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To Judy and Kathy,
teachers who have changed many lives.



preface

Our core goal in writing Educational Psychology: Windows on Classrooms has always been to
prepare teachers to be able to use educational psychology in their teaching—to bring
educational psychology into classrooms and into the work teachers and students do together
every day. Application, application, application are three of the most important words that can
be used to describe our book. Its subtitle—Windows on Classrooms—reflects how we attempt
to accomplish our goal of bringing the theory and research of educational psychology into the
practice of teaching. Every topic in our book is presented in the context of classrooms; we
immerse educational psychology in the P—12 world of teaching and learning. This is why each
chapter begins with a real story from a real classroom; this is why we carry and elaborate on
that story throughout the chapter; and this is why we provide elementary, middle school, and
secondary examples with the wealth of teaching guidelines found in features such as Theory to
Practice and Classroom Connections. This is the driving force behind everything you will find
in our book.

We have spent and continue to spend a great many hours in P—12 classrooms, and we know
that a deep understanding of educational psychology and an ability to apply it in practice are
fundamental to being a great teacher. We believe that Educational Psychology: Windows on
Classrooms can help provide you with this practicable knowledge and that this knowledge will
serve you and your students for years to come.

New to This Edition

Expanded Coverage of Theory and Research

Theory and application exist in a synergistic relationship; theory informs practice, and appli-
cation demonstrates how theory is applied in classrooms. In our ongoing effort to provide
readers with a firm conceptual foundation, we have significantly expanded our coverage of
theory—placing the book on the cutting edge of theory and research—while retaining our
focus on application. Topics that receive increased coverage in this new edition include:

+ Recent brain research including a discussion of the cerebral cortex and its role in
thinking, problem solving, and language

+ Urie Bronfenbrenner’s bioecological theory of development

+ The social processes involved in the construction of knowledge

+ Current theories of cognitive development including socio-cultural and neo-
Piagetian approaches

+ The implications of student diversity for our understanding of topics such as
development, learning, and motivation

+ Assessment for learning, including informal and formal assessment, and issues
involved with assessing English language learners and members of cultural
minorities

+ The latest perspectives on memory and their implications for teaching and learning

+ Qualitative research and the controversies surrounding scientifically based research
in education



Features New to This Edition
We have also added several new features to this edition:

+ Theory to Practice: Applying theories of learning, development, and motivation in

the classroom can be challenging. In addition to the numerous existing applications
in the book, we have added a feature called Theory to Practice. This feature offers an
extended example of a teacher putting educational psychology theory and research
into practice. The Theory to Practice feature appears in every chapter and illustrates
how teachers can use educational psychology to help students learn and develop.
Exploring Diversity: Student diversity in the United States is rapidly increasing. We
have expanded our coverage of diversity throughout the book. A new feature in every
chapter, Exploring Diversity, shows how diversity influences learning and teaching
and how teachers can capitalize on student diversity to increase learning for all
students.

Developmentally Appropriate Practice: Children in elementary, middle, and high
schools think differently and have different social and emotional needs. To help
teachers address this diversity, a Developmentally Appropriate Practice feature in each
chapter provides guidelines for adapting the application of chapter content to the
appropriate developmental level of students.

MyEducationLab: A new online learning tool, MyEducationLab, offers quizzes to
test mastery of chapter objectives: Review, Practice, and Enrichment exercises to
deepen understanding, Activities and Applications to foster application of chapter
concepts, and Building Teaching Skills and Dispositions exercises to provide
interactive practice applying the core principles and concepts of educational psy-
chology. The video clips of real children and classrooms formerly available on the
DVD set accompanying the textbook are now located on MyEducationLab.



the most applied educational

psychology book in the field

As the most applied text in the field, the book aims to increase learning for all students by
capturing the realities of learning and teaching with written and video case studies and a
number of features that provide concrete examples of P—12 teachers using educational
psychology in their classrooms.

Authentic Case Studies. Each chapter begins with a brief case study
that provides a concrete illustration of the application of educational
psychology. The case is weaved through the chapter to provide repeated

To see how Karen responds to this problem, lets sit in on another conversation she has

with Ken e Tosday follwin thee Py discusion. connections between the case and the chapter content. For an example,
“What's that for?” Ken asks, sceing Karen walking into the teachers’ lounge with a . . .
R v check out the case of eighth grade science teacher, Karen Johnson, in
iy wamtedt0do v s s ool 1 bt ot e e ke Chapter 2 on pages 29, 36, and 42.

end, and decided to try something different, even if it seemed sort of elementary.

“See,” she goes on, compressing the cotton in the cup. “Now the cotton is more
dense. And now it's less dense,” she points out, releasing the cotton.

“Then, I made some different-sized blocks out of the same type of wood. Some
of the kids believed the density of the big block was greater. But then we weighed the
block thei s,and computed their densities, and the kids saw they
were the same. They gndua]ly began to understand that size is only one factor influ-
encing density.

“This morning” she continues with increasing animation, “I had them put
equal volumes of water and vegetable oil on our balances, and when the balance
non the mass was

Classroom Connections at the Elementary, Middle School,
and High School Levels. These boxed features in each chapter offer

2 - oy i Theory
strategies for applying content to specific learning and teaching situa- in Your Classroom
1 i i i iz |||m
tions. Each strategy is illustrated with a classroom example, derived from Lﬂ'l,?&:ﬁ.‘l&“l!&‘ﬁ;@%ﬁ?&.ﬁ?é?“&%&“ e e e
. . . . with your students” worker to come in to talk about possible resources in their stu-
+ Elementary: A third-grade teacher makes an effort at the be- dents’ meso- and exosystems.
our experiences working in classrooms at the elementary,. mlqdle, and B e i o e e e
high school levels. For examples see the Classroom Connections in Chap- e e e e 17

observes how parents interact with their children and uses mus schooling.

ter 3 on pages 66, 74, 78, and 88. TEe

Applying Vygotsky’s Theory in Your Classroom

As with Piaget's work, Vygotsky's theory had important implications for your teaching. The following Theory to Practice_ The Theory to Practice feature offers Speciﬁc

guidelines can help you apply his ideas in your classroom.

1. Embed learning activities in culturally authentic contexts. : : . : :
e e guidelines for applying the theories and research covered in the book
developing understanding.
3. Create learning activities that are in learners' zones of proximal development. . : .
3 o e st o with students. The feature includes case studies taken from classroom
Jeff Malone, h Works with s students. . . . . . . .
T T S T T e A o tomis practice that illustrate the guidelines being applied in classroom set-
iPod. Techworld advertises “The lowest prices in town”; Complete Comput- dle school students, so Jeff’s problem was culturally authentic.
ers says, “Take an additional 15% off our already low prices.” Following the second guideline, his students were involved in so- .
Jeff then asks, “50, where would you buy your IPoc?” clal interactions, and they used language to explain their developing tings. FOr exam leS see pages 21,42,72,220, 256 and 312.
> > b b b
‘When the students disagree, Jeff asks, “How can we find out?" understanding. Jeff then applied the third guideline by conducting his.
‘After additional discussion, the students decide they need to find the  learning activity within each student's zone of proximal development.
pnce w\m the 15% discount. To illustrate this idea, let's look again at his work with Sandra, Javier,
ff reviews decimals and percentages and then puts students into and Stewart, each of whom was at a different developmental level.
gwups of three and gives them two prubiems Here is the first one: sandra could solve the problem without assistance, so Jeff asked her

0 explain her solution, which is a more advanced task. The task was
within Javier's zone of proximal development, because he was able to
;:fn‘;g Zfe’ems‘;;f,"“‘s iher o sal. What percet of the video Solve the problems with Jeff's help. But, Stewart's zone was below the

i task, so Jeff had to adapt his Instruction to find the zone for him. Stew-

AS e moves around the room, he watches the progress of one  art idn't ntially know how to attack the problem, but he was able to
group—Sandra, Javier, and Stewart. Sandra zips through the problems. find the fraction of the gerbils that had been sold to the pet store. By
avier knows hat a faction is neeged, buthe struggles to compute the dec-___asking Stewart tg identify the fraction, Jeff adapted his Instruction o




clearly identifying and reinforcing

key ideas in every chapter

This text is designed to increase students’ learning with a Guided Learning System that matches
learning objectives to the chapter outline, reinforces main ideas with Check Your Understanding
questions at the end of every section, and organizes each chapter’s summary around the
learning objectives.

Clear Alignment of Learning Objectives and the Chap-

: . . g . . . chapter learning
ter Outline. Like the previous edition, the eighth edition begins outline objectives
every chapter with learning objectives and links the specific learn- CoBTiive Perspectives on Leaming. e o
. . . . . . . be able to:
ing objectives to each of the major headings in the chapters. By o R
aligning the learning objectives and the chapter outline, the key : Sersory ey frneles o cognive ering
ideas are clearly identified and highlighted to help students maxi- © Developmental Diferencesin th Memory stoes 7 Usethe charactrsice of e

. . . . memory model to explain
mize their learning. See pages 195, 225, and 253 for examples. =S I st nand u e
: pacpton B
« Forgetting processes in the human
= Developmental Differences in Cognitive Processes memory model and identify
m Exploring Diversity: The Impact of Diversity on Cognition :gﬁ\\;i‘a:sons in classroom
Metacognition: Knowledge and Control of Cognitive Processes 4. Define metacognition, and
. i in it explain how it can influence
® Developmentally Appropriate Practice: Applying the Model of Memory learning.
slgrent

— T N~ T T T — ] . . .
Al Check Your Understanding. Check Your Understanding questions
understanding at the end of every major section are aligned with learning objectives
1.1 Describe the principles of cognitive learning theories. . . . .
1.2 You and a friend are trying to install a sound card in your computer, but you're a and re]nforce the essent]al ldeas Of that section. These CheCk Your
little uncertain about how to do it. You open the computer, look inside, and as you . . . .. .
.Gt W s o e Seo Pt e e e 1 @ Understanding questions put students in cognitively active roles and
learning is best illustrated by this example? . . .
1 Elan how 8 vl of contve s thr et 1 th ol of provide formative feedback to help students deepen their under-
standing of chapter content. Check out the Check Your Understanding
To receive feedback for these questions, g0 to Appendix A.
questions in Chapter 7 on pages 198, 206, 217, and 220 for examples.

—T T T T T T T T T T T T
Feedback for all the Check Your Understanding questions is provided

in Appendix A.

Meeting Your Learning Objectives. The end-of-chapter Meeting _M [
ng Your Learning Objectives

Your Learning Objectives review section restates the learning objectives

1. Describe and explain the principles of cognitive learning 3. Describe the cognitive processes in the human memory

and provides a bulleted summary of the most important topics discussed D e o s et B G 6 B

. .. . i learnersexperi memory to working memory. Attention is the process of

in each chapter. Organizing the chapter summary around specific learn- e Ay e e i

ing objectives, reminds students of the key ideas presented in the chapter et e et e SN 5 e et e e e
. . . . + The human memory model is the cognitive archi can move i ion into long-term memory.

and reinforces the most important information. For examples, see pages Cemond o an s © e

knowledge is constructed and where prior knowledge is resented both visually and verbally than if it is represented

221, 248, and 279. » smrcdu:h'lneedu;foc:newknowledgfmnstmcﬁon.s inon.{vonewav. ’ ' s

+ Retrieval is the process of pulling information from long-

2. Use the characteristics of the memory stores in the human
memory model i inand out of the cl
+ Sensory memory is the store that briefly holds stimuli
from the environment until individuals can process the
stimuli. Working memory is the conscious part of our in-

term memory back into working memory for problem
solving or further processing.

+ Students’ use of the cognitive processes improve as they
develop. Older learners can better focus their attention

formation processing system, and its most significant fea- ::go o
ture s its limited capacity. Long-term memory is the e
permanent information store, and it is where individuals 4. Define metacognition, and explain how it can influence
store declarative, procedural, and conditional knowledge. learning.
- When students struggle with complex tasks, such as writ- + Metacognition is individuals' knowledge of, and control
ing or solving problems, the cause is often lack of prior over, their cognitive processes.
knowledge stored in long-term memory or skills that - Metacognition influences learning by making learners
haven’t been developed to automaticity. aware of the way they study and learn and by enabling
- Development influences the memory stores. Older stu- Learners to develop strategies to increase learning.
dents can more effectively accommodate the limitations - Metacognition is developmental, with young children be-
of working memory and better capitalize on their expe- ing less aware of their study strategies than their older
riences to represent information in long-term memory. counterparts.

\/\/\/\/\/\/\/\/



preparing you to teach all students

Expanded content reflecting issues of student diversity has been added, including the implica-
tions of student diversity for understanding topics such as development, learning, and motiva-
tion as well as increased information on assessing English Language Learners.

Exploring Diversity. A new feature in every chapter, Exploring
Diversity, shows how diversity influences learning and teaching.
This feature illustrates how teachers can capitalize on student di-

&« versity to increase learning for all students. For examples, see pages
73,274, and 420.

diversity
Ethnic Identity and Pride

Maria Robles squeezes her mother's hand as they enter her new school.
Her mother can tell she s nervous as she anxiously eyes the bigger boys
and girls walking down the hallway.
‘As they enter a kindergarten classroom, Carmen Avill, her teacher,
comes to greet them.
“Hola. ¢COmo te llamas, nifia?” (Hello. What is your name, ltte one?)
Maria, hiding behind her mother is til uneasy but feels some relef.
“Dile tu nombre” (Tell her your name), her mother prompts, saueezing.
her hand and smiing,
*.__ Maria," she offers hesitantly.
Her mother adds quicky, “Maria Robles. Yo soy su madre.” | am her
mother)
Carmen looks on her s, finds Maria’s name, and checks it off. Then
i inSpanish, i otherboys
fher

and gir in
friends who are playing with toys in a corner of the room.
“Maria, ven aqui y juega con nosotros” (Mariz, come here and play.

with us)

Maria hesitates for a moment, looks up at her mother and then funS  esteerm by actively ing and valuing
over to join her friends. strengths different students bring to school.
Ethnicity and Self-Esteem

‘We all wonder about our self-worth. Will others like us? Are we perceived

a5 Smart o aactie? AS you Saw i th lat secion, experences with tural minorities experience hardships linked to poverty, crime, and drug,

use (Dwyer & Osher, 2000). In addition, schools unresponsive
1o the n igrity childreg rd the of self-

o

Developmentally Appropriate Practice. New to this edition,
the Developmentally Appropriate Practice feature helps teachers ac-
commodate developmental differences in their students and pro- =)
vides suggestions for adapting the application of key chapter

Applying Constructivist Learning Theory
with Different-Aged Learners

Although i y appli allages, anumber of differ-
ences exist. The following sections 188 for responding to

‘Young children tend to center, i e.focus on the most perceptually obvious aspects of objects and events, and
Working with they tend to be quite literal in their thinking, which can lead to the construction of many misconceptions. For

content to the developmental levels of their students. For examples, Eemeniry | S e et s e
Students ‘s a resul, explanations presented in the abstract are almost useless with these children. When work-

ing with young children, high-quality examples are even more important than they are with older learners. In
addition, interactive classroom instruction allows teachers both to investigate the ideas students currently
hold and to assist them as they construct new ones.

see pages 55, 89, and 219.

y N ofthe tendency to but often, in the process
Working with of knowiedge construction, they fail to recognize relationships among objects and events. For instance, in-
Middle School ~ stead of recognizing that rectangles and squares are subsets of they see the figures as dif-

ferent categories.
To accommadate these tendencies, cognitive apprenticeships that include opportunities to think and
talk about new ideas are effective. For instance, teachers should carefully scaffold students’ efforts, and stu-
3 ip work is essential for maximizing learning.
h

Students

lem solving. It
cialinteraction into their instruction. Experts caution, however, that teachers should carefuly structure and
monitor that learning is , et al, 2006; Ding, L, Piccolo, & Kulm, 2007).




MyEducationLab

PEARSON s

MyEducationLab j

Where the Classroom Comes to Life k

Teacher educators who are developing pedagogies for the analysis of teaching and
learning contend that analyzing teaching artifacts has three advantages: it enables new
teachers time for reflection while still using the real materials of practice; it provides
new teachers with experience thinking about and approaching the complexity of the
classroom; and in some cases, it can help new teachers and teacher educators develop
a shared understanding and common language about teaching. .. .'

As Linda Darling-Hammond and her colleagues point out, grounding teacher education in real
classrooms—among real teachers and students and among actual examples of students” and
teachers’ work—is an important, and perhaps even an essential, part of training teachers for
the complexities of teaching today’s students in today’s classrooms. We have created a Website
that provides you and your students with the context of real classrooms and artifacts that
research on teacher education tells us is so important. Through authentic in-class video
footage, interactive skill-building exercises, and more, MyEducationLab offers you and your
students a uniquely valuable teacher education tool.

MyEducationLab is easy to use! Wherever the MyEducationLab logo appears in the mar- \)
gins or elsewhere in the text, you and your students can follow the simple link instructions to
access the MyEducationLab resource that corresponds with the chapter content.

To examine different teacher’s
attempts to attract their stu-
k dents’ attention, go to the

MyEducationLab resources include: Activities and Applications section in
. . . . . Chapter 7 of MyEducationLab at www.
+ Video: Videos formerly available on the DVD set accompanying the seventh edition myeducationlab.com, and watch the
are now available on MyEducationLab. These clips allow students to analyze video episode Applying Information Processing:
relating to concepts and principles described in the text. Viewing videos and dis- Attracting Students’ Attention. Answer the

cussing and analyzing them not only deepen understanding of concepts presented in questions following the episode.

the book, but also build skills in observing and analyzing children and classrooms.

+ Individualized Study Plan: Your students have the opportunity to take a quiz to test
their mastery of chapter objectives. Detailed feedback is presented to explain why
answers are correct or incorrect. Results automatically generate a personalized study
plan, identifying areas of the chapter that need to be reread to fully understand
chapter concepts. Students are also presented with Review, Practice, Enrichment
exercises to help ensure learning and to deepen understanding of chapter concepts.

+ Activities and Applications: These activities, designed to be assigned by instructors
or used by students on their own, help students apply what they have learned in each
chapter by analyzing real classrooms through video clips, artifacts, and case studies.
Feedback for these exercises is available only to instructors.

+ Building Teaching Skills and Dispositions: These assignments help students prac-
tice and strengthen skills that are essential to quality teaching. Students are given
practice applying a specific skill and are scaffolded through several opportunities to
practice the skill. The final task tests the mastery of the skill. Feedback for the final
task is available only to instructors.

MyEducationLab is easy to assign. Visit www.myeducationlab.com for a demonstration of this
exciting new online teaching resource.

' Darling-Hammond, L., &Bransford, J., Eds.(2005). Preparing Teachers for a Changing World.
San Francisco: John Wiley & Sons.


www.myeducationlab.com
www.myeducationlab.com
www.myeducationlab.com

supplementary materials

The following supplements to the textbook are available for download on www.pearsonhighered.
com. Simply click on “Educators”; enter the author, title, or ISBN; and select this textbook. Click on
the “Resources” tab to view and download the available supplements detailed next.

Online Instructor’'s Manual

The Instructor’s Manual (ISBN 0-13-501670-3) includes chapter overviews and objectives, list-
ings of available PowerPoint” slides, presentation outlines, teaching suggestions for each chap-
ter, and questions for discussion and analysis including feedback.

Online Test Bank and Test Gen

The Test Bank (ISBN 0-13-501691-6) provides a comprehensive but flexible assessment pack-
age. The Test Bank for this edition has been completely reorganized to make it more accessible
and usable. To provide complete coverage of the content in each chapter, all multiple-choice
and essay items are grouped under the chapters’ main headings, and they are balanced between
knowledge/recall items and those that require analysis and application. The computerized test
bank software, TestGen (ISBN 0-13-501672-X), allows instructors to create and customize ex-
ams. TestGen is available in both Macintosh and PC/Windows versions.

Online PowerPoint Slides

The PowerPoint Slides (ISBN 0-13-501671-1) highlight key concepts and summarize text con-
tent. “Presentation Guides,” now included with the slides, contain detailed outlines of each ma-
jor section along with “Check Your Understanding” questions to stimulate discussion about
chapter content. These guides are designed to provide structure to instructor presentations and
give students an organized perspective on each chapter’s content.

Online Course Content Cartridges

Available for both BlackBoard (ISBN 0-13-501676-2) and WebCT (ISBN 0-13-501675-4), the
online course cartridges contain the content of the Test Bank available for use on either online
learning application.

MyEducationLab

MyEducationLab, the new online learning tool discussed earlier in this preface, is available at
www.myeducationlab.com.


www.pearsonhighered.com
www.pearsonhighered.com
www.myeducationlab.com

Computer Simulation Software

Simulations in Educational Psychology and Research, version 2.1 (ISBN 0-13-113717-4), fea-
tures five psychological/educational interactive experiments on a CD-ROM: (1) Piaget’s devel-
opmental stages, (2) misconceptions and the role of prior knowledge in learning, (3) schemas
and the construction of meaning, (4) Kohlberg’s stages of moral development, and (5) mental
models and assessment. Instructors should contact their local sales representative to order a
copy of these simulations.

The Video Package

An extensive video package is offered, including: Double-Column Addition: A Teacher Uses
Piaget’s Theory (ISBN 0-13-751413-1), Windows on Classrooms Video Case Studies (ISBN 0-02-
0-13-118642-6), Secondary Video Case Studies (ISBN 0-13-118641-8), and Video Workshop for
Educational Psychology: Student Learning Guide with CD-ROM, Second Edition (ISBN 0-205-
45834-3). Instructors should contact their local sales representative to order a copy of these
videos.

