize how exhausting and stressful high school can be;
how some teachers engage students and others do not; how their student
may not be spoken to by any adult throughout the entire day, or may have
relationships with peers that can provoke anxiety or reassurance. This
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Understanding what a child brings to the table allows the teacher not
only to identify needs, but also to build upon strengths. Asked how she
would describe her teacher, a young child diagnosed with behavioral chal-
lenges responded about her Alverno student teacher, “My teacher makes
me feel calm . . . She treats me like I'm smart.” The young child’s response
reflects how the teacher was able to use developmental and learning theo-
ries to identify students’ assets and needs, and then apply her pedagogical
knowledge to help ensure all students are supported and thrive.
The superintendent of a Wisconsin district described how Alverno-
prepared teachers in her district excel at engaging in developmentally ap-

propriate teaching and differentiating instruction in their classrooms to
meet the needs of all learners:

The expectation is that [Alverno teacher candidates] are in class-
rooms early on and it's not a one-size-fits all kind of thing, like all
kids have to learn reading this way. That’s not the expectation. .

It’s not just, “You're going to hear a lecture, and then you're going
to do a worksheet. And then we're going to be done. And when you
come back tomorrow we're going to redo that worksheet and talk
a little more, and you're going to get a new worksheet.” That's not
what we see from Alverno graduates. But you do sometimes see that

from other graduates who aren’t ready to deal with the level of diver-
sity in our district.

This range of pedagogical strategies is evident in classrooms of Alverno
teacher candidates. It is not unusual to see students working collabora-
tively in small groups, engaged in a project with real-world implications,
while the teacher candidate moves from group to group to provide support
and push students’ learning through pointed questions. To address individ-

ual learning needs, the teacher candidates engage in a range of activities,

including grouping students based on their interests, allowing students to
work on computers or tablets rather than using paper and pencil, and giv-
ing students opportunities to show what they were learning through a vari-
ety of channels, including presentation, visuals, and writing.

This same range of practices was obvious in Ted’s Bank Street partner
classroom where Jarod was learning to teach—helping students learn in
the ways that were most supportive for them. This included figuring out
what to do when students struggled to learn. Jarod noted that “encoun-
tering those students for whom your plan does not work forces you to
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programs, recreation centers, or social service agencies. A CU Denver alum,
now working as an elementary school behavior interventionist, reflected
on what she’d learned in such a field experience, which was part of the

program’s coursework on cultural diversity and understanding students in
urban contexts:

I see our job as special agents who go into the trenches and try and
figure out all of the information possible—try and support students
and the families, and we can’t do that unless we know, and I mean,
genuinely know the whole child—tapping into the whole family, the
community, the culture . . . knowing what it’s like to walk home in the
neighborhood, what kind of music is blaring in the windows . . .it’s
only then that you can curate and differentiate your interventions
and support.

At High Tech High, the process of learning about students and their
lives is facilitated by the fact that, in their work in the schools, they serve
as student advisors as well as teachers. Advisors are assigned to a group of
fifteen to twenty students who remain together for multiple years: for ex-
ample, one advisor keeps an advisory group for grades 6-8; another takes
the group in grades 9-12. Advisors keep track of how students are doing so-
cially, emotionally, and academically; they are the liaison for other teach-
ers and for the family; and they serve as advocates, guides, and supports
for the students. The regular advisory class they lead is a place where stu-
dents can share their experiences, learn coping strategies, and receive help
in everything from homework and projects to college applications. These
relationships are beneficial in getting to know students and linking their

life beyond school to their experiences in school. As one HTH leader noted,
“It’s incredibly helpful for making a connection with a family and having
empathy or understanding with where the kids are coming from.”

These kinds of advising relationships, which create a stronger knowl-
edge base about students and their development in family and community
contexts, are also present in partnership schools that work with other pro-
grams, including SFTR and Trinity.