Xi
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The Use of Case Studies in Educational Psychology

“Demanding,” “challenging,” “exciting,” and “rewarding” are just a few of the many adjectives
used to describe teaching. Think about these descriptions as you read the following case study;,
and ask yourself how educational psychology might be related to both the descriptions of

“objecfives

After you have completed your
study of this chapter, you should
be able to:

1. Describe the characteristics of
professionalism, and identify
examples of these
characteristics in teachers’
actions.

2. Describe the different kinds of
knowledge professional
teachers possess, and identify
examples of professional
knowledge in teachers’ actions.

3. Describe different types of
research, and analyze
applications of these types.

4. Explain how using case studies
that place educational
psychology in real-world
contexts makes it meaningful.

» <« » <

teaching and the experiences of the teachers in the case study.

As Keith Jackson, in his first year as a math teacher at Lakeside Middle School, walks
into the work room, Jan Davis, a veteran who has become Keith’s confidant, asks, “Hi,
Keith. How’s it going?”

“My last period class is getting to me,” Keith replies. “The students are okay when
we stick to mechanics, but they simply can’t do word problems. . . . They just try to
memorize formulas.

“I have a good math background, and I was going to be so great when I got here. ...
I’'m not so sure any more. . . . I explain the stuff so carefully, but some of the kids just
sit with blank looks on their faces.

“Then, there’s Kelly. She disrupts everything I do. I gave her a referral, and I even
called her mother. . .. The only thing that seemed to work was taking her aside and ask-
ing her straight out why she was giving me such a hard time.”

“You're becoming a teacher,” Jan smiles. “There are few easy answers for what
we do. . .. But then, that’s what makes it so challenging, . . . and rewarding when
we succeed.

“Like working with Kelly. She might not have another adult she can talk to, and she
may simply need someone to care about her.
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“And, for the blank looks, I'm taking a class at the university. The instructor em-
phasizes involving the kids, and he keeps talking about research that says how impor-
tant it is to call on all the kids as equally as possible.

“So, here’s an example of what 'm trying to do more of now. We were reviewing

decimals and percents, so I brought in a 12-ounce soft drink can from a machine,
a 20-ounce bottle, and a 6-pack with price tags on them.

I put the kids into pairs and told them to figure out a way to determine
which one was the best buy. I helped them along, and we created a table, so we
could compare the groups’ answers. They’re beginning to see how math relates

to their lives. ... And, now that they’re all used to being called on, they really like
it. It’'s one of the most important things I do.
“When I think about it, I realize that I sometimes jump in too soon when they can
figure it out themselves, and at other times I let them stumble around too long and they
waste time. So, then I adapt for the next lesson.”

“T hate to admit this,” Keith says, “but some of my university courses suggested just
what you did. It was fun, but I didn’t think it was real teaching.”

“You couldn’t relate to it at the time. You didn’t have a class with live students who
‘didn’t get it.

“Hang in there,” Jan smiles. “Youre becoming what teaching needs—a pro.”

Welcome to educational psychology, the academic discipline that focuses on human teach-
ing and learning (Berliner, 2006). Let’s begin our study of this discipline by considering three
questions.

1. What does it mean to be a “professional”?

2. What characteristics did Jan and Keith demonstrate that suggested they are professionals?

3. How might educational psychology help you meet the demands and challenges of teach-
ing while also increasing the rewards and excitement?

We answer these and other questions about teaching and learning in this chapter. We begin
with a discussion of teacher professionalism and how educational psychology contributes
to it.

Educational Psychology and Becoming a Professional

Teacher professionalism and its impact on student learning are receiving increasing attention in
American education. Policy makers are raising the standards for teachers and are asking teach-
ers to become professionals who know and can do more (Bransford, Darling-Hammond, &
LePage, 2005; Darling-Hammond & Baratz-Snowdon, 2005).

Let’s see what professionalism means.

Characteristics of Professionalism

Definitions of professionalism vary, but most include the following characteristics (Inger-
soll, 2003):

+ A commitment to learners that includes a code of ethics

+ The ability to make decisions in complex and ill-defined contexts
+  Reflective practice

+ A body of specialized knowledge

These characteristics help answer our first question, “What does it mean to be a ‘profes-
sional’?” They are outlined in Figure 1.1 and discussed in the sections that follow.

Commitment to Learners
Keith and Jan both demonstrated professionalism in their commitment to their students. Keith
began their conversation by describing his concerns about both his last-period class and Kelly,
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e
Commitment to Learners ecision Making

Professionalism

Reflective Practice Professional Knowledge

Figure 1.1 characteristics of professionalism

who was giving him a hard time. Someone less professional might have abandoned word prob-
lems and written Kelly off as incorrigible, doing whatever it took to eliminate her distractions
and letting it go at that.

Jan was equally committed, and because of her experience, her comments were more so-
phisticated than Keith’s. For instance, she modified her instruction to increase student involve-
ment and motivation, and she attempted to grow professionally by studying and taking extra
courses.

Some authors describe commitment as professional caring. “A professional doesn’t view his
or her profession as just a job, but rather sees it as a calling that is all about caring for children”
(Kramer, 2003, p. 23).

Decision Making
Professionals also have the ability to make decisions in complex and ill-defined situations. As
Jan commented to Keith, “There are few easy answers for what we do. . . . But then, that’s what
makes it so challenging, . .. and rewarding when we succeed.”

In her lesson on decimals and percents, Jan made decisions about the following:

+ The learning objectives for her lesson

+ The strategy she would implement to help students reach the objectives

+ The examples she would use

+ The sequence of activities she would follow during the lesson

+  Which students she would call on and the order in which she would call on them

+ The specific questions she would ask

+ How she would respond to students after they answered or failed to answer a question

Teachers make a staggering number of decisions; some historical research suggests as
many as 800 per day (Jackson, 1968). And, no one helps them make the decisions; teachers are
essentially on their own. As they acquire knowledge and experience, however, they learn to
make these decisions routinely and efficiently (Berliner, 1994, 2000).

Reflective Practice

Every professional decision we make is designed to increase learning and learner development.
So the process of decision making centers on one simple question: “Did this decision increase
learning as much as possible?” If it did, it was a good decision; if it didn’t, we need to make
changes in the future.

The question, though simple, isn’t easy to answer, because teachers receive little feedback
about the effectiveness of their work. Administrators observe them a few times a year at most,
and teachers receive only vague and sketchy feedback from students and parents. In addition,
they get virtually no feedback from their colleagues, unless the school has a peer-coaching or
mentoring program. To improve, teachers must be able to answer the question by assessing
their own classroom performance.

The ability to conduct this self-assessment can be developed, but it requires a willingness
to critically examine our actions. This is the essence of a powerful idea called reflective
practice, the process of conducting a critical self-examination of one’s teaching (Clarke, 2006).

Reflective practice. The process of
conducting a critical self-examination of
one’'s teaching.
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Research suggests that reflective practice can help teachers become more sensitive to individ-
ual student differences (Berrill & Whalen, 2007) and can make them more aware of the impact
of their instruction on learning (Gimbel, 2008). For example, Jan’s comment, “When I think
about it, I realize that sometimes I jump in too soon ... and at other times I let them stumble
around too long. . .. So, then I adapt for the next lesson,” illustrates reflection and its influence
on her instruction.

Her ability to improve her practice through reflection depended on both her experience
and her professional knowledge (Helsing, 2007). Let’s look at this knowledge in more detail.

Professional Knowledge

Professionals make decisions in ill-defined situations and reflect on those decisions to improve
their teaching. But, a professional like Jan didn’t make and reflect on her decisions based on in-
tuition, whim, or emotion; they were grounded in a vast store of professional knowledge
(Hogan, Rabinowitz & Craven, 2003). For example, her decision to call on all her students
equally was based on research indicating that this practice increases student achievement. And,
her decision to use the containers of soft drinks as the framework for her lesson was grounded
in theory and research indicating that real-world applications increase both learning and mo-
tivation (Putnam & Borko, 2000). The fact that Keith was less knowledgeable helps explain
some of his difficulties. Making decisions based on knowledge and using that knowledge as a
basis for reflection is the core of professionalism.

The accumulation of richly structured and accessible bodies of knowledge allows indi-
viduals to engage in expert thinking and action. In studies of teaching, this understand-
ing of expertise has led researchers to devote increased attention to teachers’ knowledge
and its organization. (Borko & Putnam, 1996, p. 674)

This is the reason you’re studying educational psychology; it provides a professional knowl-
edge base that will help you make decisions that maximize student learning. It also helps an-
swer the third question we asked at the beginning of the chapter: “How might educational
psychology help you meet the demands and challenges of teaching while also increasing the
rewards and excitement?” The more knowledgeable you are, the better able you will be to meet
the demands and challenges of teaching, and the better able you will be to capitalize on its ex-
citement and rewards. We examine this knowledge base in more detail in the next section.

check your .
understanding

1.1 Describe and explain the characteristics of professionalism.

1.2 Identify three ways in which Keith demonstrated the characteristics of profession-
alism in his conversation with Jan.

1.3 Explain how Jan demonstrated each of the characteristics of professionalism in
her conversation with Keith.

1.4 Using the characteristics of professionalism as a basis, describe the primary dif-
ference between Keith's and Jan's level of professional behavior.

To receive feedback for these questions, go to Appendix A.

Professional Knowledge and Learning to Teach

In the previous section, we emphasized the importance of knowledge as an essential element
of professionalism. Now, we want to examine this knowledge in more detail.

To begin, complete the following Learning and Teaching Inventory, designed to provide a
brief introduction to the different kinds of knowledge needed to understand students, our-
selves, and the way learning occurs. Decide if each item is true or false.
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Learning and Teaching Inventory

1.

10.

The thinking of children in elementary schools tends to be limited to the concrete and tan-
gible, whereas the thinking of middle and high school students tends to be abstract.
Students generally understand how much they know about a topic.

Experts in the area of intelligence view knowledge of facts (e.g., “On what continent is
Brazil?”) as one indicator of intelligence.

Effective teaching is essentially a process of presenting information to students in succinct
and organized ways.

Preservice teachers who major in a content area, such as math, are much more successful
than nonmajors in providing clear examples of the ideas they teach.

To increase students’ motivation to learn, teachers should praise as much as possible.
Teachers who are the most successful at creating and maintaining orderly classrooms are
those who can quickly stop disruptions when they occur.

. Preservice teachers generally believe they will be more effective than teachers who are al-

ready in the field.

Teachers learn by teaching; in general, experience is the primary factor involved in learn-
ing to teach.

Testing detracts from learning, because students who are tested frequently develop nega-
tive attitudes and usually learn less than those who are tested less often.

Let’s see how you did. The answers for each item are outlined in the following paragraphs.

As you read the answers, remember that they describe students or other people in general, and
exceptions will exist.

1.

The thinking of children in elementary schools tends to be limited to the concrete and tangi-
ble, whereas the thinking of middle and high school students tends to be abstract.

False: Research indicates that middle school, high school, and even university students
think effectively in the abstract only when they have considerable experience and exper-
tise related to the topic they’re studying (P. Alexander, 2006; M. Cole, Cole, & Lightfoot,
2005). When you study the development of students’ thinking in Chapter 2, you'll see how
understanding this research can improve your teaching.

. Students generally understand how much they know about a topic.

False: Learners in general, and young children in particular, often cannot accurately assess
their own understanding (Hacker, Bol, Horgan, & Rakow, 2000; Schommer, 1994). Stu-
dents’ awareness of what they know and how they learn strongly influences understand-
ing, and cognitive learning theory helps us understand why. (You will study cognitive
learning theory in Chapters 7 to 9.)

Experts in the area of intelligence view knowledge of facts (e.g., “On what continent is
Brazil?”) as one indicator of intelligence.

True: The Wechsler Intelligence Scale for Children—Fourth Edition (Wechsler, 2003), the
most popular intelligence test in use today, has several items similar to this example. The-
ories of intelligence, which you will study in Chapter 5, examine issues and controversies
related to learner intelligence.

. Effective teaching is essentially a process of presenting information to students in succinct and

organized ways.

False: As we better understand learning, we find that simply explaining information to
students is often ineffective for promoting understanding (Bransford, Brown, & Cocking,
2000; R. Mayer, 2008). Learners construct their own knowledge based on what they already
know, and their emotions, beliefs, and expectations all influence the process (Bruning,
Schraw, Norby, & Ronning, 2004; Schunk, Pintrich, & Meese, 2008). (You will examine the
processes involved in constructing knowledge in Chapter 8.)

Preservice teachers who major in a content area, such as math, are much more successful than
nonmajors in providing clear examples of the ideas they teach.

False: One of the most pervasive misconceptions about teaching is the idea that knowl-
edge of subject matter is all that is necessary to teach effectively. In one study of teacher
candidates, math majors were no more capable than nonmajors of effectively illustrat-
ing and representing math concepts in ways that learners could understand (National
Center for Research on Teacher Learning, 1993). Knowledge of content is essential, but
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10.

understanding how to make that content meaningful to students requires an additional
kind of knowledge (Darling-Hammond & Baratz-Snowdon, 2005). (You will study ways
of making knowledge accessible to learners in Chapters 2, 6-9, and 13.)

To increase students’ motivation to learn, teachers should praise as much as possible.

False: Although appropriate use of praise is important, overuse detracts from its credibil-
ity. This is particularly true for older students who discount praise if they believe it is un-
warranted or invalid. Older students may also interpret praise given for easy tasks as
indicating that the teacher thinks they have low ability (Schunk, et al., 2008). Your study
of motivation in Chapters 10 and 11 will help you understand this and other factors influ-
encing students’ desire to learn.

Teachers who are the most successful at creating and maintaining orderly classrooms are those
who can quickly stop disruptions when they occur.

False: Research indicates that classroom management, one of the greatest concerns of be-
ginning teachers, is most effective when teachers prevent management problems from oc-
curring in the first place, instead of responding to problems when they occur (Brophy,
2006b; Emmer, Evertson, & Worsham, 2006; Evertson, Emmer, & Worsham, 2006). (You
will study classroom management in Chapter 12.)

Preservice teachers generally believe they will be more effective than teachers who are already
in the field.

True: Preservice teachers (like yourself) are often optimistic and idealistic. They believe
they’ll be effective with young people, and they generally believe they’ll be better than
teachers now in the field (Feiman-Nemser, 2001; Ingersoll & Smith, 2004). They are also
sometimes “shocked” when they begin work and face the challenge of teaching on their
own for the first time (Grant, 2006; S. Johnson & Birkeland, 2003). Keith’s comments in
the opening case study illustrate the experience of many beginning teachers: “I was going
to be so great when I got here. ... 'm not so sure anymore.” The more knowledge you have
about teaching, learning, and learners, the better prepared you'll be to cope with the real-
ities of your first job.

Teachers learn by teaching; in general, experience is the primary factor involved in learning to
teach.

False: Experience is essential in learning to teach, but it isn’t sufficient by itself (Darling-
Hammond & Bransford, 2005; Helsing, 2007). In some cases, experience results in repeat-
ing the same actions year after year, regardless of their effectiveness. Knowledge of
learners and learning, combined with experience, however, can lead to high levels of
teaching expertise.

Testing detracts from learning, because students who are tested frequently develop negative at-
titudes and usually learn less than those who are tested less often.

False: In comprehensive reviews of the literature on assessment, experts have found that
frequent, thorough assessment is one of the most powerful and positive influences on
learning (Bransford et al., 2000; Stiggins, 2007; Stiggins & Chappuis, 2006). (You will study
assessment and its role in learning in Chapters 14 and 15.)

The items you’ve just examined give a brief sampling of the different kinds of knowledge

teachers need to help students learn.

Let’s examine this knowledge in more detail. Research indicates that four different kinds

are essential for expert teaching:

Knowledge of content

Pedagogical content knowledge

General pedagogical knowledge

Knowledge of learners and learning (Darling-Hammond & Baratz-Snowdon, 2005;
Shulman, 1987)

Knowledge of Content

We can’t teach what we don’t understand. This self-evident statement has been well docu-
mented by research examining the relationships between what teachers know and how they
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teach (Bransford et al., 2005; Darling-Hammond & Baratz-Snowdon, 2005; Shulman, 1986).
To effectively teach about the American Revolutionary War, for example, a social studies
teacher must know not only basic facts about the war but also how the war relates to other
aspects of history, such as the French and Indian War, the colonies’ relationship with England
before the Revolution, and the unique characteristics of the colonies. The same is true for any
topic in other content area.

Pedagogical Content Knowledge

Pedagogical content knowledge is an understanding of how to represent topics in ways that
make them understandable to learners, as well as an understanding of what makes specific top-
ics easy or hard to learn (Darling-Hammond & Bransford, 2005; Shulman, 1986). In addition,
some experts suggest that understanding student motivation is also part of pedagogical con-
tent knowledge (Brophy, 2004; McCaughtry, 2004).

Knowledge of content and pedagogical content knowledge are closely related, but they are
not identical. For example, understanding the factors that led to the American Revolution re-
flects knowledge of content; knowing how to illustrate this content so students can understand
it reflects pedagogical content knowledge. Both are needed to make topics meaningful
(Loughran, Mulhall, & Berry, 2004; Segall, 2004).

To illustrate the role of pedagogical content knowledge in expert teaching, think about
how you might help fifth graders understand the process of multiplying fractions, such as 1/4
% 1/3 = 1/12. This is neither easy to understand nor easy to teach. Experience indicates that
the product of two numbers is larger than either (e.g., 6 X 5 = 30), but with fractions the
product is smaller. As a result, students often simply memorize the process with little under-
standing.

Now, try the following activity. Fold a sheet of plain paper into thirds, and shade the cen-
ter one third of the paper, as shown:

Now, refold your paper so that the shaded third is exposed:

:d

Now fold the paper in half, and in half again, so that one fourth of the shaded one third is vis-
ible. Put additional shading on that portion, and then unfold the paper, as shown:

..

Pedagogical content knowledge. An
understanding of how to represent topics
in ways that make them understandable to
learners, as well as an understanding of
what makes specific topics easy or hard to
learn.
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) To examine teachers' pedagog-

ical content knowledge, go to
k the Activities and Applications
section in Chapter 1 of
MyEducationLab at www.myeducationlab.
com, and watch the episode Demonstrating
Knowledge in Classrooms. Answer the
questions following the episode.

General pedagogical knowledge. An
understanding of essential principles of
instruction and classroom management
that transcends individual topics or subject
matter areas.
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You’ve just prepared a concrete example demonstrating that 1/4 x 1/3 = 1/12 (the cross-
hatched portion of the paper). This example helps students see that the product of multiply-
ing two fractions results in a smaller number and also helps them apply their understanding in
real-world settings (R. Mayer, 2008). This is why pedagogical content knowledge is so impor-
tant. Without examples like this one, students grasp what they can, memorize as much as pos-
sible, and little understanding develops (Bransford et al., 2000; Donovan & Bransford, 2005).

As Keith’s pedagogical content knowledge increases, he will better understand why “The
students are okay when we stick to mechanics, but they simply can’t do word problems.” He
tended to rely on verbal explanations—*“T explain the stuff so carefully”—because he lacked the
pedagogical content knowledge to illustrate topics so that his students could understand them.
In contrast, Jan used real-world examples, the containers of soft drinks, to illustrate her topic,
demonstrating her more advanced pedagogical content knowledge.

Teachers can represent content in several ways:

+  Examples. A fifth-grade math teacher uses pieces of chocolate to illustrate equivalent frac-
tions (demonstrated in the opening case study in Chapter 14). An eighth-grade physical
science teacher compresses cotton in a drink cup to illustrate the concept density (shown
in the opening case study of Chapter 2).

*+  Demonstrations. A first-grade teacher uses water to demonstrate that air takes up space and
exerts pressure (illustrated in the closing case study of Chapter 2). A middle school teacher
demonstrates the concept force by pushing on the board and blowing on an object on his
desk (shown in the case study beginning on p. 399 in Chapter 13).

+ Case studies. We use case studies throughout this text to illustrate the topics you're study-
ing. Along with vignettes (short case studies), they illustrate complex and difficult-to-
represent topics. For instance, an English teacher illustrated the concept internal conflict
with this brief vignette:

Andrea didn’t know what to do. She was looking forward to the class trip, but if she went,
she wouldn’t be able to take the scholarship-qualifying test.

In addition, analysis of video cases, such as the ones you can access on MyEducation-
Lab, helps teachers think about connections between teaching and student learning
(Siegel, 2002).

+  Metaphors. A world history teacher uses her students’ loyalty to their school, their ways of
talking, and their weekend activities as metaphors for the concept nationalism. Another
history teacher uses her class’s “crusade” for extracurricular activities as a metaphor for the
actual Crusades (illustrated in the opening case study of Chapter 10).

+  Simulations. An American government teacher creates a mock trial to simulate the work-
ings of our country’s judicial system, and a history teacher has students role-play delegates
in a simulated Continental Congress to help his students understand forces that shaped
our country.

+ Models. A science teacher uses a model of an atom to help students visualize the organiza-
tion of the nucleus and electrons. The model in Figure 7.1 (on page 198) helps us think
about the ways we process and store information in memory.

From this list, we can see why item 5 on the Learning and Teaching Inventory is false. Ma-
joring in math does not ensure that a teacher will be able to create examples like the one in-
volving the multiplication of fractions, and majoring in history does not ensure that a social
studies teacher will think of using a school’s extracurricular activities as a metaphor for the
Crusades. The ability to do so requires both a clear understanding of content and pedagogical
content knowledge. If either is lacking, teachers commonly paraphrase information in learn-
ers’ textbooks or provide abstract explanations that aren’t meaningful to their students.

General Pedagogical Knowledge

Knowledge of content and pedagogical content knowledge are domain specific; that is, they are
related to knowledge of a particular content area, such as multiplying fractions, the concept
density, or the Crusades. In comparison, general pedagogical knowledge involves an under-
standing of essential principles of instruction and classroom management that transcends


www.myeducationlab.com
www.myeducationlab.com

Chapter 1 Educational Psychology

individual topics or subject matter areas (Borko & Putnam, 1996; Darling-Hammond &
Bransford, 2005).

Instructional Strategies

Instructional strategies are important components of general pedagogical knowledge. Regard-
less of the content area or grade level, teachers need to know how to involve students in learn-
ing, check their understanding, and keep lessons running smoothly. For example, Jan applied
an important strategy when she called on all her students as equally as possible (Good &
Brophy, 2008). Though she was teaching middle school math, calling on students equally is im-
portant regardless of the topic or grade level. Similarly, teachers must communicate clearly,
provide feedback, and perform a variety of other skills to maximize learning. You will study
these aspects of general pedagogical knowledge in detail in Chapter 13.

Classroom Management

Classroom management is a second major component of general pedagogical knowledge. All
teachers need to create classroom environments that are safe, orderly, and focused on learn-
ing (Emmer et al., 2006; Evertson et al., 2006). Creating these environments requires that
teachers know how to plan, implement, and monitor rules and procedures; organize groups;
and intervene when misbehavior occurs. The complexities of these processes help us see why
item 7 in the Learning and Teaching Inventory is false. It is impossible to maintain an or-
derly classroom if we wait for misbehavior to occur. Classroom environments must be de-
signed to prevent, rather than stop, disruptions. Chapter 12 describes how to do this in your
classroom.

Knowledge of Learners and Learning

Knowledge of learners and learning is essential, “arguably the most important knowledge a
teacher can have” (Borko & Putnam, 1996, p. 675). Let’s see how this knowledge can influence
the way we teach.

Knowledge of Learners

Items 1, 2, and 6 in the Learning and Teaching Inventory all involve knowledge of learners, and
each has important implications for the way you teach. For instance, you learned from item 1
that students need to have abstract ideas illustrated with concrete examples, and this is true for
older as well as for younger students. Chapter 2, which focuses on cognitive development, de-
scribes how understanding learners increases your pedagogical content knowledge and helps
you provide meaningful representations, such as the example of multiplying fractions.

Item 2 suggests that learners often aren’t good judges of either how much they know or the
ways they learn. Chapter 7, which discusses the development of metacognition, helps you un-
derstand how to guide your students toward becoming more knowledgeable about themselves
and more strategic in their approaches to learning (Bruning et al., 2004).

Item 6 has implications for the ways you interact with your students. Intuitively, it seems
that providing as much praise as possible is both desirable and effective. However, research and
theories of motivation, which you will study in Chapters 10 and 11, help you understand why
this isn’t always the case.

Knowledge of Learning

As we better understand the ways people learn, we can understand why item 4 on the Learning
and Teaching Inventory is false. For example, evidence overwhelmingly indicates that people
don’t behave like tape recorders; they don’t simply record in memory what they hear or read.
Rather, in their attempt to make sense of it, they interpret information in personal and some-
times idiosyncratic ways (Bransford et al., 2000; R. Mayer, 2002). In the process, meaning can
be distorted, sometimes profoundly. For instance, look at the following statements, actually
made by students:

“The phases of the moon are caused by clouds blocking out the unseen parts.”
“Coats keep us warm by generating heat, like a stove or radiator.”
“A triangle which has an angle of 135 degrees is called an obscene triangle.”

1
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developmentall
practice

Developmental differences.
Differences in students’ thinking, memory,
emotions, and social relationships that
result from maturation and different kinds
of experiences.

Developmentally appropriate
practice. Instructional practice that
matches teacher actions to the capabilities
and needs of learners at different
developmental levels.

Knowledge of Learners and Learning

While much of what we know about learners and learning applies to students of all ages, developmen-
tal differences exist. Developmental differences refer to differences in students’ thinking, memory,
emotions, and social relationships that result from maturation and different kinds of experiences.

Because of the important influence of develop-
ment on learning, this edition of the text includes a ~ FAMILY CIRGUS
new feature titled “Developmentally Appropriate Prac-
tice” that appears in each chapter. Developmentally
appropriate practice refers to instructional prac-
tices that match teacher actions to the capabilities and
needs of learers at different developmental levels.
The feature describes ways to adapt the chapter’s
content to the different learning needs of elementary,
middle school, and high school learners.

The following paragraphs briefly illustrate the
feature as it appears in subsequent chapters.

Working with
Elementary
Students

Young children’s thinking differs from that of older stu-
dents. As an example, look at the accompanying car-
toon. Wondering how all the water could fit in the
spigot is characteristic of the thinking of young chil-
dren. Older students would of course realize that a
vast reservoir of water exists that we can't see. Young
children’s personal and social characteristics also dif-
fer from those of older students. We examine these
characteristics in each of the chapters in the book.

“How do they fit so much water
in that little spigot?”
Source: Family Circus © Bil Keane, Inc. King Features
Syndicate.

Working with
Middle School
Students

As a result of maturation and a variety of experiences, the thinking, social skills, and other characteristics of
middle school students differ from those of young children. For example, middle school students are more
likely than younger learners to realize that they don’t understand an idea the class is discussing and raise
their hands to ask for an explanation or clarification. Many other differences exist between middle school
learners and their younger counterparts.

Working with
High School
Students

As with differences between elementary and middle school students, additional differences exist between
learners in high school and their younger peers. For example, many high school students are quite mature,
and speaking to them about personal and social issues on an adult-to-adult level can be more effective than
it would be with younger students. They are capable of more abstract thinking than are their younger coun-
terparts, although they still need concrete examples to understand new or difficult topics.

“Classroom Connections” is an additional feature that appears after major sections of Chapters 2—-15.
“Classroom Connections” is also organized by developmental levels and is designed to help you apply chap-
ter topics to the developmental level of the students you'll be teaching.

Obviously, students didn’t acquire these ideas from teachers’ explanations. Rather, students in-
terpreted what they heard, experienced, or read, related it to what they already knew, and at-
tempted to make sense of both.

These examples help us see why “wisdom can’t be told” (Bransford, 1993, p. 6) and why “I
explain the stuff so carefully” usually isn’t enough to maximize learning. Effective teaching is
more complex than simply explaining, and expert teachers have a thorough understanding of
the way learning occurs and what they can do to promote it. (We examine learning in detail in
Chapters 6 to 9.)

We now can also understand why item 9 is false. Experience is essential in learning to teach,
and no one suggests that it isn’t necessary. However, you can already see that teachers won’t acquire
all the knowledge they need to be effective from experience alone. As we've said earlier in the chap-
ter, acquiring this knowledge is the primary reason you're studying educational psychology.
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Professional Knowledge: Reform and Accountability

The current focus on teacher knowledge and professionalism is part of a broader emphasis on
reforms, suggested changes in teaching and teacher preparation intended to increase student
learning. Establishing standards for student learning and accountability are important compo-
nents of the current reform movement. Accountability is the process of requiring students to
demonstrate that they have met specified standards and of holding teachers responsible for stu-
dents’ performance. (We discuss standards in more detail in Chapter 13, and we examine the
relationship between accountability and standardized testing in Chapter 15.)

As we moved into the 21st century, the reform movement in education received an important
boost with the well-known and politically charged No Child Left Behind Act (NCLB), passed in
2001 by the administration of George W. Bush. Improved teacher quality is a major provision of
NCLB, and increased teacher knowledge is an essential characteristic of “teacher quality” (Selwyn,
2007). The emphasis on teacher quality is a direct result of research indicating that teachers have a
powerful effect on student achievement and that poor, minority, and urban students are often
taught by underqualified teachers (Darling-Hammond & Baratz-Snowdon, 2005).

In an attempt to ensure that teachers possess the knowledge to teach effectively, a panel of
educational leaders sponsored by the National Academy of Education called for a national
teacher test with results incorporated into state licensing requirements (Bransford et al., 2005).
Most states already require teachers to pass tests before they’re licensed.

The Praxis™ Exam

Although some states have their own licensure exams, the Praxis™ Series, published by the Ed-
ucational Testing Service, is the most widely used teacher test (praxis means putting theory into
practice). Forty-four states plus the District of Columbia, Guam, and the U.S. Virgin Islands
use this series (Educational Testing Service, 2008a).

The Principles of Learning and Teaching (PLT) tests are important parts of the Praxis Se-
ries. The PLT tests are designed for teachers seeking licensure in early childhood or grades K-6,
5-9, and 7-12 (Educational Testing Service, 2008b). This book addresses most topics covered
on these tests, and a discussion of the Praxis exam and a correlation matrix linking test and text
topics appear in Appendix C.

Each of the grade-level-specific PLT tests is 2 hours long and is composed of four case histo-
ries, each followed by three short-answer questions. In addition, the test includes 24 multiple-
choice questions in two sections of 12 each (Educational Testing Service, 2008b). The “case
histories” are similar to the case studies you see at the beginning and the end of each chapter of
this book. In the section “Developing as a Professional: Preparing for Your Licensure Exam,” which
appears at the end of each chapter, you can practice preparing short-answer responses similar to
those you will be expected to make on the PLT tests. The multiple-choice questions that you will
respond to as you study the material in this book also ask you to apply your understanding to the
real world of classrooms, and they are similar to the multiple-choice questions on the PLT exam.

The significance of the reform movement lies in its focus on professional knowledge. At
no point in the history of education has the role of knowledge been more strongly emphasized.
Helping you acquire this knowledge is the goal of this text.

check your .
understanding

2.1 Describe and give an example of each of the different kinds of knowledge that pro-
fessional teachers possess.

2.2 ldentify the statement Keith made in the opening case study that best indicates
his lack of pedagogical content knowledge in trying to teach problem solving to
his students. Explain why the statement shows that he lacks this knowledge.

2.3 Alife science teacher holds up a sheet of bubble wrap and then places a second
sheet of bubble wrap on top of the first to help her students visualize the way that
cells are organized into tissue. What kind of knowledge does the teacher’s demon-
stration best indicate? Explain.

To receive feedback for these questions, go to Appendix A.
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Reforms. Suggested changes in teaching
and teacher preparation intended to
increase student learning.

Accountability. The process of requiring
learners to demonstrate that they possess
specified knowledge and skills as
demonstrated by standardized measures,
and making teachers responsible for
student performance.

y ]

) To examine a school principal’s

view of the professional knowl-
k edge needed in teaching, go to

the Activities and Applications
section in Chapter 1 of MyEducationLab at
www.myeducationlab.com, and watch the
episode The Principal’s View of Profession-
alism. Answer the questions following the
episode.
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For a number of years, researchers have expressed concern about the
education of students in urban environments. Consider the following
statistics (Hoffman, 2003; Macionis & Parillo, 2007):

¢ The 100 largest school districts in the nation represent less than
1 percent of all districts but are responsible for the education of
nearly a quarter of all students. These districts are overwhelm-
ingly urban, and the New York City Public Schools and the Los
Angeles Unified School District, the two largest in the nation,
each have enrollments greater than the total enrollments of
27 states.

e The 100 largest districts employ more than a fifth of the nation’s
teachers.

e More than two thirds of students in urban environments are mem-
bers of cultural minorities, and in some urban schools, more than
95 percent of the students are members of minorities.

e More than half of all urban students are eligible for free or
reduced-price school lunch.

In addition, research indicates that in urban schools,

Children are often taught by teachers who are the least pre-
pared; children are less likely to be enrolled in academically
challenging courses; they are too often treated differently in
what they are expected to do and the kinds of assignments they
are given and teachers often lack the resources needed to
teach well. (Armour-Thomas, 2004, p. 113)

Unquestionably, teaching in urban schools differs from teaching in
other settings. Urban schools are large, have large numbers of students
from diverse backgrounds, and present challenges to both teaching and
learning (Armour-Thomas, 2004; Goldstein, 2004, Rubinson, 2004).

Unfortunately, many negative stereotypes about urban students
also exist, ranging from “All urban kids are in gangs” to “Urban children
are mostly from poor, dysfunctional homes, homeless shelters, or foster
homes and come to school ‘just to grow up’ and then drop out”
(Goldstein, 2004, pp. 43-44). These stereotypes tend to create anxiety in
people not familiar with the situation. This anxiety can then lead to
actions that are damaging to everyone.

Educational Psychology

Urban environments present both challenges and opportunities for
teachers who understand these instructional contexts.

When | was in high school, we had the chance to host a group
of students from the suburbs. . . . So, this girl comes with her
friends, and they pair us up. Later on | find that they [the stu-
dents from the suburbs] were told not to wear any jewelry or
nice clothes or bring any money with them so they wouldn’t get
robbed. . . . All they saw when they visited us were people who
might rob them. (Goldstein, 2004, p. 47)

Being a successful teacher in an urban environment isn‘t as simple
as ignoring stereotypes or caring about and being committed to kids
(Kincheloe, 2004). It takes context-specific knowledge that directly ad-
dresses essential aspects of teaching and learning, such as the influence
of the social environment on learning and development, ways of organ-
izing urban classrooms to promote learning, and teaching strategies that
promote learning and motivation in urban students (Whitcomb, Borko,
& Liston, 2006). We address these issues in special sections of Chapters
3,4, 8, and 11 through 13.

_The Role of Research in Acquiring
Professional Knowledge

In the previous sections, we considered the different kinds of knowledge teachers use to help
their students learn. Where did this knowledge originate, how does it accumulate, and how can

we acquire it?

One answer is experience, sometimes called “the wisdom of practice” (Berliner, 2000;
Munby, Russel, & Martin, 2001; Richardson & Placier, 2001). Effective teacher education pro-
grams help people like you acquire the beginnings of “the wisdom of practice” by integrating
clinical experiences in schools with the topics you study in your classes.

Research. The process of systematically
gathering information in an attempt to

Research, the process of systematically gathering information in an attempt to answer

professional questions, is a second important source of teacher knowledge. It is the process
all professions use to develop their professional literature (Gall, Gall, & Borg, 2007; Van
Horn, 2008). For example, in an effort to answer the question “How does teacher question-
ing influence student learning?” researchers have conducted many studies examining the
numbers of questions, the patterns in their questioning, and the types of questions teachers

answer professional questions.
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ask (Good & Brophy, 2008). The influence of teacher questioning on student
learning is part of the professional literature of educational psychology. Jan drew
from it when she talked about the changes she made in her teaching based on the
university class she is taking and her instructor who “keeps talking about re-
search that says how important it is to call on all the kids as equally as possible.”
Jan is a veteran teacher, but she continues to grow professionally by staying up-
to-date on current research.

Research exists in many forms. In this chapter, we consider five of the most
common:

+ Descriptive research

« Correlational research
+ Experimental research
* Qualitative research

« Action research
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Research provides valuable information that teachers
can use in their instructional decision making.

Descriptive Research

Descriptive research, as the term implies, uses tests, surveys, interviews, and observations to de-
scribe the status or characteristics of a situation or phenomenon (B. Johnson & Christensen, 2008).
For example, “How much are our students learning” is an important question facing all educators.
In an attempt to answer this question, the National Assessment of Educational Progress (NAEP)
administers math and reading achievement tests to samples of fourth, eighth, and twelfth graders
every 2 years (Manzo, 2008). Advocates hope to use this descriptive research to: (1) measure the ef-
fectiveness of different math and reading programs, (2) hold states and districts accountable for stu-
dent achievement, and (3) provide a comparative benchmark with other countries (Yeager, 2007).

Even something as seemingly innocuous as an examination of what students learn and know
is controversial, however. Some critics, for example, worry that a national test will lead to a na-
tional curriculum (Nichols & Berliner, 2005). Critics also point to the low participation rates of
twelfth graders and the exclusion of some students with disabilities. Even the content is criticized;
critics question whether the NAEP overemphasizes academic skills at the expense of other im-
portant areas, such as critical thinking, social skills, appreciation of art and literature, and prepa-
ration for work (Manzo, 2008). These controversies illustrate the central role of educational
research in framing and answering important questions about our schools.

A second form of descriptive research uses surveys to gauge the public’s attitudes toward
important issues in education. The annual Phi Delta Kappan/Gallup Poll of the Public’s Attitude
Toward the Public Schools is a well-known example. In the 2007 poll, for instance, researchers
attempted to determine the public’s attitude toward the NCLB Act and accountability. Re-
searchers found that 26 percent of a national sample felt that NCLB was helping the perfor-
mance of local public schools, 27 percent believed it was hurting, and 41 percent felt that it
made no difference (L. Rose & Gallup, 2007). When asked about the current emphasis on
achievement testing in the public schools, 43 percent of respondents said there was too much
emphasis, while only 15 percent said “not enough.” This descriptive research is likely to influ-
ence government officials at the state and national levels as well as state and district school
board members governing the schools in which you’ll teach.

Observations have also been used in descriptive research. Perhaps most significant is the
work done by Jean Piaget (1952, 1959), a pioneer in the study of cognitive development, one of
the cornerstones of educational psychology. Piaget studied the way learners’ thinking develops
by making detailed observations of his own children. Because of his observations, and a great
deal of research conducted by others, we now know, for example, that 10-year-olds don’t sim-
ply know more than 5-year-olds; they think differently. We understand these differences in
children’s thinking because of Piaget’s and other researchers’” systematic descriptive research.
(We examine Piaget’s work in detail in Chapter 2.)

Evaluating Descriptive Studies
A great deal of research exists, and teachers need to become proficient at evaluating different
studies, not only for their validity but also for their applicability to specific teaching situations.

Descriptive research. Research that
uses tests, surveys, interviews, and
observations to describe the status or
characteristics of a situation or
phenomenon.
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Correlation. A relationship, either
positive or negative, between two or more
variables.

Correlational research. The process of
looking for relationships between variables
that enables researchers to predict
changes in one variable on the basis of
changes in another without implying a
cause—effect relationship between them.
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For instance, several studies reporting similar results provide information that is more likely to
be valid than a single, or even a few, studies (Chatterji, 2008; H. Cooper, 2006).

For descriptive studies, two additional aspects are important. First, the subjects used
should be well described (J. H. McMillan, 2008). This information allows the reader to judge
how applicable the findings are to other populations. The Gallup poll described earlier provides
a detailed analysis of the demographic breakdown of its respondents (L. Rose & Gallup, 2007).

The instrument used to gather data is a second aspect of descriptive research that should
be scrutinized. For example, are questions asked in a straightforward manner, or are they de-
signed to provide a skewed response? Again, the Gallup poll provides readers with actual copies
of the questions so the reader can decide whether the data were gathered in a valid way.

Descriptive research can provide valuable information about the condition of education,
but it doesn’t allow us to predict future events, and it doesn’t describe relationships. Finding re-
lationships between variables leads us to correlational research.

Correlational Research
Consider the following questions: Does a relationship exist between

+ Students’ grade-point averages (GPAs) and their scores on the Scholastic Aptitude Test
(SAT)?

+ The use of cell phones while driving and car accidents?

+ Students’ absences and their grades in school?

+ Students’ heights and high school GPAs?

A correlation is a relationship, either positive or negative, between two or more variables.
In our examples, the variables are grade-point averages and SAT scores, cell-phone usage and
accidents, absences and grades, height and high school GPAs. In the first two cases, the variables
are positively correlated: In general, the higher students’ GPAs, the higher their SAT scores; and
the greater the use of cell phones while driving, the greater the number of accidents. In the third
case, the variables are negatively correlated: The more school students miss, the lower their
grades. No correlation exists in the fourth: Height and high school GPAs are not related.

Much of what we know about learning and teaching is based on correlational research,
the process of looking for relationships between variables that enables researchers to predict
changes in one variable on the basis of changes in another without implying a cause—effect re-
lationship between them. A great deal of this research attempts to find relationships between
teachers’ actions and student achievement. For example, researchers have found positive cor-
relations between the number of questions teachers ask and their students’ achievement
(Shuell, 1996). They have also found negative correlations between achievement and the time
teachers spend in noninstructional activities, such as taking roll or passing out papers (Brophy
& Good, 1986). These relationships are illustrated in Figure 1.2.

Correlations are represented quantitatively and can range from a perfect positive correla-
tion of 1 to a perfect negative correlation of —1. As a simple example, speed and distance have
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Figure 1.2 Examples of positive (left) and negative (right) correlations



Chapter 1 Educational Psychology

a correlation of 1. For each mile per hour faster we travel, a corresponding increase occurs in
the distance we cover in the same amount of time. Most correlations are less than a perfect 1
or —1. For instance, the correlation between the number of questions teachers ask and student
achievement is about .5, and the correlation between time spent in noninstructional activities
and achievement is about —.4 (Good & Brophy, 1986; Shuell, 1996).

Correlational research is valuable because it allows us to make predictions about one variable
if we have information about the other (B. Johnson & Christensen, 2008; J.H. McMillan, 2008). For
instance, because a positive correlation exists between teacher questioning and student achieve-
ment, we can predict that students will learn more in classrooms where teachers ask many ques-
tions than in those where teachers primarily lecture. Because of this, many of the instruments used
to evaluate teacher effectiveness focus on teachers’ questioning behaviors with students.