Another practice that helps HTH intern teachers further their under-
standing of the student and families that they serve are home visits and
Family Collaborative Nights. Abbreviated as FCN, Family Collaborative
Nights are evening events where teachers meet with families to discuss ad-
ditional supports for students. While teachers in the secondary schools are
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ary school where he works. The teachers got toget.her v;l e e
partners for the next school year and looked at their studen o (;ut o
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authentic. He went on to describe how two of the ninth-grade teachers vis-
ited one student’s neighborhood, a community with many refugees.

Here’s the address where the student lives, and a block away this big
apartment with all these people hanging out . . . so they went and
talked to the men, just about who they are, and what they aspire to,
if they had kids, and were they in school, what they hope for them.
And they figured out, wow, they want to do a project next year, docu-
menting their stories. Having kids go out there and document these

stories . . . to best meet the needs of kids from these communities that
we're serving least well.

THE “HIDDEN CURRICULUM": TEACHER EDUCATION THAT IS
PERSONALIZED AND DEVELOPMENTALLY GROUNDED

As is true of all of the principles of learning to teach, faculty in these pro-
grams teach and treat the teacher candidates in the same way they want
those candidates to teach and treat their students—what Bank Street’s Bar-
bara Biber called the “hidden curriculum,” which is, in fact, not so hidden.
All of the programs take a developmental frame with their adult students,
planning for their learning along a trajectory that anticipates the initial
perspectives of a novice and supports their growth toward the more sophis-
ticated set of understandings and skills possessed by a well-prepared emerg-
ing professional.

This process is enacted through the advising systems the programs
construct—the small supervisory groups (usually four to eight candidates)
that debrief and problem-solve with each other and their university super-
visor weekly. The developmental perspective is also visible in the ways in
which faculty attend to candidates’ evolution and needs as teachers and as
people, and the learning-oriented assessment systems the programs use to
support candidate development on explicitly taught knowledge and skills.

For example, Bank Street’s approach emphasizes teaching for under-
standing, respecting and building on learners’ interests and experiences,
looking at individual learners with care and attentiveness, and creating
community. Each of these ideals is as carefully represented in the way
teacher education faculty nurture their students as it is in the formal teach-
ing curriculum that faculty seek to transmit. Advisors, who teach courses
as well as meet with teacher candidates individually and in groups every
week, know them as intimately as the candidates hope someday to know
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ents. The faculty model the student-centered instructional
a practice that also

advising, and rela-

their future stud
practice that they hope to0 instill in teacher candidates,
helps faculty learn how to customize their instruction,
tionships to best serve each of their teacher candidates. As one Bank Street

instructor explained,

My main goal when I first meet my students is to establish a relation-
ship with my students and get to know who they are as individuals,
and to learn about them, to support them. Not to tell them they are
doing it right or wrong . . - There is that parallel process with chil-
dren—we tell the students the first thing you do is observe kids and
recognize and identify their strengths because that's how you work

with a child.

Through this “hidden curriculum,” the prospective teachers see their oWn
development as being nurtured and their interests and passions as being
respected and extended—learning intuitively how to create these same re-
lationships with their students.

Observing expert teachers who illustrate a developmental approach—
poth in K-12 classrooms and in the teacher education program itself—is
a key part of the learning process. FOr example, Alverno candidates learn
how to create «developmentally appropriate learning environments” and
to “facilitate positive social interaction, active engagement in learning,
and self-motivation” in part by observing exemplary teachers in their field
placement and in partby experiencing it in their own classrooms. One prin-
cipal noted that “understanding the whole child” and “integrating charac-
ter into the curriculum” were strengths of Alverno-prepared teachers.”?

Candidates examine their own experiences in a highly suppottive, per-
sonalized setting as they consider how to create those same kinds of expe-
riences for their students. Alverno’s small classes allow faculty to develop
rich, caring relationships with their students, which supports their social
and emotional development. Faculty learn about cach candidate’s inter-

ests, goals, and family situations, which helps them determine how they
can best support each of their students in becoming an effective teacher.
Alverno faculty’s modeling of social and emotional values illustrates
for candidates how this awareness can support students’ growth and give
them the foundation students need to be able to engage in deeper con-
tent, such as critical thinking and problem solving. For example, many
current students and alumni said that using performance assessments t0
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