Evaluating Correlational Research

As with descriptive research, correlational studies have limitations. Most important, they do
not suggest that one variable causes the other (Gall et al., 2007; J.H. McMillan, 2008). Consider
the relationship between GPAs and SAT scores. Obviously, a high GPA doesn’t cause a high SAT
score. Other factors, such as time spent studying, effective study strategies, and general intelli-
gence are likely to be causes of both. Also, obviously, a cell phone doesn’t cause an accident; fail-
ing to pay attention to other cars while driving causes the accidents. The same kind of
reasoning applies to our example of a negative correlation. Being absent, per se, doesn’t cause
low grades. Instead, missing opportunities to learn topics, not completing homework assign-
ments, and losing chances to interact with peers are likely causes.

Experimental Research

Whereas correlational research looks for relationships in existing situations (e.g., the relation-
ship between teacher questioning and student achievement), experimental research systemat-
ically manipulates variables in attempts to determine cause and effect (H. Cooper, 2006).
Experimental studies commonly build on correlational research. For example, let’s look again
at the relationship between teachers’ questioning and student achievement.

In an extension of earlier correlational studies, researchers randomly assigned teachers to a
treatment and a control group. Random assignment means that an individual has an equal like-
lihood of being assigned to either group, and it ensures that the two groups are comparable. The
researchers trained teachers in the treatment group to provide prompts and cues when students
initially failed to answer a question; the researchers attempted to consciously manipulate the vari-
able frequency of teachers’ prompts through training. Teachers in the control group received no
training; they taught as they normally did. Researchers compared the reading scores of the students
in both groups at the end of the year. Students taught by teachers in the treatment group scored
significantly higher on an achievement test than did students taught by teachers in the control
group (L. Anderson, Evertson, & Brophy, 1979). In this case, researchers concluded that the ability
to provide follow-up questions and cues to struggling students causes increases in achievement.

Evaluating Experimental Research
As with both descriptive and correlational research, teachers should read experimental studies
with a critical eye. Factors to consider include

+  Comparability of experimental and control groups

+  Maximum control of extraneous variables

+ Sample size

+ Clearly described manipulation of the independent variable

For instance, let’s consider the L. Anderson et al. (1979) study again. It would be possible to
conclude that prompting caused higher reading achievement only if the treatment and the con-
trol groups were similar. If, for example, the students who received prompts had higher initial
ability than students in the control group, conclusions about the effectiveness of the prompts
would be invalid. Similarly, if the teachers who were trained to provide prompts had higher ini-
tial levels of expertise than teachers in the control group, conclusions about prompting also
would be invalid.
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Experimental research. Research that
systematically manipulates variables in
attempts to determine cause and effect.

Random assignment. A process used to
ensure that an individual has an equal
likelihood of being assigned to either group
within a study.
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Qualitative research. Research that
attempts to describe a complex
educational phenomenon in a holistic
fashion using nonnumerical data, such as
words and pictures.
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Using random assignment and an adequate sample size helps ensure that experimental
and control groups are comparable. For instance, if 30 teachers each have been randomly as-
signed to experimental and control groups, concluding that teacher expertise has been con-
trolled is more valid than if only 10 teachers existed in each group.

Finally, experimental research must clearly describe the treatment of the experimental
group. The questioning study gave explicit details about how researchers trained the teachers
in the experimental group to provide cues and prompts. This clear description not only allows
the reader to evaluate the research but also allows other researchers to replicate it, which is an-
other way to increase validity.

Qualitative Research
Imagine picking up a research report and finding the following:

A quiet early morning fog shrouds rolling hills blanketed by pine-green stands of tim-
ber, patched with fields of red clay. As the sun rises and burns off the fog, the blue sky
is feathered with smoke let go from chimney stacks of textile mills: this is the Piedmont
of the Carolinas. (Heath, 1983, p. 19)

If you're like most students, one of your first reactions might be, “Research? Where are the
numbers?” Qualitative research, as its name implies, is an attempt to describe a complex edu-
cational phenomenon in a holistic fashion using nonnumerical data, such as words and pic-
tures (B. Johnson & Christensen, 2008). The passage you just read is from a classic research
study in education, Shirley Brice Heath’s (1983) Ways with Words, a qualitative study of the de-
velopment of language and literacy in two communities in the southeastern United States. It
attempts to describe how children learn to speak, read, and write, both in and out of school,
not through numerical or statistical analysis, but through a fine-grained description of what
it’s like to grow up poor in rural factory towns. The vivid picture it creates of life and learning
in realistic settings is what makes this piece of research valuable.

Qualitative research differs from quantitative research in several ways (see Table 1.1). Its
goal is to gain a holistic description of some unique phenomenon. Some things can’t be quan-
tified, and attempting to do so oversimplifies and trivializes them. Qualitative research relies
on in-depth interviews, field notes, and artifacts, such as the books, newspapers, and magazines
collected in the Heath (1983) study of literature development. In analyzing data, qualitative re-
searchers search for patterns and themes, as do quantitative researchers, but publish their re-
sults in narrative reports with detailed descriptions of settings and participants. In contrast,
quantitative studies typically result in statistical reports with correlations, comparisons of
means, and effect sizes (L. Gay, Mills, & Airasian, 2006).

1.1

Qualitative

Qualitative Versus Quantitative
Research
Quantitative

Goal To gain a holistic description of some
complex phenomenon

To gain a specific, precise, and numerical
description of some phenomenon

Form of In-depth interviews, field notes, artifacts, Numerical data using formal assessment
data open-ended interviews instruments

Data Search for patterns or themes Statistical procedures that address
analysis probability of occurrence

Final Narrative report with detailed Statistical report with correlations,

report descriptions of settings and participants comparison of means, and statistical

effect sizes

Source: Denzin & Lincoln, 2007; Gay, Mills, & Airasian, 2006; B. Johnson & Christensen, 2008;
J.H. McMillan, 2008.
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A classic qualitative study of teaching, First-Year Teacher (Bullough, 1989), further illus-
trates these characteristics. The researcher’s goal was to describe what it’s like to be a first-year
teacher from a teacher’s perspective. The researcher spent a year observing a first-year middle-
school language arts teacher, interviewing her, and collecting artifacts such as lesson plans and
assignments. A realistic account of the triumphs and difficulties encountered by one teacher
emerged from the study. Like other qualitative studies, the researcher did not claim that this
teacher’s experience generalized to all first-year teachers’ experiences. Instead, the researcher
attempted to describe one teacher’s experience in as much detail as possible and then allow
readers to draw their own conclusions about the teacher’s experiences.

So, which is better, qualitative or quantitative research? The question is controversial, with
both qualitative and quantitative researchers supporting their approaches (H. Cooper, 2006;
Eckardt, 2007; Nesbit & Hadwin, 2006). Let’s look at this question in more detail.

scientifically Based Research in Education

You are likely to encounter the term scientifically based research as you progress through your
teacher education program and begin your first years of teaching. Scientifically based research
emphasizes experimental research using classic techniques of the scientific method instead of
descriptive or qualitative approaches. Responding to this emphasis, the U.S. Department of Ed-
ucation “has strongly advocated both expanding research on practical programs using rigor-
ous methods, especially randomized experiments, and using the findings of this research to
guide policy and practice” (Slavin, 2008, p. 5).

However, the term scientifically based has sometimes been misinterpreted to mean only ex-
perimental research using randomized designs (Liston, Whitcomb, & Borko, 2007). While ex-
perimental research has and will continue to yield valuable insights into teaching and learning,
overemphasis on it to the exclusion of other forms of research narrows and distorts our per-
spective about effective instructional practices.

Much of the support for this view comes from advocates citing parallels between educa-
tion and medicine (Riehl, 2006). Both fields attempt to help people in complex situations, and
practitioners in both areas are often forced to make decisions with less than a complete research
base. In addition, the success of some randomized clinical trials in medicine has encouraged
some to recommend that these should be the major (and sometimes only) way to determine
best practices in education. Major differences exist between medicine and education, however,
not the least of which is the feasibility of randomly assigning thousands of students to different
educational conditions (Sloane, 2008).

As an alternative, experts advocate a more eclectic approach to research that uses a variety
of methods (Ball & Forzine, 2007). This broader and more comprehensive approach begins
with a question that is important to educators and then selects the research design that will best
help them answer the question (Slavin, 2008). Educational research is a tool that helps answer
questions about teaching and learning, and selecting a method before identifying the question
research is supposed to answer is inconsistent with effective research methodology (H. Cooper,
2006). So, as a future consumer of educational research, treat claims that an approach is “sci-
entifically based” with skepticism, and instead ask yourself three questions:

1. Does the research address a clear and important question?
2. Does the research method address the question?
3. Are the claims made about the results of the research justified by the data?

The research and its methodology are valid if the answer to each question is yes (H. Cooper, 2006).

Action Research

Earlier in the chapter, you saw that teacher knowledge is an essential element of professionalism.
Understanding and critically examining others’ research is one way to increase teacher knowledge.
Another is for teachers to conduct research in their own classrooms. Action research is a form of
applied research designed to answer a specific school- or classroom-related question (A. P. John-
son, 2005). It is conducted by teachers, school administrators, or other education professionals and
can include descriptive, correlational, experimental, or qualitative methods. When they conduct
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Scientifically based research.
Research that emphasizes experimental
research using classic techniques of the
scientific method instead of descriptive or
qualitative approaches.

Action research. A form of applied
research designed to answer a specific
school- or classroom-related question.
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Theory. A set of related principles derived
from observations that are used to explain
events in the world and make predictions.
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Action research allows teachers to investigate connections between their instruction and student
learning and share their findings with other teachers.

action research projects (and share the results with others), teachers learn about research and be-
gin to understand how self-assessment and reflection can link theory and practice in their own
classrooms (Blumenreich & Falk, 2006). The intent in action research is to improve practice within
a specific classroom or school (J.H. McMillan, 2008). It also increases the professionalism of teach-
ers by recognizing their ability to contribute to the professional literature of learning and teaching
(Bransford et al., 2000).

Research and the Development of Theory

As research accumulates, results are summarized and patterns emerge. After a great many studies,
for instance, researchers have concluded that the thinking of young children tends to be dominated
by their perceptions (Piaget, 1970, 1977; Wadsworth, 2004). For example, when first graders see an
inverted cup of water with a card beneath it, as we see in the accompanying picture, they commonly
explain that the card doesn’t fall because the water somehow holds it against the cup. They focus
on the most perceptually obvious aspect of the object—the water—and ignore atmospheric pres-
sure, the actual reason the card stays on the cup.

The statement “The thinking of young children tends to be dominated by their percep-
tions” is considered a principle because it summarizes results consistently supported by large
numbers of research studies. Some additional examples of research-based principles include

+ Behaviors rewarded some of the time, but not all of the time, persist longer than behav-
iors rewarded every time they occur.

+ People tend to imitate behaviors they observe in others.

+ People strive for a state of order, balance, and predictability in the world.

As additional research is conducted, related principles are formed, which in turn generate
further studies. As knowledge accumulates, theories are gradually constructed. A theory is a set
of related principles, derived from observations, that are used to explain events in the world
and make predictions (H. Cooper, 2006). In the everyday world, the term is used more loosely.
For instance, one person will make a point in a conversation, and a second will respond, “I have
a theory about that” In this case, the person is merely offering an explanation for the point. In
science, theory has a more precise definition.

Theories help organize research findings, and they can provide valuable guidance for
teachers (Gall et al., 2007). Let’s look at a brief example. One research-based principle states
that reinforced behaviors increase in frequency, and as mentioned earlier, a related principle



Chapter 1

Conducting Research in Classrooms
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If you decide to conduct action research in your own classroom, the following guidelines can help you
plan and conduct your studies (A. P. Johnson, 2005):

1. Identify and diagnose a problem that is important to you.

2. Systematically plan and conduct a research study.

3. Implement the findings to solve or improve a local problem.
4. Use the results of the study to generate additional research.

Let's see how Tyra Forcine, an eighth-grade English teacher, attempts to implement these guidelines in

her classroom.

Tyra is sitting in the teachers’ lounge with a group of colleagues who are dis-
cussing problems they're having with homewaork. “My kids won't do it,” Kim
Brown laments. “A third of them blow it off on some days.”

"l solved that problem. . . . | simply don't assign homework,” Bill
McClendon responds. “I give them a seat-work assignment, we do it after
the lesson, and that's it. . . . I'm tired of fighting the homework battle.”

“I've heard teachers say that homework doesn't help that much in
terms of learning, anyway,” Selena Cross adds.

The conversation bothers Tyra, so she decides to look at the effects of
homework more systematically. She begins her study a week later, which is
the start of the third grading period. She collects homework every day and
gives students 2 points for having done it fully, 1 for partial completion, and
0 for minimal effort or not turning it in. She discusses the most frequently
missed items on each assignment. On Fridays she quizzes the students on
the content discussed Monday through Thursday, and she gives a midterm
and final exam. She then looks for a relationship between students’ home-
work averages and their quiz and test scores.

At the end of the grading period, Tyra summarizes the results. Each stu-
dent has a homework score, a quiz average, and an average on the two tests.

She calls the district office to ask for help in summarizing the informa-
tion, and together they find a correlation of .55 between homework scores
and quiz averages, and a correlation of .44 between homework and test av-
erages.

"l don't get it,” Tyra says to Kim and Bill in a later conversation. “I can see
why the correlation between the homework and tests might be lower than
the one between homework and quizzes, but why aren’t both higher?”

“Well,” Kim responds. “You're only giving the kids a 2, 1, or 0 on the
homework, you're not actually grading it. So | suspect that some of the kids
aren't really thinking carefully about it.”

"On the other hand,” Bill acknowledges, “homework and quizzes and
tests are positively correlated, so maybe I'd better rethink my stand on no
homework.”

“Well, I'm going to keep on giving homework,” Tyra nods, “but | think
I need to change what I'm doing, too. . . . It's going to be a ton of work, but
I'm going to repeat my study next grading period to see if | get similar re-
sults, and then, starting in the fall, I'm going to redesign my homework so

it's easier to grade. I'll grade every assignment, and we'll see if the corre-
lations go up.”

"Good idea,” Kim nods.” If the kids see that it's important for learning,
maybe they'll take it more seriously, and some of the not-doing-it problem
will also get better. . .. I'm going to look at that in the fall.”

Now let’s look at Tyra’s efforts to apply the guidelines for conduct-
ing action research projects. She applied the first when she identified a
problem that was important to her—the relationship between home-
work and quizzes and tests. Addressing problems that are personally
meaningful makes action research motivating for teachers (Mills, 2002;
Quiocho & Ulanoff, 2002).

She applied the second guideline by systematically designing and
conducting her study, and its efficiency was an important feature. School
systems rarely provide extra time and resources for action research, so
conducting projects that don’t take inordinate amounts of teacher time
is important (Bransford et al., 2000).

Tyra and her colleagues implemented the results of her project
immediately, which applies the third guideline. Bill, for example,
planned to give homework during the next grading period. Tyra applied
the fourth guideline when her project prompted further studies. She
planned another study to see if scoring the homework more carefully
would increase the correlations between homework and quizzes and
tests, and Kim planned to investigate whether more careful scoring
would lead to students’ more conscientiously doing their homework.
(We discuss existing research examining the effectiveness of home-
work in Chapter 13.)

Perhaps Tyra and her colleagues will reap an additional benefit. As
mentioned earlier, engaging in research increases teachers’ feelings of
professionalism; contributing to a body of literature that guides prac-
tice helps teachers grow professionally. And the results of well-
designed studies can often be presented at professional conferences
and published in professional journals. This allows the knowledge
gained to be made public and integrated with other research, two im-
portant characteristics in the development of a professional body of
knowledge (J. Hiebert, Gallimore, & Stigler, 2002).

indicates that intermittently reinforced behaviors persist longer than those that are continu-
ously reinforced (Baldwin & Baldwin, 2001; Skinner, 1957). Further, too much reinforcement

learning activities. If students are praised for their attempts to answer questions (reinforced),

can actually decrease its effectiveness. A classroom application of these principles occurs in g i
. . . K . . . ) To further examine professional
they are likely to increase their efforts, but they will persist longer if they are praised for some, K

nowledge and research, go to

but not all, of their attempts (intermittently reinforced). If they are praised excessively, they k the Activities and Applications

may actually reduce their efforts (R. Ryan & Deci, 1996).

These related principles are part of behaviorism, a theory that studies the effects of expe-
riences on behavior. Our illustration, of course, is only a tiny portion of the complete theory.
(We examine behaviorism in depth in Chapter 6.) The key feature of any theory is that a num-
ber of research-based principles integrates a comprehensive body of research.

section in Chapter 1 of MyEdu-
cationLab at www.myeducationlab.com,
and read the case study Increasing Profes-
sional Knowledge With Research. Answer
the question following the case study.
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) To see how research and theory

can improve instruction, go to the

Building Teaching Skills and Dis-

positions section in Chapter 1 of
MyEducationLab at www.myeducationlab.
com, and read the case study Improving
Teaching With Research and Theory. Com-
plete the exercises following the case study
to develop your skills in applying research
and theory.

Case studies (cases). Authentic stories of
teaching and learning events in
classrooms.

Chapter 1 Educational Psychology

Theories are useful in two important ways. First, they allow us to explain behaviors and
events. For instance, look again at the cartoon on page 12. Piaget’s theory of cognitive develop-
ment (1970, 1977), which includes the principle mentioned earlier (“The thinking of young
children tends to be dominated by their perceptions”), helps us explain why the child in the car-
toon thinks the way he does. Using Piaget’s theory, we can explain this behavior by saying that
the child can see only the water and the faucet, and because his thinking is dominated by his
perception—what he can see—he concludes that all the water is in the faucet. Similarly, using
behaviorist theory, we can explain why casino patrons persist in playing slot machines, though
coins infrequently fall into the trays, by saying that they are being intermittently reinforced.

Theories also allow us to predict behavior and events. For instance, attribution theory, a
theory of motivation, allows us to predict that students who believe they control their own
grades try harder than those who believe their grades are due primarily to luck or the whim of
the teacher (Brophy, 2004; Schunk, Pintrich, & Meese, 2008).

In all three instances, theories—cognitive development theory, behaviorist theory, and at-
tribution theory—help us understand learning and teaching by allowing us to explain and pre-
dict people’s actions. Throughout this book, you will study a number of theories, the
applications of which can increase your students’ learning.

chec your
understandlng

3.1 Describe the major types of educational research.

3.2 Teachers who are high in personal teaching efficacy—who believe that they have
an important positive effect on students—have higher-achieving students than
teachers who are low in personal teaching efficacy (Bruning et al., 2004). Is this
finding based on descriptive, correlational, or experimental research? Explain.

3.3 Suppose that Tyra and her colleagues concluded that doing homework caused an
increase in student achievement. Would this be a valid conclusion? Explain why or
why not.

To receive feedback for these questions, go to Appendix A.

The Use of Case Studies in Educational Psychology

The different forms of knowledge that teachers need for their professional decision making
have important implications both for you, who are learning to teach, and for us, as we write
texts to help you in this process. Our knowledge of learners and learning reminds us that stu-
dents of all ages need concrete and real-world representations of the topics they study to make
those topics meaningful.

One of the most effective ways to provide concrete illustrations of the topics you will study
in educational psychology is the use of case studies, authentic stories of teaching and learning
events in classrooms, such as the one at the beginning of this chapter. Case studies will help you
prepare for the events that will occur in your own classroom when you begin teaching (Fish-
man & Davis, 2006; Putnam & Borko, 2000). Long popular in other professional fields, such as
law and medicine, cases are now commonly used in education. Research supports their value
in clarifying ideas and showing how they can be applied in classrooms. Teacher candidates,
such as yourself, not only retain more information when it is illustrated in cases, but are more
likely to transfer ideas to their own unique teaching situation (Moreno & Valdez, 2007).

Because of the value of case studies in illustrating the complex processes involved in teaching
and learning, we employ cases in this text in two ways: (1) we provide access to realistic video cases
of classrooms through MyEducationLab and (2) we introduce and end each chapter in this book
with a case study. Our students find the video case studies that you can access on MyEducationLab
valuable because they realistically portray the complexities of classroom teaching.

The introductory case and the chapter closing case serve two different purposes. The be-
ginning case provides a real-world introduction to the content and illustrates the topics pre-


www.myeducationlab.com
www.myeducationlab.com
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1 .2 Organization of this Book

Part and Chapter

Goal

Chapter 1: Educational Psychology:
Developing a Professional Knowledge Base

To understand the role of knowledge in developing professionalism

Part I: The Learner
Chapter 2: The Development of Cognition and Language

Chapter 3: Personal, Social, and Moral Development
Chapter 4: Learner Diversity

Chapter 5: Learners with Exceptionalities

To understand how learners’ intellectual capacities and language abilities
develop over time

To understand learners’ personal, social, and moral development

To understand how culture, socioeconomic status, and gender affect
learning

To understand how learner exceptionalities affect learning

Part II: Learning
Chapter 6: Behaviorism and Social Cognitive Theory

Chapter 7: Cognitive Views of Learning
Chapter 8: Constructing Knowledge
Chapter 9: Complex Cognitive Processes

To understand learning from behaviorist and social cognitive
perspectives

To understand learning from cognitive perspectives

To understand the processes involved in constructing understanding

To understand concept learning, problem solving, and the development
of strategic learners

Part Ill: Classroom Processes
Chapter 10: Theories of Motivation

Chapter 11: Motivation in the Classroom

Chapter 12: Creating Productive Learning Environments:
Classroom Management

Chapter 13: Creating Productive Learning Environments:

Principles and Models of Instruction
Chapter 14: Assessing Classroom Learning

Chapter 15: Assessment Through Standardized Testing

To understand basic theories of motivation and how they apply to
classrooms

To understand how to apply basic principles of motivation to classrooms

To understand how to create learning-focused classrooms and develop
learner self-regulation

To understand how to plan, and implement, different learning strategies

To understand how teachers can use assessment to promote learning in
the classroom

To understand how standardized tests can be used to increase student
learning

sented in the chapter. As topics are discussed, we often refer back to the case, in some instances
taking dialogue directly from it, to make concepts more meaningful. We also present vignettes
(short cases) throughout each chapter to further link content to real-world examples.

The closing cases, found in the “Developing as a Professional” feature, have an additional
purpose. To encourage critical thinking, decision making, and reflection, we ask you to analyze
each case and assess the extent to which the teacher applied the chapter content in his or her
classroom. In some cases, the teacher’s work was quite effective; in others it may not have been.
The cases attempt to present the richness and complexity of actual classroom problems and
provide opportunities to apply your understanding of the chapter content to an authentic
teaching situation (Siegel, 2002). The cases and the format for your responses parallel the
Praxis™ PLT tests, as well as many state-specific teacher exams.

We hope this introduction has provided a framework for the rest of your study of this
book. Its organization and goals are outlined in Table 1.2

check your .
understanding
4.1 Explain how using case studies to place educational psychology in real-world con-

texts makes it more meaningful.
4.2 Identify the advantages of video case studies over those in written form.

To receive feedback for these questions, go to Appendix A.
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1. Describe the characteristics of professionalism, and identify
examples of these characteristics in the teachers’ actions.

+ Professionals are committed to the people they serve,
and their actions are guided by a professional code of
ethics.

« The characteristics of professionalism are illustrated in
teachers’ actions when they use their professional knowl-
edge as a basis for their decision making.

+ Professionalism is also illustrated in teachers’ actions
when they reflect on their practice and can make decisions
in complex and ill-defined contexts.

2. Describe the different kinds of knowledge professional teach-
ers possess, and identify examples of professional knowledge
in teachers’ actions.

+  Professionals thoroughly understand the topics they teach,
and their knowledge is illustrated in their actions when they
use their pedagogical content knowledge to illustrate those
topics in ways that make sense to learners.

+ Professionals’ general pedagogical knowledge is illustrated
when they organize learning environments and use basic
instructional skills in ways that promote learning for their
students.

Mééting Your Learning Objectives

Professionals’ knowledge of learners and learning is illus-
trated in their actions when they design learning activities
to involve students, promote motivation, to learn, and use
developmentally appropriate practice.

. Describe different types of research, and analyze applications

of these types.

Descriptive research uses interviews, observations, and
surveys to describe events. Correlational research looks
for relationships between two variables. Experimental re-
search manipulates variables in attempts to determine
cause and effect.

Teachers and other school personnel sometimes conduct
action research designed to answer school- or classroom-
related questions.

. Explain how using case studies to place educational psychol-

ogy in real-world contexts makes it more meaningful.

Research indicates that topics embedded in authentic con-
texts is more meaningful than the same topics presented
in the abstract.

Written and video case studies make the content of edu-
cational psychology meaningful by embedding its content
in real-world classroom events.

Developing as a Professional:
Preparing for Your Licensure Exam

To begin learning how to prepare short-answer responses similar
to those you will encounter on your teacher exams, read the fol-
lowing case studies and answer the questions that follow.

The following episodes illustrate four teachers at different
classroom levels working with their students. In the first, Rebecca
Atkins, a kindergarten teacher, talks with her children about
planting a garden. Richard Nelms, a middle school teacher, illus-
trates the concept of symmetry for his seventh-grade life science
students in the second episode. In the third, Didi Johnson, a
chemistry teacher, presents Charles’s law to her 10th graders. Fi-
nally, in the fourth episode, Bob Duchaine, an American history
teacher, is discussing the Vietnam War with his 11th graders.

As you read the episodes, think about the different types of
professional knowledge that each teacher demonstrates as they at-
tempt to help their students learn.

Rebecca has the children seated on the floor in a semicircle
in front of her. She sits on a small chair in front of them and
begins, “We had a story about gardening the other day. Who
remembers the name of the story?. .. Shereta?”

> »

““Together, ” Shereta softly responds.

3

“Yes, “Together,” Rebecca repeats. “What happened in
‘Together’?. . . Andrea?”

“They had a garden.”
“They planted a garden together, didn’t they?” Rebecca

smiles. “The boy’s father helped them plant the garden.”

She continues by referring the children to previous

science lessons during which they had talked about plants
and soil. She then asks them about helping their parents
plant a garden.

“I helped put the seeds in the ground and put the dirt

on top of it,” Robert offers.

“What kinds of vegetables did you plant? . . . Kim?”
“I planted lots of vegetables . . . tomatoes, carrots.”
“Shereta?”

“I planted lettuce in my own garden.”

“Travis?”

“I planted okra”

“Raphael?”

“I planted beans.”

She continues, “Tell about the story ‘“Together” What

did they have to do to take care of the garden? ... Carlita?”

“Water it.”
“Bengemar?”
“Pull the weeds from it.”
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“Pull the weeds from it,” Rebecca repeats enthusias-
tically. “What would happen if we left those weeds in
there? . . . Latangela?”

“It would hurt the soil.”

“What’s another word for soil?”

“Dirt,” several of the children say in unison.

“How many of you like to play in the dirt?”

Most of the children raise their hands.

“So, planting a garden would be fun because you get
to play in the dirt,” Rebecca says enthusiastically.

“I like to play in the mud,” Travis adds.

“You like to play in the mud,” Rebecca repeats, at-
tempting to stifle a laugh.

Next is Richard Nelms’s lesson on animal symmetry with his
seventh graders.

Richard begins his discussion of symmetry by holding up
a sponge as an example of an asymmetrical object; he
demonstrates radial symmetry using a starfish; and he
then turns to bilateral symmetry.

“We have one more type of symmetry,” he says.
“Jason, come up here. .. . Stand up here.”

Jason comes to the front of the room and stands on
a stool.

“Would you say,” Richard begins, “that Jason is
asymmetrical—that there is not uniformity in his
shape?”

The students shake their heads.

He has Jason extend his arms out from his sides and
then asks, “Would you consider this radial, because he has
extensions that go out in all directions?. . . Jarrett?”

“No.”

“Why not? Explain that for us.”

“There’s nothing there,” Jarrett says, pointing to Jason’s
sides.

“There’s nothing coming from here, is there, and the
arms, legs and head are all different?” Richard adds.

“So, we move to the third type of symmetry,” he con-
tinues, as Jason continues to stand with his arms extended.
“Does anyone know what that is called? . . . Rachel?”

“A type of symmetry,” Rachel responds uncertainly.

“Yes, it’s a type of symmetry. . . . It’s called bilateral. . ..
Bilateral means that the form or shape of the organism is di-
vided into two halves, and the two halves are consistent. . . .
If I took a tree saw and started at the top,” he says, pointing
at Jason’s head as the class laughs, “the two halves would be
essentially the same.”

“Now, tomorrow,” he continues, “we’re going to see
how symmetry influences the ways organisms function in
their environments.”

Next, let’s turn to Didi Johnson’s chemistry lesson.

Didi wants her students to understand Charles’s law of
gases, the law stating that an increase in the temperature
of a gas causes an increase in its volume when the pressure
on the gas remains the same.
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To illustrate that heat causes gases to expand, Didi
prepares a demonstration in which she places three iden-
tical balloons filled with the same amount of air into three
beakers of water. She puts the first into a beaker of hot wa-
ter, the second into a beaker of water at room temperature,
and the third into a beaker of ice water, as shown.

e o >

“This water is near boiling,” Didi explains as she
places the first balloon in the beaker. “This is room tem-
perature, and this has had ice in it, so it is near the freez-
ing point,” she continues as she puts the other two
balloons into the beakers.

“Now, today,” she says as she begins writing on the
board, “we’re going to discuss Charles’s law, but before we
put it on the board and discuss it, we’re going to see what
happened to the balloons. ... Look up here. ... How is the
size of the balloon related to the temperature of the water
we placed it in?”

“The balloon in the hot water looks bigger,” Chris
responds.

“Can you see any difference in these two?” Didi con-
tinues, pointing to the other two balloons.

“The one in the cold water looks smaller than the one
in the room temperature water,” Chris adds.

“So, from what we see, if you increase temperature,
what happens to the volume of the gas?”

“It increases,” several students volunteer.

Didi writes, “Increase in temperature increases vol-
ume” on the board, emphasizes again that the amount of
air and the pressure in the balloons were kept essentially
constant, and then asks, “Who can state Charles’s law
based on what we’ve seen here?”

“Increased temperature will increase volume if you
have constant pressure and mass,” Jeremy offers.

Didi briefly reviews Charles’s law, writes an equation
for it on the board, and has the students solve a series of
problems using the law.

Finally, let’s look at Bob Duchaine’s discussion of the Viet-
nam War.

Bob begins by saying, “To understand the Vietnam War, we
need to go back to the beginning. Vietnam had been set up
as a French colony in the 1880s, but by the mid-1900s, the
military situation had gotten so bad for the French that they
only controlled the little city of Dien Bien Phu.”

Bob explains that the French surrendered in the sum-
mer of 1954, and peace talks followed. The talks resulted
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in Vietnam being split, and provisions for free elections
were set up.

“These elections were never held,” Bob continues. “Ngo
Dinh Diem, in 1956, said there will be no free elections: Tam
in charge of the South. You can have elections in the north if
you want, but there will be no elections in the south.”

Bob continues by introducing the domino theory,

Educational Psychology

loss of the countries, he explains, was to confront North
Vietnam.

“And that’s what we’re going to be talking about
throughout this unit,” he says. “The war that we took over
from the French to stop the fall of the dominos soon was
eating up American lives at the rate of 12 to 15 thousand
a year. . .. This situation went from a little simple plan—

to stop the dominos from falling—to a loss of over 53,000
American lives that we know of.

“We’ll pick up with this topic day after tomorrow. . . .
Tomorrow you have a fun day in the library.”

which suggested that countries such as South Vietnam,
Cambodia, Laos, Thailand, Burma, and even India
would fall into communist hands much as dominos tip
over and knock each other down. The way to prevent the

Short-Answer Questions

3. What type or types of knowledge did Didi Johnson
primarily demonstrate?

In answering these questions, use information from the chapter,
and link your responses to specific information in the case.

1. What type or types of knowledge did Rebecca Atkins

el areid Bk 4. What type or types of knowledge did Bob Duchaine

primarily demonstrate?

2. What type or types of knowledge did Richard Nelms

E N Y To receive feedback for these questions, go to Appendix B.

Now go to Chapter 1 of MyEducationLab, located at www.myeducationlab.com, where you can:

+ Take a quiz to test your mastery of chapter objectives. Detailed feedback is provided to explain why your responses are
correct or incorrect.

+ Deepen your understanding of chapter concepts with Review, Practice, Enrichment exercises.

« Complete Activities and Applications that will help you apply what you have learned in the chapter by analyzing real
classrooms through video clips, artifacts, and case studies. Your instructor will provide you with feedback for the Activities
and Applications.

+ Develop your professional knowledge and decision making in Building Teaching Skills and Dispositions exercises. Structured
feedback will be available to you, providing you with support as you practice each skill. Your instructor will provide you
with feedback on the final task that accompanies the exercise.

Important Concepts

developmentally appropriate pedagogical content knowledge
practice (p. 12) (p-9)
educational psychology (p. 4) qualitative research (p. 18)
correlation (p. 16) experimental research (p. 17) random assignment (p. 17)
correlational research (p. 16) general pedagogical knowledge  reflective practice (p. 5)
descriptive research (p. 15) (p- 10)
developmental differences
(p. 12)

reforms (p. 13)

research (p. 14)

scientifically based research
(p-19)

theory (p. 20)

accountability (p. 13)
action research (p. 19)
case studies (p. 22)
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Stages of Development
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Learning and Development in a Cultural Context

Zone of Proximal Development

Scaffolding: Interactive Instructional Support

m Theory to Practice: Applying Vygotsky’s Theory in Your Classroom
Piaget’s and Vygotsky's Views of Knowledge Construction

Language Development

The way students think about the world they live in depends on their maturity, and perhaps
even more significantly, on their experiences. Keep these factors in mind as you examine the

Theories of Language Development
Early Language Development
Language Development in the School Years

B Exploring Diversity: Language Development for Non-Native English Speakers
B Developmentally Appropriate Practice: Promoting Cognitive and Linguistic

Development With Different-Aged Learners

“objecfives

After you have completed your
study of this chapter, you should
be able to:

1. Describe development, and
explain why understanding
cognitive development is
important for teachers.

2. Use concepts from Piaget's
theory of intellectual
development to explain both
classroom and everyday events.

3. Use Vygotsky's sociocultural
theory to explain how language,
culture, and instructional
support influence development.

4. Use theories of language
development to explain
language patterns in children.

thinking of the students in the following case study.

On Friday morning Karen Johnson, an eighth-grade science teacher, walks into the

teachers’ workroom with a disgusted look on her face.
“What’s happening?” Ken, one of her colleagues, asks.

“Tjust had the most frustrating class,” Karen replies. “You know how I told you the
other day that my third-period students really struggle with basic science concepts.
Well, today we were working on density. They memorize the formula and try to solve
problems but don’t really get it. They are confused about basic concepts such as mass,
weight, volume—everything. To them, mass, weight, and density are all the same. If it’s

bigger, it’s more dense. The class was a disaster.”

“You know how these kids are; they just aren’t used to thinking on their own,” Ken

responds.

“That’s part of the problem, but there’s more.” Karen says, shaking her head.
“They’ve never really done anything other than memorize some definitions and formu-

las. So what do we expect?”

29
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Development. The changes that occur in
human beings as we grow from infancy to
adulthood.

Physical development. Changes in the
size, shape, and functioning of our bodies.

Personal, social, and emotional
development. Changes in our
personality, the ways we interact with
others, and our ability to manage our
feelings.

Cognitive development. Changes in our
thinking that occur as a result of learning,
maturation, and experience.

Maturation. Genetically controlled,
age-related changes in individuals.

A variety of experiences contributes to
learners’ development.

Chapter 2

The Development of Cognition and Language

We will return to the conversation between Karen and Ken later in the chapter, but for now,
think about these questions:

1. Why did Karen’s students struggle with a concept as basic as density?
2. What, specifically, can Karen do in response to their struggles?
3. How will an understanding of the way students think increase your effectiveness as a teacher?

Theories of cognitive development help answer these questions, and in this chapter you’ll see
how these theories can be applied to your teaching.

What Is Development?

Think back to when you were in elementary and middle school. What kinds of things can you
do now that you couldn’t do then? Who were your friends? How about your high school years?
How has your thinking changed since you graduated?

These questions deal with the concept of development, which refers to the changes that
occur in human beings as we grow from infancy to adulthood. Physical development describes
changes in the size, shape, and functioning of our bodies. Personal, social, and emotional de-
velopment refers to changes in our personalities, the ways we interact with others, and our abil-
ity to manage our feelings.

In this chapter, we focus on cognitive development, changes in our thinking that occur as a
result of learning, maturation, and experience (Figure 2.1). This helps us understand differences
in the ways that young children think compared to the thinking of older students and adults. It
also helps us understand why students who have had a rich array of experiences think differently
than those the same age whose experiences are limited. Karen was focusing on cognitive develop-
ment when she lamented her students’ inability to understand the concept density.

Principles of Development

At least three general principles exist that apply to all people and all forms of
development.

« Development depends on both heredity and the environment. Maturation, geneti-
cally controlled, age-related changes in individuals, plays an important role. High
school students are more cognitively mature than elementary or middle school
students, which helps us understand why we don’t teach calculus or physics, for ex-
ample, to younger students. While genetics are largely fixed, learners” experiences
also influence their development. Genetics set an upper limit on what may be
achieved, but the environment determines where individuals fall within the range.

« Development proceeds in relatively orderly and predictable patterns. Developmen-

tal psychologists generally agree that development is systematic (Lerner, 2006).

We babble before we talk, crawl before we walk, and learn concrete concepts such

as mammal and car before we learn abstract ones such as density and democracy.

People develop at different rates. While progression from childhood to adoles-

cence and ultimately to adulthood is generally orderly, the rate at which we

progress varies dramatically. We have all heard phrases such as, “He’s a late
bloomer” or “She never quite grew up,” which describe individual differences in
people’s rates of development.

With these general principles in mind, we now focus on cognitive development. We begin
by considering research on the role of the brain in this process.

|
Development ﬁ

Experience Learning Maturation

Figure 2.1 Factors influencing human intellectual development
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The Human Brain and Cognitive Development

Our cognitive development is strongly influenced by physiological changes that occur in our
brains. In recent years, neuroscience has developed new brain imaging techniques that
allow changes in the brain to be studied as development occurs (Craig, 2003; Nelson, Thomas,
& DeHaan, 2006). Understanding these changes can help you better guide the development of
your students.

The Learning Physiology of the Brain

The human brain is incredibly complex. Estimates suggest that it is composed of between 100
and 200 billion nerve cells, called neurons (Berninger & Richards, 2002; Merzenich, 2001). The
neuron is the learning unit of the brain. As you can see in Figure 2.2, a neuron is composed of
a cell body, dendrites, which are branchlike structures that extend from the cell body and re-
ceive messages from other neurons, and axons, which transmit outgoing messages to other
neurons (Craig, 2003).

Neurons don’t actually touch one another; instead, signals are sent across synapses, tiny
spaces between neurons that allow messages to be transmitted from one to another. When
an electrical impulse is sent down an axon, it stimulates a chemical that crosses the synapse
and stimulates the dendrites of neighboring neurons. Frequent transmissions of informa-
tion between neurons can establish a permanent physical relationship between them
(P. Howard, 2000).

Dendrites —=

Neurotransmitter
Molecules

e Y
»
| 4

Figure 2.2 The learning physiology of the brain
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Neurons. Nerve cells composed of cell
bodies, dendrites, and axons, which make
up the learning capability of the brain.

Dendrites. Branchlike structures in
neurons that extend from the cell body
and receive messages from other neurons.

Axons. Components of neurons that
transmit outgoing messages to other
neurons.

Synapses. The tiny spaces between
neurons that allow messages to be
transmitted from one neuron to another.
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Researchers once believed that we are born with all the neurons we will ever have, but
newer research indicates that neurons are created throughout people’s lives (Halpern, 2008).
Each neuron has about 2,500 synapses, and cognitive development involves both creating
and eliminating synaptic connections between neurons (Bruer & Greenough, 2001; Byrnes,
2001b). Evidence from animal studies indicates that learning experiences can increase the
number of neurons and the number of synaptic connections per neuron (Berninger &
Richards, 2002; Halpern, 2008). For example, laboratory rats given experiences with mazes
and objects to manipulate develop and retain 25 percent more synapses than rats developed
in sterile environments (Nelson et al., 2006). Age is also important; younger rats’ brain de-
velopment is more sensitive to this stimulation than are the brains of older rats. This research
supports the contention that experience is essential for cognitive development (Bransford et

al., 2000).

During the first 3 years of life, so many new synapses occur that they far exceed adult lev-
els. Psychologists believe that generating more synapses than they will ever need allows children
to adapt to a wide variety of circumstances (Bruer & Greenough, 2001). As they begin to expe-
rience orderly patterns in their environment, the large number of synapses become unneces-
sary, and two important processes, myelination and synaptic pruning, occur in the brain (Nelson
et al., 2006). Myelination occurs when cells grow around neurons to give them structural sup-
port and form a fatty coating (myelin) that insulates axons and enables them to conduct elec-
trical charges quickly and efficiently. Synaptic pruning, the second developmental trend,
eliminates synapses that are infrequently used. At age 2 or 3, each neuron has around 15,000
synapses, but, as a result of synaptic pruning, this number is sharply reduced in adults. This “use
it or lose it” tendency allows the brain to adjust and respond to the environment in which it is

developing.

An understanding of synaptic connections and evidence supporting early stimulation in
animals have resulted in some brain-based research advocates recommending specialized in-
struction during the early years. Other experts aren’t so sure. Research confirms that early stim-
ulus deprivation can impede cognitive development, but little evidence exists to support the
application of added stimulation in the form of expensive toys or computers (Nelson et al.,
2006). Pots and pans, blocks, and conversations with caring adults are more than adequate for
normal cognitive development.

Whether or not critical periods exist for certain aspects of cognitive development is another
controversial topic. For instance, a critical time for language learning appears to exist in humans,
especially learning to pronounce words in a particular language (Bortfeld & Whitehurst, 2001).
Adults who learn a language later in life struggle to produce certain sounds that are effortless for
native speakers. Extrapolating from these findings, some educators suggest designing schools
around these critical periods. However, other experts caution,

Body movement
and coordination

Body sensation

Parietal lobe

Auditory

cortex Occipital lobe

Temporal lobe

Figure 2.3 The cerebral cortex

The tremendous production of synapses during infancy and toddlerhood does
not mean that teaching culturally specific knowledge and skills should begin
at this time. To the contrary, no sensitive periods for this kind of learning have
been identified. (Berk, 2003, p. 186)

The Cerebral Cortex

The cerebral cortex, the outer covering of the cerebrum, is the site of much that
characterizes human thinking, problem solving, and language (Nelson et al.,
2006) (see Figure 2.3). Not surprisingly, it is proportionately much larger in hu-
mans than in other animals, and it contains the greatest number of neurons and
synapses.

The cerebral cortex develops more slowly than other parts of the brain, and
different parts of the cortex mature at different rates. The part controlling phys-
ical movement develops first, followed by vision and hearing, and ending with
the frontal lobes that control higher-order thinking. These frontal lobes play a
major role in decision making, risk taking, delay of gratification, and managing
impulsive behaviors. This area of the brain may not be fully developed for two
decades.
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The development in the frontal lobes helps explain several aspects of behavior, such as the
temper tantrums of 2-year-olds and the impulsive and sometimes dangerous behaviors of
teenagers, such as speeding, drinking and driving, drug use, and unprotected sex. While equipped
with the bodies of adults, their abilities to assess risk and make sound decisions are still
developing. Rules and limits that simplify decisions help teenagers through this often confusing
period.

Brain-imaging research suggests that the cortex may develop more slowly in students with
attention deficit/hyperactivity disorder (ADHD) (Shaw & Rapoport, 2007). This may explain
why many students with ADHD outgrow the condition in their teen years.

The left and right hemispheres of the cortex specialize in different functions (Byrnes,
2001a). The right side controls the left side of your body and vice versa. In addition, in most
people, the left hemisphere controls language and logical thinking, and the right hemisphere
deals with synthesizing information—especially visual images—into meaningful patterns.

This hemispheric specialization has been misinterpreted by many in education and has re-
sulted in expressions such as “He’s a right-brain thinker” or “This task requires left-brain think-
ing” Despite their separate specialties, the two hemispheres are connected by neurons and
function as an integrated whole, especially with most of the cognitive tasks found in school
(N. Carlson, 1999). Experts generally believe that efforts to teach to the left or right brain are
both overly simplistic and misguided (Byrnes & Fox, 1998; Stanovich, 1998).

Putting Research on the Brain into Perspective

“Brain-based learning,” an attempt to directly apply research on the brain to instruction, is con-
troversial, with proponents (e.g., Craig, 2003; Walsh & Bennett, 2004) lining up on one side and
critics (e.g., Coles, 2004; A. Davis, 2004; Willis, 2007) on the other. Proponents promote the use
of critical periods to maximize learning and development (Willis, 2006). They also emphasize
the importance of deliberate practice and strategies such as guided discovery, problem solving,
and hands-on learning.

Critics, on the other hand, acknowledge that critical periods probably do exist in humans
but point out that our brains retain an enormous ability to benefit from stimulation through-
out our lives (Bransford et al., 2000; Willingham, 2006). In addition, no evidence indicates the
existence of critical periods in the development of traditional academic subjects, such as read-
ing or math. Critics further argue that deliberate practice and the active learning strategies de-
scribed by brain-based learning proponents have been widely accepted for years, and
describing them as “brain-based” adds nothing new (Shaywitz & Shaywitz, 2004; Zull, 2004).
“The brain based learning advocates . . . have [merely] repackaged progressive educational
principles favoring active learning and constructivist methods” (Jorgenson, 2003, p. 365).

The critics’ positions can be summarized in the following quote: “Neuroscience has only
the broadest outline of principles to offer education at this time. And in a lot of cases, the prin-
ciples suggest strategies that educators already know” (D’Arcangelo, 2000, p. 71).

Research does consistently indicate, however, that the stimulation that occurs in a healthy
environment is essential to normal cognitive development, and parents and teachers play ma-
jor roles in the process. At present, cognitive science, the area of research that examines how
people learn and develop, offers the most valuable suggestions for teachers that presently exist.
We discuss this research in detail throughout this text.

check your .

understanding

1.1 Describe development and explain why understanding cognitive development is
important for teachers.

1.2 Describe the basic principles of development. Why are they important for teachers?
1.3 How does the physical development of the brain influence cognitive development?

To receive feedback for these questions, go to Appendix A.
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Piaget’'s Theory of Intellectual Development

To begin this section, consider the following problem:

You have two identical containers of liquid. You then pour the contents of one into a third
container, as shown here. Now, are the amounts of liquid in the first and third containers
the same or different?

This task may seem ridiculous; the amounts are obvi-

Jean P Ia et (1896-1980) was born in Switzerland, a precocious ously the same, since you merely poured the contents of

child with an initial interest in biology. As a young man, he taught at a school
run by Alfred Binet, founder of the Binet intelligence test, and he became in-
terested in the fact that young children gave consistently wrong answers to
certain questions. This gradually led him to conclude that children’s thought

one container into the other. However, in the 1920s Jean
Piaget used problems such as this to examine children’s
thinking. He found, for example, that young children,
such as 4- or 5-year-olds, concluded that the third con-

processes are inherently different from those of adults, and he began to focus
on the development of thinking in children. His research began with detailed
observations of his own three children. Initially, his ideas were not well re-
ceived because his research procedures weren't viewed as scientifically rigor-
ous. In time, as his ideas were accepted and became prominent, he changed
the landscape of developmental psychology. During his career he wrote more
than 60 books and hundreds of articles.

tainer has more liquid, whereas older children noted that
the amounts are obviously the same. The differences in
children’s thinking proved fascinating to Piaget and re-
sulted in one of the most widely studied theories of cog-
nitive development (Inhelder & Piaget, 1958; Piaget, 1952,
1959, 1980). We examine his theory in this section.

The Drive for Equilibrium

Are you bothered when something doesn’t make sense? Do you want the world to be pre-
dictable? Are you more comfortable in classes where the instructor specifies the requirements
and outlines the grading practices? For most people, the answer to these questions is “Yes.”

People want their experiences to make sense, and they have an intrinsic need for under-
standing, order, and certainty. This finding is widely accepted by sources ranging from phi-
losophy to the popular media (e.g., van Gelder, 2005). “We inquire about the past, present,
and future. We investigate every conceivable subject. Human beings want and need to make
sense of things that happen—or don’t happen—in the short run as well as over the long haul”
(Marinoft, 2003, p. 3).

Piaget (1952, 1959, 1980) described this need for understanding as the drive for
equilibrium, a cognitive state in which we’re able to explain new experiences by using exist-
ing understanding (our experiences make sense to us). If we can explain new experiences, we
remain at equilibrium; if we can’t, our equilibrium is disrupted, and we are motivated to
reestablish it. When our understanding advances as a result of regaining equilibrium, devel-
opment occurs.

The drive for equilibrium can be a double-edged sword. Karen’s students, for example,
were at equilibrium when they equated the concepts mass and density. As you'll see in Chapters
8and 9, people’s need for equilibrium helps us understand why they retain misconceptions and
why critical thinking is often difficult.

Equilibrium. A cognitive state in which
we can explain new experiences by using
existing understanding.
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organization and Adaptation:
The Development of Schemes

To achieve and maintain equilibrium, people use two related processes: organization and
adaptation.

Achieving Equilibrium: The Process of Organization

To make sense of our experiences and reach equilibrium, people create schemes, mental oper-
ations that represent our constructed understanding of the world. The process of creating and
using schemes to make sense of experiences is called organization.

For instance, when you learned to drive a car, you had a series of experiences with at-
tempting to start the engine, maneuver in traffic, and make routine driving decisions. As
you organized and came to understand these experiences, they became your “driving”
scheme.

As suggested by our example with the containers of liquid, the schemes we construct vary
with age. Infants develop psychomotor schemes such as reaching for and holding objects;
school-age children develop more abstract schemes such as classification and proportional rea-
soning. Piaget used the idea of schemes to refer to a narrow range of operations, such as in-
fants’ object permanence scheme (the idea that an object still exists even when we can’t see it)
or children’s conservation-of-volume scheme (the idea that the amount of liquid doesn’t
change if it is poured into a different-shaped container, as you saw in our example) (Piaget,
1952). However, teachers and some researchers (e.g., Wadsworth, 2004) find it useful to extend
Piaget’s idea to include content-related schemes, such as an adding-fractions-with-unlike-
denominators scheme, a creating-a-persuasive-essay scheme, or a reptile scheme. As with our
driving scheme, each represents our understanding of a piece of the world, and as you'll see in
the chapters that focus exclusively on cognitive learning theories (Chapters 7-9), they are com-
monly described as schemas rather than schemes. We use this expanded view in our descrip-
tion of Piaget’s work.

Maintaining Equilibrium: The Process of Adaptation

As we have new experiences, our existing schemes may become inadequate; that is, they can’t
explain the new experience, and our equilibrium is disrupted. To reestablish it, we adapt.
Adaptation is the process of adjusting schemes and experiences to each other to maintain equi-
librium. For example, if you learn to drive a car with an automatic transmission and then later
buy one with a stick shift, you must adapt your “driving” scheme.

Adaptation consists of two reciprocal processes: accommodation and
assimilation (Byrnes, 2001a). Accommodation is a form of adaptation dur-
ing which individuals modify an existing scheme and create a new one in re-
sponse to experience. For example, as you learn to drive with the stick shift,
you modify your original driving scheme and create a driving-with-a-stick-
shift scheme; you have accommodated your original driving scheme. Accom-
modation functions with its counterpart process, assimilation. Assimilation
is a form of adaptation during which individuals incorporate an experience
in the environment into an existing scheme. For instance, once you've
learned to drive a car with a stick shift, you likely will also be able to drive a
pickup truck with a stick shift. You will have assimilated the experience with
the pickup truck into your driving-with-a-stick-shift scheme. The relation-
ship between assimilation, accommodation, and equilibrium is illustrated in
Figure 2.4.

Accommodation

Scheme modified
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Schemes. Mental operations that
represent our constructed understanding
of the world.

Organization. The process of creating
and using schemes to make sense of
experiences.

Adaptation. The process of adjusting
schemes and experiences to each other to
maintain equilibrium.

Accommodation. A form of adaptation
during which individuals modify an existing
scheme and create a new one in

response to experience.

Assimilation. A form of adaptation
during which individuals incorporate an
experience in the environment into an
existing scheme.

Equilibrium

Adaptation

Assimilation

Stimulus modified

Both driving a car
with a stick shift and

i “Driving-with- ith .
Factors Influencing Development a-stick-shift” schome driving a pickup truck
created with a stick shift in

As you saw in the preceding paragraphs, experience is the key to development.
New experiences can require accommodation, and it is through accommoda-
tion that schemes are modified and thinking is advanced. Two forms of experi-
ence are important: (1) experience with the physical world and (2) social
experiences. Let’s look at them.

“driving-with-a-stick-
shift” scheme

Figure 2.4 Maintaining equilibrium through the
process of adaptation
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Social experience. The process of
interacting with others.

y

) To examine the role of experi-

ence in development, go to the

Activities and Applications sec-

tion in Chapter 2 of MyEduca-
tionLab at www.myeducationlab.com,
and watch the episode Developmental
Differences: Studying Properties of Air in
First Grade. Answer the questions follow-
ing the episode.
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Experience with the Physical World

To see how experience with the physical world influences development, think again about your
driving. Because of your driving experience, you had to accommodate your driving scheme,
and your ability to drive developed. For young children, maturation is also important, but for
older students and adults, experience is the key. Without it, development doesn’t occur.

The central role that experience plays in cognitive development helps us answer the first
question that we asked at the beginning of the chapter: “Why did Karen’s students struggle
with a concept as basic as density?” They struggled because they lacked the direct, concrete
experiences they needed to understand the concept. For example, many of us have used the
formula Density = Mass/Volume (d = m/v), plugged in numbers, and got answers that meant
little to us.

To see how Karen responds to this problem, let’s sit in on another conversation she has
with Ken the Tuesday following their Friday discussion.

“What’s that for?” Ken asks, seeing Karen walking into the teachers’ lounge with a
plastic cup filled with cotton balls.

“I'just had the greatest class,” Karen replies. “You remember how frustrated I was
on Friday when the kids didn’t understand basic concepts like mass and density, and
all they wanted to do was memorize a formula. . . . I thought about it over the week-

end, and decided to try something different, even if it seemed sort of elementary.

“See,” she goes on, compressing the cotton in the cup. “Now the cotton is more
dense. And now it’s less dense,” she points out, releasing the cotton.

“Then, I made some different-sized blocks out of the same type of wood. Some
of the kids believed the density of the big block was greater. But then we weighed the
blocks, measured their volumes, and computed their densities, and the kids saw they
were the same. They gradually began to understand that size is only one factor influ-
encing density.

“This morning,” she continues with increasing animation, “I had them put
equal volumes of water and vegetable oil on our balances, and when the balance
tipped down on the water side, they saw that the mass of the water was greater, so

water is more dense. I had asked them to predict which was more dense before we did
the activity, and most of them said oil. We talked about that, and they concluded the
reason they predicted oil is the fact that it’s thicker.

“Here’s the good part,” she continues. “Calvin, he hates science, remembered that
oil floats on water, so it made sense to him that oil is less dense. He actually got excited
about what we were doing and came up with the idea that less-dense materials float on
more-dense materials.

“You could almost see the wheels turning. We even got into population density and
compared a door screen with the wires close together to one with the wires farther
apart, and how that related to what we were studying. The kids were really into it. A day
like that now and then keeps you going.”

This description addresses the second question we asked at the beginning of the chapter:
“What, specifically, can Karen do in response to their struggles?” She responded by providing
the specific, concrete experiences they needed to understand the concept and ultimately ad-
vance their development. Now, her students are better equipped to explain why people float
more easily in the ocean than in lakes, why hot-air balloons rise, and many others. Their think-
ing is more fully developed.

Social Experience

Piaget also emphasized the role of social experience, the process of interacting with other peo-
ple, on development (Wadsworth, 2004). Social experience allows learners to test their schemes
against those of others. When schemes match, we remain at equilibrium; when they don’t, our
equilibrium is disrupted, we are motivated to adapt, and development occurs.

Karen’s role in guiding the students’ developing understanding was an essential aspect of
this social experience. Most of the students had prior experiences with objects that sink and
float, and through social interaction Karen helped them connect these experiences to a general
principle about factors that influence buoyancy.
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Recognizing that social interaction is essential for development has
strongly influenced both education and child-rearing practices. For exam-
ple, parents organize play groups for their young children, classrooms uti-
lize cooperative learning, and teachers encourage students to conduct
experiments and solve problems in groups. The fact that these activities
contribute to development illustrates the value of social interaction.

Stages of Development

Among the most widely known elements of Piaget’s theory are his descrip-
tions of stages of development. The stages describe general patterns of
thinking for children at different ages and with different amounts of expe-
rience. As you study the characteristics of each stage, keep the following
ideas in mind:

+  Movement from one stage to another represents a qualitative difference
in thinking; that is, a difference in the way children think about their ex-
periences, not the amount that they know.

+  Children develop steadily and gradually, and experiences in one stage
form the foundation for movement to the next (P. Miller, 2002).

+ Although rates vary, all people pass through each stage before progressing into a later one.
Older children and even adults will process information in ways that are characteristic of
young children if they lack experience in that area (Keating, 2004).

+ Although approximate chronological ages are attached to the stages, children pass through
them at different rates, and students at the same age may be at different stages (Brainerd,
2003; P. Miller, 2002).

Social experience encourages learners to examine their
schemes by comparing them to the schemes of others.

Table 2.1 summarizes Piaget’s stages of development, and we describe them in the sections
that follow.

The Sensorimotor Stage (0 to 2 Years)

In the sensorimotor stage, children use their senses and motor capacities to understand the
world. The schemes they develop, such as using eye—hand coordination to grab objects and
bring them to their mouths, are based on their physical interactions with their environments.

E . I Piaget's Stages and Characteristics

Characteristics

Stage Example

Goal-directed behavior Makes jack-in-the-box pop up

Sensorimotor (0-2)

Object permanence (represents
objects in memory)

Searches for object behind parent’s back

Rapid increase in language ability
with overgeneralized language

Preoperational (2-7) We goed to the store.”

Symbolic thought

Dominated by perception

Points out car window and says, “Truck!”

Concludes that all the water in a sink came out of the faucet (the cartoon
in Chapter 1)

Concrete Operational
(7-11)

Operates logically with concrete materials

Classifies and serial orders

Concludes that two objects on a “balanced” balance have the same mass
even though one is larger than the other

Orders containers according to decreasing volume

Formal Operational
(11-Adult)

Solves abstract and hypothetical problems

Thinks combinatorially

Considers outcome of WWII if the Battle of Britain had been lost

Systematically determines how many different sandwiches can be made
from three different kinds of meat, cheese, and bread
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Object permanence. The understanding
that objects exist separate from the self.

Conservation. The idea that the
"amount” of some substance stays the
same regardless of its shape or the
number of pieces into which it is divided.

Centration (centering). The tendency to
focus on the most perceptually obvious
aspect of an object or event, neglecting
other important aspects.

Transformation. The ability to mentally
record the process of moving from one
state to another.

Reversibility. The ability to mentally trace
the process of moving from an existing
state back to a previous state.
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Early in the sensorimotor stage, children do not mentally represent objects; for them, the ob-
jects are literally “out of sight, out of mind.” Later in the stage, however, they acquire object per-
manence, the understanding that objects exist separate from the self. Children in this stage also
develop the ability to imitate, an important skill that allows them to learn by observing others.

The Preoperational Stage (2 to 7 Years)

In the preoperational stage, perception dominates children’s thinking. The name of this stage
comes from the idea of “operation,” or mental activity. A child who can classify different ani-
mals as dogs, cats, and bears, for example, is performing a mental operation.

Many changes occur in children as they pass through this stage. For example, they make
enormous progress in language development, reflecting growth in the ability to use symbols.
They also learn huge numbers of concepts. For example, a child will point excitedly and say,
“Truck,” “Horse,” and “Tree,” delighting in exercising these newly formed schemes. These
concepts are concrete, however; the truck, horse, and tree are present or associated with the
current situation. Children in this stage have limited notions of abstract ideas such as
fairness, democracy, and energy. The powerful effect of perceptual dominance is also seen in
another widely publicized idea from Piaget’s theory: preoperational students’ inability to
conserve.

Conservation. Conservation refers to the idea that the “amount” of some substance stays the
same regardless of its shape or the number of pieces into which it is divided. The thinking of
young children can be demonstrated with a number of conservation tasks. The example with the
containers of liquid that we used to introduce our discussion of Piaget’s work is one example. A
number of others exist, and Figure 2.5 outlines two conservation tasks.

In Figure 2.5 we see that preoperational children don’t “conserve.” That is, it makes sense
to them that the amount of liquid (as we saw in the example at the beginning of our discussion
of Piaget’s work), the number of coins, or the amount of clay can somehow change without
adding or subtracting anything from them. Let’s see how this occurs using the example with
the liquids on page 34. (Check Your Understanding question 2.2 asks you to explain how this
occurs with the coins and clay.)

First, the children tend to center on the height of the liquid in the container. Centration
(or centering) is the tendency to focus on the most perceptually obvious aspect of an object or
event, and ignore other important aspects. The height is the most perceptually obvious feature
of the liquids, so preoperational children conclude that the tall, narrow container has more lig-
uid. Second, young children lack transformation, which is the ability to mentally record the
process of moving from one state to another. They don’t mentally record the process of pour-
ing the liquid into the third container; they see it as new and different. Third, they lack
reversibility, which is the ability to mentally trace the process of moving from an existing state

A nonconserver is influenced by appearances, believing that the flat pieces of clay have different amounts than the balls of clay even though they
were initially the same.
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Conservation | Initial Presentation by Change in Presentation by Typical Answer From
Task Observer Observer Preoperational
Thinker
Number The observer shows the The observer spreads the The preoperational
child two identical rows of bottom row apart while the child typically
objects. The child agrees child watches. The observer responds that the
that the number in each then asks the child if the two row that has been
row is the same. rows have the same number spread apart has more
of objects or if there are more | objects. The child
in one row. centers on the length,

ignoring the number.

Mass The observer shows the The observer flattens and The preoperational
child two balls of clay. lengthens one of the balls child typically
The child agrees that the while the child watches. The responds that the
amount of clay is the observer then asks the child longer, flattened
same in each. (If the child | if the two have the same piece has more clay.
doesn't agree that they amount of clay or if one has The child centers on
have the same amount, more. the length.

the observer then asks the
child to move some clay
from one to the other

until the amount is the
same.)

Figure 2.5 cConservation tasks for number and mass

back to a previous state, such as being able to mentally reverse the process of pouring the lig-
uid from one container to another. When lack of transformation and reversibility are com-
bined with their tendency to center, we can see why they conclude that the tall, narrow
container has more liquid in it, even though no liquid was added or removed.

Egocentrism. Egocentrism, people’s tendency to believe that other people view the world
as they do, is another characteristic of preoperational children. Egocentric people don’t con-
sider the world from others’ perspectives. As an example, imagine that you're looking at a chair
from the front and you're asked to describe how it would look to a person seated on the oppo-
site side. As with Piaget’s conservation tasks, this task is easy for us. Piaget and Inhelder (1956),
in another famous experiment, showed young children a model of three mountains and asked
them to describe how the mountains would look to a doll seated on the opposite side. The chil-
dren described the doll’s view as identical to their own.

The Concrete Operational Stage (7 to 11 Years)

The concrete operational stage, which is characterized by the ability to think logically about
concrete objects, marks another important advance in children’s thinking (Flavell, Miller, &
Miller, 2002). For instance, when facing the conservation-of-number task, concrete operational
thinkers simply observe, “You just made the row longer” or “You just spread the coins apart,”
so the number must be the same. This represents logical thought.
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Egocentrism. The tendency to believe
that other people look at the world as the
individual does.

s

) To examine students’ responses
t

0 Piaget’s famous conservation

k tasks, go to the Activities and Ap-

plications section in Chapter 2 of

MyEducationLab at www.myeducationlab.
com, and watch the episode Examining
Learner Thinking: Piaget’s Conservation
Tasks. Answer the questions following the
episode.
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Classification. The process of grouping
objects on the basis of common
characteristics.

Seriation. The ability to order objects
according to increasing or decreasing
length, weight, or volume.

Transitivity. The ability to infer a
relationship between two objects based on
knowledge of their relationship with a third
object.
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Concrete operational learners also overcome some of the egocentrism of preoperational
thinkers. They are better able to understand the views of others and able to take on the roles
and perspectives of their peers as well as storybook characters.

Classification and Seriation. Classification and seriation are two logical operations that
develop during this stage (Piaget, 1977), and both are essential for understanding number con-
cepts. Classification is the process of grouping objects on the basis of common characteristics.
Before age 5, children can form simple groups, such as separating a pile of cardboard circles
into one group of white and another group of black. When a black square is added, however,
they typically include it with the black circles, instead of forming subclasses of black circles and
black squares. By age 7, they can form subclasses, but they still have problems with more com-
plex classification systems.

Seriation is the ability to order objects according to increasing or decreasing length,
weight, or volume.

Once children have acquired this ability, they can master transitivity, the ability to infer a
relationship between two objects based on knowledge of their relationship with a third object.
For example:

An experimenter has three sticks. He presents 1 and 2, as shown here:

1 2

Now he removes Stick 2 and displays 1 and 3, as you see here:

1 3
He then asks, “What do you know about the relationship between Sticks 2 and 3?”

A concrete operational thinker concludes that 2 is longer than 3, reasoning that, because 2
islonger than 1, and 1 is longer than 3, then 2 must be longer than 3. This illustrates transitivity.

Though concrete operational thinkers have made dramatic progress compared to preop-
erational learners, their thinking is still limited. For instance, they interpret sayings, such as
“Make hay while the sun shines,” literally, with a conclusion such as “You should gather your
crop before it gets dark.”

Let’s see how this compares to formal thinkers.

The Formal Operational Stage (Age 11 to Adult)
You’re making sandwiches for a picnic. You have three different kinds of bread, four
different kinds of meat, and three different kinds of cheese. How many different kinds of
sandwiches can you make?

Although concrete operational thinkers are capable of logic, their thinking is tied to the real
and tangible. Formal thinkers, in contrast, can think logically about the hypothetical and even the
impossible. During formal operations, learners can examine abstract problems, such as the one
above, systematically and generalize about the results. These abilities open a range of possibilities
for thinking about the world that were unavailable to learners at the earlier stages.

Characteristics of Formal Thought. Formal thinking has three characteristics
(P. Miller, 2002):

+ Thinking abstractly
+ Thinking systematically
¢ Thinking hypothetically
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As an example of abstract thinking, formal thinkers would interpret “Make
hay while the sun shines” to mean something more abstract, such as “Seize an op-
portunity when it exists.” Their ability to consider the abstract and hypothetical
makes the study of courses such as algebra, in which letters and symbols stand
for numbers, meaningful on a different level from the concrete thinker. To the
concrete operational child, x + 2x = 9 is meaningful only if it is represented con-
cretely, such as:

Dave ate a certain number of cookies. His sister ate twice as many. Together
they ate 9. How many did each one eat?

Formal operational learners, in contrast, can think about the equation as a
general idea, just as they would in the transitivity problem by saying, “If A is greater
than B, and if Bis greater than C, then A is greater than C”

Formal thinkers also reason systematically and recognize the need to control variables in
forming conclusions. A formal operational thinker would solve the sandwich problem by first
taking one type of bread and systematically working through all the different variations of meat
and cheese, and then do the same with a second type of bread. Concrete thinkers attack the
problem haphazardly (e.g., “Well, you could make a roast beef with white bread and cheddar
cheese. Then you could put salami on the rye bread with Swiss cheese.”).

Formal operational learners can also think hypothetically. Examples of students’ thinking
hypothetically include American history students imagining what might have happened if the
British had won the Revolutionary War, art students’ thinking about multiple perspectives and
light sources when they create drawings, and biology students” considering the possibilities
when crossing different combinations of dominant and recessive genes.

The difficulties Karen’s students had in understanding the concept density further illus-
trate the need for formal thinking in classrooms. When students cannot think abstractly, they
revert to memorizing what they can, or, in frustration, give up altogether.

Formal Operational Thinking: Research Results. Much of the middle, junior high,
and particularly the high school curriculum is geared toward formal operational thinking. Un-
derstanding density, for example, requires formal operations, and it was clear that the thinking
of Karen’s students was not formal operational with respect to the concept. Further, although
we think of centering as characteristic of the thinking of young children, we see it in older stu-
dents and even adults. For example, Karen’s students were
eighth graders, but they centered on the thickness of the oil,
concluding that it is more dense than water. Many adults also
do. Until they have concrete experiences demonstrating that
water is more dense, they’re likely to retain this belief.
Middle and high school curricula create a dilemma, be-
cause, as you saw illustrated with Karen’s students, research in-
dicates that the thinking of most middle, junior high, and high
school students is still concrete operational (and even preoper-
ational in some cases) (P. Alexander, 2006; M. Cole, Cole, &
Lightfoot, 2005). Additional research indicates that almost half
of all college students don’t consistently reason at the formal
operational stage, particularly in areas outside their majors
(De Lisi & Straudt, 1980; Wigfield, Eccles, & Pintrich, 1996).
Many individuals, including adults, never reach the stage
of formal operations in some content domains (Niaz, 1997).
These findings have important implications for teachers,
particularly those in middle schools, junior highs, and high
schools (and even universities). Many students come to these
settings without the concrete experiences needed to think at
the level of abstraction often required. Effective teachers re-
alize this and provide concrete experiences for them, as Karen

a1

Formal operational learners can think
logically about abstract and hypothetical
ideas.

did with her eighth graders. The many examples that we in-  concrete experiences provide opportunities for students to learn abstract
clude in discussions of the topics presented in this book are  concepts by modifying existing schemas.
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Applying Piaget’s Work in Your Classroom

Piaget's theory suggests that you keep the developmental needs of your students in mind as you design
and implement instruction. The following guidelines can help you in your efforts:

1. Provide concrete experiences that represent abstract concepts and principles.

2. Help students link the concrete representations to the abstract idea.

3. Use social interaction to help students verbalize and refine their developing understanding.

4. Design learning experiences as developmental bridges to more advanced stages of development.

Let's review Karen’s work with her students to see the extent to which she applied these guidelines in
her teaching. She applied the first two with her demonstrations of the concept density. For instance, she
showed the students the cotton balls in the cup, the blocks, and the balance with the water and oil, and
discussed screens and population density.

Karen didn’t simply demonstrate the concept and then explain it, however.
She combined the examples and demonstrations with detailed discus-
sion. Without this discussion, Calvin probably wouldn't have been able to
conclude that less-dense materials float on materials that are more dense,
and Karen probably wouldn't have observed, “You could almost see the
wheels turning.” In leading this interaction, Karen applied the third guide-
line—use social interaction.

The discussion and the students’ increased understanding then pre-
pared them to understand additional concepts such as population density,
buoyancy, and flotation. With this increased understanding, they would be
better prepared to explain advanced ideas such as hot air balloons and
massive oil tankers. These bridges applied the fourth guideline—design
learning experiences as developmental bridges.

our effort to provide concrete experiences as you attempt to understand educational psychol-
ogy. Without these experiences, students revert to whatever it takes for them to survive—in
most cases, memorization without understanding.

Putting Piaget’'s Theory into Perspective

As with all theories, Piaget’s work has critics. We look now at both the criticisms and strengths
of his work. The following outline some of the criticisms:

+  Piaget’s descriptions of stages that affect all types of tasks aren’t valid (K. Fischer & Bidell,
2006; Halford & Andrews, 2006; Siegler, 2006). For example, the development of concrete
operational thinking typically begins with conservation of mass, proceeds through a range
of other tasks, and ends with conservation of volume. Instead of discrete stages, many de-
velopment psychologists now think that general developmental trends best describe the
patterns of cognitive development (Halford & Andrews, 2006; Rogoff, 2003).

+ Piaget underestimated the abilities of young children. Abstract directions and requirements
cause children to fail at tasks they can do under simpler, more realistic conditions (Z. Chen
& Siegler, 2000; Siegler, 2006). When 3-year-olds are given a simplified conservation-of-
number task, for example, they succeed.

+ Piaget overestimated the abilities of older learners. For example, middle and junior high
teachers often assume that their students can think logically in the abstract, but as you
saw in our discussion of research examining formal thinking, often they cannot (Flavell
et al., 2002).

+ Children’s logical abilities depend more strongly on knowledge and experience in a spe-
cific area than Piaget suggested (P. Alexander, 2006; M. Cole et al., 2005). For example, if
given adequate experiences, students can solve proportional reasoning problems, but
without these experiences, they cannot (Fujimura, 2001).

+  Piaget’s work was essentially context-free and failed to adequately consider the influence
of culture on development (M. Cole et al., 2005). Culture determines children’s experi-
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ences, values, language, and their interactions with adults and each other (Rogoff, 2003).
(We examine the role of culture in development in our discussion of Lev Vygotsky’s work
in the next section.)

Despite these shortcomings, Piaget’s work has been enormously influential. For instance,
educators now see learning as an active process in which learners construct their own knowl-
edge, instead of seeing it as students passively receiving information. Piaget strongly con-
tributed to this constructivist view of learning.

Piaget’s work has also influenced the curriculum (Tanner & Tanner, 2007). Lessons are
now organized with concrete experiences presented first, followed by more abstract and de-
tailed ideas. Piaget’s influence is evident in the emphasis on “hands-on” experiences in science
and the use of manipulatives in math; in children writing about their own experiences in lan-
guage arts; and in students beginning social studies topics by studying their own neighbor-
hoods, cities, states, cultures, and finally those of other nations.

In summary, some of the specifics of Piaget’s theory are now criticized, but his emphasis
on experience and his idea that learners actively construct their own understanding are un-
questioned. He continues to have an enormous influence on curriculum and instruction in this
country.

Current Views of Cognitive Development

As you've seen in this section, Piaget conducted his research many years ago, and subsequent
research has both built on his theory and attempted to refine it. For example, more recent re-
search views cognitive development in terms of specific strategies learners use as they become
more efficient at processing information from the environment (Siegler, 2006).

Neo-Piagetian theory accepts Piaget’s stages but attempts to explain developmental
changes in terms of information processing efficiency and capacity. Robbie Case (1992,
1998), the most prominent researcher in this area, uses the acquisition of specific processing
strategies to explain movement from one stage to the next. For example, as children play with
water, they learn that water poured from a tall, thin glass to a short, wide one results in a
lower water level and vice versa. After a number of trials, this knowledge becomes automatic
and a regular part of the child’s cognitive repertoire. As this knowledge combines with other
areas of conservation such as mass and number, a central conceptual structure for conserva-
tion is created.

Neo-Piagetian approaches contribute to our understanding of development by offering
a clearer description of assimilation and accommodation. Practicing specific tasks such as
pouring water into different containers is a form of assimilation that leads to automaticity.
When demonstrating automaticity, the child no longer has to think about the results. This
clears memory space to think about connections between water conservation and the con-
servation of other materials. When the child makes this connection, he or she constructs a
new scheme that is more comprehensive and provides a more complete and accurate picture
of how the world operates. This is a form of accommodation. This perspective is useful be-
cause it helps explain why development in an area such as conservation is uneven and de-
pends on specific experiences. It also explains how specific areas of conservation are
integrated into a comprehensive conservation scheme.

Information processing theory explains development in terms of the increasingly sophis-
ticated strategies that learners use to complete cognitive tasks (Kuhn & Franklin, 2006;
Munakata, 2006).

For example, look at the following list for 15 seconds, then cover it up and see how many
items you can remember.

apple bear cat grape
hammer pear orange cow

chair sofa chisel lamp
saw table elephant pliers

Most adults organize a list like this into categories such as furniture, fruit, tools, and animals, and
use these categories to remember specific items (Pressley & Hilden, 2006). In comparison, young
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Neo-Piagetian theory. A theory of
cognitive development that accepts
Piaget's stages but explains developmental
changes in terms of information
processing efficiency and capacity.

Information processing theory. A
theory that explains development in terms
of the increasingly sophisticated strategies
that learners use to complete cognitive
tasks, such as remembering and solving
problems.

Practicing specific tasks is a form of
assimilation that can lead to automaticity.
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classroom

. Concrete experiences are essential to cognitive development. Pro-

vide concrete examples, particularly when abstract concepts are

first introduced.

e Elementary: A kindergarten teacher begins her unit on animals
by taking her students to the zoo. She plans to spend a portion
of the time at the petting zoo.

¢ Middle School: An English teacher encourages students to role-
play different characters in a novel they are reading. The class
then discusses the feelings and emotions of the characters.

e High School: An American government teacher involves his
students in a simulated trial to help them understand the Amer-
ican court system. After the activity, he has participants discuss
the process from their different perspectives.

Social interaction contributes to cognitive development. Use stu-

dents’ interactions to assess their present levels of development

and expose them to the thought processes of more advanced
thinking.

e Elementary: After completing a demonstration on light refrac-
tion, a fifth-grade science teacher asks students to describe
their understanding of what they saw. She encourages other
students to ask questions of those offering the explanations.

e Middle School: A science teacher gives his students a pretest
at the beginning of the year on tasks that require controlling
variables and proportional thinking. He uses this information to
group students for cooperative learning projects, placing
students with different levels of development in the same

connections

Applying an Understanding of Piaget's Views
of Development in Your Classroom

group. He models thinking aloud at the chalkboard and encour-
ages students to do the same in their groups.

High School: A geometry teacher asks students to explain
their reasoning as they demonstrate proofs at the chalkboard.
She asks probing questions that require the students to clarify
their explanations, and she encourages other students to do
the same.

3. Development is encouraged when learning tasks both match and
stretch the developmental capabilities of learners. Provide your
students with developmentally appropriate practice in reasoning.

Elementary: A kindergarten teacher gives each pair of children
a variety of geometric shapes. He asks the students to group the
shapes and then has different pairs explain their grouping while
he organizes the shapes on a flannel board.

Middle School: An algebra teacher has her students factor
this polynomial expression: m2 + 2m + 1. She then asks, “If no
2 appeared in the middle term, would the polynomial still be
factorable?”

High School: A history class concludes that people often emi-
grate for economic reasons. The teacher asks, “Consider a fam-
ily named Fishwiera, who are upper-class Lebanese. What is the
likelihood of them immigrating to the United States?” The class
uses this and other hypothetical cases to test the generaliza-
tions it has formed.

children tend to use less efficient strategies such as repeating items verbatim. Simply repeating
items is an inefficient strategy, and young children are less effective at remembering information.
We examine the use of strategies in more detail in Chapters 7-9, when we discuss cogni-

tive learning theory.

chec

ations on it.

derstandi
unaerstanding
2.1 The hands-on activities that we see in today’s classrooms are applications of
Piaget's theory. Explain specifically how hands-on activities apply his theory.
2.2 Use the concepts centration, transformation, and reversibility to explain why
preoperational children don’t “conserve” number and mass in the coins and clay
tasks in Figure 2.5.
2.3 Read the following vignette, and explain in a paragraph how the concepts
accommodation, assimilation development, equilibrium, experience, organization,
and scheme are illustrated in it.
You have learned word processing on an Apple Mclntosh computer, and you're
comfortable performing a variety of operations.
Then, you go to college, and the only computers available run on Win-
dows. You ask a friend to help you get started, and eventually you can use the
new word processing system comfortably, and can perform a variety of oper-

To receive feedback for these questions, go to Appendix A.
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Sociocultural theory of development.

A Sociocultural View of Development: Atheory of cognitive development that

The Work of Lev Vygotsky

Piaget viewed developing children as busy and self-motivated individuals who, on their own,

explore, form ideas, and test the ideas with their experi-
ences. Lev Vygotsky, a Russian psychologist, provided an
alternative view. Described as a sociocultural theory of
development, his view emphasizes the role of language
together with social and cultural influences on the child’s
developing mind (Vygotsky, 1978, 1986). Let’s look at
these factors.

Learning and Development
in a Cultural Context
To begin this section, let’s look at two examples of cogni-

tive development being facilitated by social interaction
and language embedded within a cultural context.

emphasizes the influence of social
interactions and language, embedded
within a cultural context, on cognitive
development.

LevvngtS ky (1896-1934) was born in Belarus, then part of

the Russian Empire. As a boy, Vygotsky was instructed by private tutors who
used Socratic dialogue, a question-and-answer process that challenges cur-
rent ideas, to promote higher levels of understanding. His research led him to
conclude that cognitive development is strongly influenced by language and
an individual’s cultural and social environment. His seminal work, Thought and
Language, was published in Russian in the same year as his death from tuber-
culosis. This book wasn’t translated into English until 1962, so his ideas didn’t
begin to have an influence on developmental psychology until many years af-
ter his death.

Suzanne is reading The Little Engine That Could to her 5-year-old daughter, Perri, who
sits on her lap. “I think I can, I think I can,” she reads enthusiastically from the story.
“Why do you think the little engine kept saying, ‘I think I can, I think I can’?”

Suzanne asks as they talk about the events in the story.

“We need to try ...and try . .. and try,” Perri finally says hesitantly and with some

prompting.

Sometime later, Perri is in school, working on a project with two of her classmates.
“I don’t get this,” her friend Dana complains. “It’s too hard.”
“No, we can do this if we keep trying,” Perri counters. “We need to work a little

harder.”

Limok and his father look out and see a fresh blanket of snow on the ground.
“Ahh, beautiful,” his father observes. “Iblik, the best kind of snow for hunting, es-

pecially when it’s sunny.”
“What is iblik?” Limok wonders.

“It is the soft, new snow; . . . no crystals,” his father responds, pick-

ing up a handful and demonstrating how it slides easily through his
fingers. “The seals like it. They come out and sun themselves. Then, we
only need the spear. Our hunting will be good today.”

]
Culture

Sometime later, as Limok and his friend Osool hike across the ice,
Limok sees a fresh blanket of snow covering the landscape. Development
“Let’s go back and get our spears,” Limok says eagerly. “The seals

will be out and easy to find today.”

Figure 2.6 outlines the developmental relationships between social in- Interaction

N

gocna|

Language

teraction, language, and culture, and we discuss these relationships in the

sections that follow.

Social Interaction and Development

Figure 2.6 Learning and development in a cultural context

As you saw earlier in the chapter, Piaget (1970, 1977) saw social interaction as a mechanism for
disrupting equilibrium. Then, as individuals adapt their schemes through accommodation and
assimilation, cognitive development occurs. In contrast, Vygotsky (1978, 1986) believed devel-
opment results directly from social interactions. To see how, let’s look again at our two examples.

First, in each, learning occurred within the context of a social situation. Perri learned
about perseverance as her mother read and talked to her, and Limok learned about hunting as
he interacted with his father. According to Vygotsky, their thinking developed as a direct result

of social interaction.

Second, the interactions were between the children and a “more knowledgeable other,” an
adult in these cases, and through these interactions, the children developed understanding that
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Cognitive tools. The concepts and
symbols (numbers and language) together
with the real tools that allow people to
think, solve problems, and function in a
culture.

Internalization. The process through
which learners incorporate external,
society-based activities into internal
cognitive processes.

Private speech. Self-talk that guides
thinking and action.
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they wouldn’t have been able to acquire on their own. This understanding exists in the form of
cognitive tools, the concepts and symbols (numbers and language) together with the real tools
that allow people to think, solve problems, and function in a culture. For example, the Yu'pik
people, who live in the Bering Sea just west of Alaska, have 99 different concepts for ice. They
have concepts describing wavy ice, shore fast ice, small cakes of ice, and thin ice overlapped like
shingles (Block, 2007). These concepts help them function in their culture. In our culture, com-
puters, iPods™, the Internet, and many others are real tools that help us operate effectively.

Vygotsky suggested that children need not, and should not, reinvent the knowledge of a
culture on their own. This knowledge has accumulated over thousands of years and should be
appropriated (internalized) through social interaction (Leont’ev, 1981). Internalization is the
process through which learners incorporate external, society-based activities into internal cog-
nitive processes.

Every function in the child’s cultural development appears twice: first, on the social
level, and later on the individual level; first between people . . . and then inside the
child. . . . This applies equally to voluntary attention, to logical memory, and to the
formation of concepts. All the higher functions originate as actual relationships be-
tween individuals. (Vygotsky, 1978, p. 57)

Internalization creates a link between the external and internal world of the child and is a
primary mechanism for cognitive development.

Both of the children in our examples internalized specific cultural knowledge; Perri
learned the value of perseverance, and Limok learned about the conditions for good hunting.
Later, they incorporated their learning into a different and more complex context. Perri, for ex-
ample, encouraged Dana, who wanted to quit, to keep trying; and Limok recognized the con-
ditions for good hunting as he and Osool hiked across the ice. Incorporating their
understanding into a new context represents an advanced level of development.

Finally, Perri and Limok didn’t passively listen to the adults; they were active partici-
pants in the interactions. The concept of activity is essential in sociocultural theory (Roth
& Lee, 2007). Vygotsky believed that children learn by doing and being involved in mean-
ingful activities with more knowledgeable people. Activity provides a framework in which
dialogue can occur; through dialogue driven by activity, ideas are exchanged and develop-
ment is advanced.

Language and Development

Language is also central to Vygotsky’s theory and plays three different roles in development.
First, it gives learners access to knowledge others already possess. Second, as you saw in the pre-
vious section, language is a cognitive tool that allows them to think about the world and solve
problems. For example, when Limok learned iblik, he didn’t just learn the word and how to pro-
nounce it; he also learned that it is soft, fresh, crystal-free snow and something that increases
the likelihood of a successful hunt.

Third, language is a means for regulating and reflecting on our own thinking (Byrnes,
2001a; Winsler & Naglieri, 2003). We all talk to ourselves. For example, we grumble when we’re
frustrated, and we talk ourselves through uncertain situations: “Oh no, a flat tire. Now what?
The jack is in the trunk. Yeah. I'd better loosen the wheel nuts before I jack up the car.”

Children also talk to themselves. During free play, for example, you will often hear
them muttering to no one in particular. If you listen more closely, you'll hear them talk as
they attempt to complete a task: “Hmm, which button goes where? . . . I better start at the
bottom.”

Vygotsky believed this free-floating external speech is the precursor of internalized,
private speech, which is self-talk that guides thinking and action. Piaget (1926) observed it in
young children and termed it “egocentric speech,” but Vygotsky (1986) instead believed that it
indicates the beginnings of self-regulation. Private speech forms the foundation for cognitive
skills such as remembering (“If I repeat the number, I'll be able to remember it”), and problem
solving (“Let’s see, what kind of answer is the problem asking for?”) (Winsler & Naglieri, 2003).

As development advances, private speech becomes silent but it remains important. Re-
search indicates that children who use it extensively learn complex tasks more effectively than
those who don’t (Emerson & Miyake, 2003; B. Schneider, 2002).
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Culture and Development

Culture, the third essential concept in Vygotsky’s sociocultural theory, provides a context in
which development occurs (Glassman, 2001). The role of culture was illustrated most con-
cretely in the example with Limok and his father. As they interacted, they used the term iblik,
which represents a concept unique to Limok’s culture. It provided a mechanism for both com-
munication and thinking.

Zone of Proximal Development

As you saw earlier, children benefit from the experience of interacting with a more knowledge-
able other. However, not all forms of interaction are equally effective. Learners benefit most
from the interaction when they are working in their zone of proximal development, a range
of tasks that an individual cannot yet do alone but can accomplish when assisted by others
(Glassman & Wang, 2004; Gredler & Shields, 2004). Vygotsky (1978) described it as, “the dis-
tance between the actual developmental level as determined by independent problem solving
and the level of potential development as determined through problem solving under adult
guidance or in collaboration with more capable peers” (p. 86). Learners have a zone of proxi-
mal development for each task they are expected to master, and they must be in the zone to
benefit from assistance.

Scaffolding: Interactive Instructional Support

More knowledgeable others, most commonly parents and teachers, play an essential role in
helping learners progress through the zone of proximal development for the task they are at-
tempting. For example, as small children learn to walk, their parents often walk behind them,
holding onto their hands as they take their tentative steps. As the children’s development
advances, parents hold only one hand, and later, let the children walk on their own. This exam-
ple illustrates the concept of scaffolding, which is assistance that helps children complete tasks
they cannot complete independently (Puntambekar & Hiibscher, 2005; D. Wood, Bruner, &
Ross, 1976).

Just as toddlers’ development with respect to walking is advanced by their parents’ sup-
port, learners’ development is enhanced by their teachers’ support (Rogoft, 2003; Lutz, Guthrie,
& Davis, 2006). Without this support, development is impaired. It is important to note, how-
ever, that effective scaffolding provides only enough support to allow learners to progress on
their own. The parent provided the support, but the child actually did the walking. Doing tasks
for learners delays development.

Table 2.2 outlines some different forms of instructional scaffolding.

E . ! Types of Instructional Scaffolding

Type of Scaffolding  Example

Modeling An art teacher demonstrates drawing with two-point perspective
before asking students to try a new drawing on their own.

Think-aloud A physics teacher verbalizes her thinking as she solves
momentum problems at the chalkboard.

Questions After modeling and thinking aloud, the same physics teacher
“walks” students through several problems, asking them questions
at critical junctures.

Adapting instructional An elementary physical education teacher lowers the basket while
materials teaching shooting techniques and then raises it as students
become proficient.

Prompts and cues Preschoolers are taught that “the bunny goes around the hole and
then jumps into it” as they learn to tie their shoelaces.
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Zone of proximal development. A
range of tasks that an individual cannot yet
do alone but can accomplish when
assisted by the guidance of others.

Scaffolding. Assistance that helps
children complete tasks they cannot
complete independently.
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As with Piaget’s work, Vygotsky’s theory had important implications for your teaching. The following
guidelines can help you apply his ideas in your classroom.

1. Embed learning activities in culturally authentic contexts.

2. Involve students in social interactions, and encourage students to use language to describe their
developing understanding.

3. Create learning activities that are in learners’ zones of proximal development.

4. Provide instructional scaffolding to assist learning and development.

Let's see how Jeff Malone, a seventh-grade teacher, uses these guidelines as he works with his students.

Jeff begins his math class by passing out two newspaper ads for the same
iPod. Techworld advertises “The lowest prices in town"”; Complete Comput-
ers says, “Take an additional 15% off our already low prices.”

Jeff then asks, “So, where would you buy your iPod?”

When the students disagree, Jeff asks, “How can we find out?”

After additional discussion, the students decide they need to find the
price with the 15% discount.

Jeff reviews decimals and percentages and then puts students into
groups of three and gives them two problems. Here is the first one:

A store manager has 45 video games in his inventory. Twenty five are
out of date, so he puts them on sale. What percent of the video
games are on sale?

As he moves around the room, he watches the progress of one
group—Sandra, Javier, and Stewart. Sandra zips through the problems.
Javier knows that a fraction is needed, but he struggles to compute the dec-
imal, and Stewart doesn’t know how to begin.

“Let's talk about how we compute percentages in problems like this,”
Jeff says, kneeling in front of the group. “Sandra, explain how you did the first
problem.”

Sandra begins, “Okay, the problem asks what percent of the video
games are on sale. Now, | thought, how can | make a fraction? . .. Then |
made a decimal out of it and then a percent. . . . So here’s what | do first,”
and she then demonstrates how she solved the problem.

"Okay, let's try this one,” Jeff then says, pointing to the second problem.

Joseph raised gerbils to sell to the pet store. He had 12 gerbils and
sold 9 to the pet store. What percentage did he sell?

“The first thing,” Jeff continues, “I need to find out is what fraction he
sold. Why do | need to find a fraction? . . . Javier?”

“...So we can make a decimal and then a percent.”

“Good,” Jeff smiles. “What fraction did he sell? . . . Stewart?”

“...9...12ths”

"Excellent. Now, Javier, how might we make a decimal out of the frac-
tion?”

“. .. Divide the 12 into the 9,” Javier responds hesitantly.

“Good,” and he watches Javier get .75. Stewart also begins hesitantly,
as he begins to grasp the idea.

After the groups have finished the review problems, Jeff calls the class
back together and has some of the other students explain their solutions.
When they struggle to put their explanations into words, Jeff asks questions
that guide both their thinking and their descriptions.

He then returns to the iPod problem and asks them to apply their
knowledge of percentages to it.

Now let's look at Jeff's attempts to apply the guidelines. He applied
the first (embed learning activities in culturally authentic contexts) when
he began the lesson with a problem that was real for students.

iPods are a part of our culture, and shopping is an activity familiar to mid-
dle school students, so Jeff's problem was culturally authentic.

Following the second guideline, his students were involved in so-
cial interactions, and they used language to explain their developing
understanding. Jeff then applied the third guideline by conducting his
learning activity within each student’s zone of proximal development.
To illustrate this idea, let's look again at his work with Sandra, Javier,
and Stewart, each of whom was at a different developmental level.
Sandra could solve the problem without assistance, so Jeff asked her
to explain her solution, which is a more advanced task. The task was
within Javier's zone of proximal development, because he was able to
solve the problems with Jeff’s help. But, Stewart’s zone was below the
task, so Jeff had to adapt his instruction to find the zone for him. Stew-
art didn’t initially know how to attack the problem, but he was able to
find the fraction of the gerbils that had been sold to the pet store. By
asking Stewart to identify the fraction, Jeff adapted his instruction to
find the zone for this task and, as a result of this scaffolding, promoted
Stewart’s development.

Jeff's instruction seems quite simple, but it was, in fact, very sophis-
ticated. By observing and listening to the students, Jeff assessed their
current understanding and then adapted the learning activity so it was
within the zone of proximal development for each.

Finally, Jeff applied the fourth guideline by providing scaffolding for
Javier and Stewart with his questioning. And, he only provided enough
support to ensure that they made progress on their own. Effective scaf-
folding adjusts instructional requirements to learners’ capabilities and
levels of performance (Puntambekar & Hiibscher, 2005). Figure 2.7 out-
lines the relationship between the students’ zones of proximal develop-
ment and the scaffolding Jeff provided.

SANDRA

JAVIER
Explains solutions
to word problems

STEWART
Converts fraction
to percent
T Jeff's support
Determines

fraction sold
Jeff's support
Jeff's support

Figure 2.7 scaffolding tasks in three zones of proximal
development
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E . ! A Comparison of Piaget's and Vygotsky’s Views

of Knowledge Construction
Piaget Vygotsky

Basic question How is new knowledge created in all cultures? How are the tools of knowledge transmitted in a
specific culture?

Role of language Aids in developing symbolic thought. Does not Is an essential mechanism for thinking, cultural
qualitatively raise the level of intellectual functioning. transmission, and self-regulation. Qualitatively raises
(The level of functioning is raised by action.) the level of intellectual functioning.

Social interaction Provides a way to test and validate schemes. Provides an avenue for acquiring language and the

cultural exchange of ideas.

View of learners Active in manipulating objects and ideas. Active in social contexts and interactions.
Instructional implications Design experiences to disrupt equilibrium. Provide scaffolding. Guide interaction.
Piaget’'s and Vygotsky’s Views of Knowledge Construction s i
Important similarities and differences exist in Piaget’s and Vygotsky’s descriptions of cognitive ) To see how a middle school
development (Fowler, 1994). For example, both views are grounded in the widely accepted idea teacher attempts to promote
cognitive development in her

that learners, instead of passively receiving knowledge from others, actively construct it for o
. ! . . students, go to the Activities

themselves. They differ, however, in how the knowledge construction process occurs. Piaget be- and Applications section in Chapter 2 of
lieved that learners construct knowledge essentially on their own, whereas Vygotsky believed MyEducationLab at www.myeducationlab.
that it is first socially constructed and then internalized by individuals. com, and read the case study Advancing

Also, they both view language and social interaction as important, but they differ in the ~ Cognitive Development in Middle School
role that it plays. For Piaget, language and social interaction are mechanisms for disrupting tsl,ﬁgdcir;f's?ﬁyer the questions following
equilibrium that lead to individual reconstruction of knowledge. For Vygotsky, language and '
social interaction directly contribute to the construction of knowledge in a social environment
(Rogoft, 2003).

Both views suggest that teachers limit lecturing and explaining as much as possible and
move toward learning activities that put students in cognitively active roles. We examine the
process of knowledge construction in detail in Chapter 8. Table 2.3 outlines the comparisons
between Piaget’s and Vygotsky’s views of development.

c your

heck .
understanding

3.1 You're a math teacher. What does the discussion in the section “Language and
Development” suggest that you should encourage in your students as they study
math?

3.2 In mainstream American culture, the concept of ice is relatively simple. In con-
trast, the Yu'pik people have 99 different concepts for ice. Use Vygotsky’s theory
to explain why this difference exists. How does this difference relate to learner
development?

3.3 You are unsuccessfully trying to learn a new word processing program. A friend
comes over. You do fine when she helps, but after she leaves, you again run into
problems. Explain the difference between your zone of proximal development and
your friend’s zone. How does this difference relate to development?

To receive feedback for these questions, go to Appendix A.
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in Your Classroom

Cognitive development occurs within the context of meaningful,
culturally embedded tasks. Use meaningful activities and authentic
tasks as organizing themes for your instruction.

Elementary: A fourth-grade teacher teaches graphing by hav-
ing students graph class attendance. Students record informa-
tion for both boys and girls, keep figures for several weeks, and
discuss patterns.

Middle School: A science teacher structures a unit on weather
around a daily recording of the weather conditions at her
school. Each day, students observe the temperature, cloud
cover, and precipitation; record the data on a calendar; graph
the data; and compare the actual weather to that forecasted in
the newspaper.

High School: Before a national election, an American govern-
ment teacher has his students poll their parents and students
around the school. Students then have a class election and
compare their findings with national results.

. Scaffolding is instructional support that assists learners as they

progress through their zones of proximal development. Effective
teachers provide enough scaffolding to ensure student success as
they progress through each zone.

Elementary: When her students are first learning to print, a
kindergarten teacher initially gives them dotted outlines of let-
ters and paper with half-lines for gauging letter size. As students
become more skilled, she removes these aids.

The Development of Cognition and Language

class and writing the report as a class activity. Later, she pro-
vides only an outline with the essential categories in it. Finally,
she simply reminds them to follow the proper format.

High School: An art teacher begins a unit on perspective by
sharing his own work, showing slides, and displaying works
from other students. As students work on their own projects, he
provides individual feedback and asks the students to discuss
how perspective contributes to each drawing.

3. Vygotsky believed social interaction to be a major vehicle for cog-
nitive development. Structure classroom tasks to encourage stu-
dent interaction.

Elementary: After fifth-grade students complete a writing as-
signment, their teacher has them share their assignments
with each other. To assist them in the process, she provides
them with focusing questions that students use to discuss
their work.

Middle School: An English teacher uses cooperative learning
groups to discuss the novel the class is studying. The teacher
asks each group to respond to a list of prepared questions. Af-
ter students discuss the questions in groups, they share their
perspectives with the whole class.

High School: Students in a high school biology class work in
groups to prepare for exams. Before each test, the teacher pro-
vides an outline of the content covered, and each group is re-
sponsible for creating one question on each major topic.

e Middle School: A science teacher helps her students learn to
prepare lab reports by doing an experiment with the whole

Language Development

A miracle occurs from birth to 5 years of age. Born with a limited ability to communicate,
children enter school with an impressive command of language. Experts estimate that 6-
year-olds know between 8,000 and 14,000 words, and by the sixth grade,
children’s vocabulary expands to 80,000 words (Biemiller, 2005). As im-
portant, they can use these words to read, talk, and write about the ideas
they are studying.

As with all forms of development, experience with language is essential
for language development. A long and consistent line of research examining
success in school suggests that early language experiences in the home lay the
foundation for later school success (C. Snow & Kang, 2006).

Understanding language development is important for at least two
reasons. First, language is essential for learning to read and write, and it is
a catalyst for all forms of cognitive development (E.H. Hiebert & Kamil,
2005). As students’ language develops, their ability to learn abstract con-
cepts also develops.

Second, language provides a tool for social and personal development,
as you'll see in Chapter 3.

]

Theories of Language Development

Theories of language development differ, and these differences reflect vary-
ing emphases on heredity and environment.

Language development is facilitated by experience and the
opportunities to practice language.
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Nativist theory focuses on heredity and asserts that all humans are genetically “wired” to
learn language. Exposure to language triggers its development. Noam Chomsky (1972, 1976),
the father of nativist theory, proposed that an innate, genetically controlled language acquisi-
tion device (LAD) predisposes children to learn the rules governing language. When children
are exposed to language, the LAD analyzes patterns for the rules of grammar—such as the sub-
ject after a verb when asking a question—that govern a language.

Other theories more strongly emphasize the environment. Behaviorism explains lan-
guage development by suggesting that children are reinforced for demonstrating sounds and
words (B. Skinner, 1953, 1957). For example,

A 2-year-old picks up a ball and says, “Baa.”
Mom smiles broadly and says, “Good boy! Ball.”
The little boy repeats, “Baa.”

Mom responds, “Very good.”

Mom’s “Good boy! Ball” and “Very good” reinforce the child’s efforts, and over time, language
is shaped. (We examine behaviorism in Chapter 6.)

Social cognitive theory emphasizes the role of modeling and children’s imitation of adult
speech (Bandura, 1986,2001). Children grow up in a language-rich environment; research sug-
gests that 1- to 3-year-old children hear an average of 5,000 to 7,000 words per day (Tomasello,
2006). As children practice language, adults provide corrective feedback to help direct their de-
veloping speech. For example,

“Give Daddy some cookie.”
“Cookie, Dad.”
“Good. Jacinta gives Daddy some cookie.”

The father modeled an expression, Jacinta attempted to imitate it, and he refined it by say-
ing, “Good. Jacinta gives Daddy some cookie.” (We also examine social cognitive theory in
Chapter 6.)

Vygotsky’s sociocultural theory provides an alternative perspective on language development.
Children learn language by practicing it in their day-to-day interactions, and it appears effortless
because it’s embedded in everyday activities. In helping young children develop language, adults
adjust their speech to operate within children’s zones of proximal development (Tamis-LeMonda,
Bornstein, & Baumwell, 2001). Baby talk and motherese use simple words, short sentences, and
voice inflections to simplify and highlight important aspects of a message (Baringa, 1997). These
adjustments provide a form of linguistic scaffolding that facilitates communication and language
development. As a child’s language skills advance, parents use bigger words and more complex sen-
tences, which keeps the process in each child’s zone of proximal development.

Early Language Development

Language development actually begins in the cradle when adults say “Ooh” and “Aah” and
“Such a smart baby!” to encourage the infant’s gurgling and cooing. The first words, spoken be-
tween ages 1 and 2, are holophrases, one- and two-word utterances that carry as much mean-
ing for the child as complete sentences. For example:

“Momma car.” That’s Momma’s car.
“Banana.” I want a banana.
“No go!” Don'’t leave me alone with this scary babysitter!

Children also learn to use intonation to convey meaning. For example, the same word said dif-
ferently has a very different message for the parent:

“Cookie.” That’s a cookie.
“Cookie!” I want a cookie.

Differences in intonation indicate that the child is beginning to use language as a communica-
tion tool.

Two patterns emerge and continue with the child through later stages. Overgeneralization
occurs when a child uses a word to refer to a broader class of objects than is appropriate, such
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Nativist theory. A theory of language
development that focuses on heredity and
asserts that all humans are genetically
"wired” to learn language.

Language acquisition device (LAD).
A genetically controlled set of processing
skills that enables children to understand
and use the rules governing language.

Overgeneralization. A language pattern
that occurs when a child uses a word to
refer to a broader class of objects than is
appropriate.
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Undergeneralization. A language
pattern that occurs when a child uses a
word too narrowly.

Semantics. The study of the meanings of
words and word combinations.

Syntax. The set of rules that we use to
put words together into meaningful
sentences.
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as using the word car to also refer to buses and trucks (Gelman & Kalish, 2006).
Undergeneralization, which is harder to detect, occurs when a child uses a word too nar-
rowly, such as using “Kitty” for her own cat but not for cats in general. Both are normal as-
pects of language development and in most instances are corrected through ordinary
listening and talking. For example, parents frequently intervene, with, “No, that’s a truck.
See, it has more wheels and a big box on it.”

The young child brings to school a healthy and confident grasp of the powers of language
and how it can be used to communicate with others and think about the world. The impor-
tance of this foundation for learning in general, and particularly for learning to read and write,
is impossible to overstate (Tompkins, 2006).

Language Development in the School Years

Language plays a central role in school learning. We want students to develop facility with lan-
guage and also be able to use language as a learning tool. In short, cognitive and language de-
velopment go hand in hand.

Developing Vocabulary

Before you read this chapter, it’s likely that you didn’t know the meaning of the terms
centration, object permanence, reversibility, and zone of proximal development, but we hope that
you do now. The concepts represented by these terms make up part of the knowledge base that
helps you understand cognitive development, and practice with the terms deepens your under-
standing. In addition to acquiring subject-specific vocabulary, we also want students to under-
stand abstract concepts such as logic, fairness, and beauty, which broaden their views of the
world and enrich their lives.

Semantics, which deals with the meanings of words and word combinations, is a central
component of language development. Elementary students enter school knowing around
10,000 words; by the time they leave, they have mastered more than eight times that many,
adding approximately 20 new words each day (Biemiller, 2005; S. Waxman & Lidz, 2006)!

This prodigious feat is accomplished in at least two ways. One is explicit instruction that
focuses on key concepts, as this text does. Explicit instruction is especially useful when techni-
cal terms are introduced, precise definitions are required, and the term is unlikely to be learned
incidentally (Reutzel & Cooter, 2008).

Encountering words in context, in both spoken and written language, is a second way new
terms are learned. Reading is particularly valuable for learning new vocabulary, because writ-
ten language contains a richer vocabulary than spoken language (Nagy & Scott, 2000).

Teachers can help students learn vocabulary by specifically emphasizing new terms during
instruction and providing examples to illustrate the concepts being represented by the terms
(Peregoy & Boyle, 2005; Reutzel & Cooter, 2008). Effective textbooks assist in this regard by
putting important concepts in bold print, providing definitions, and listing key concepts at the
end of chapters. Teachers also promote vocabulary development by encouraging students to
use the new vocabulary in their discussions and responses to questions. Questioning, small-
group work, and writing are all effective ways to develop vocabulary.

Development of Syntax

Vocabulary makes up the building blocks of language. But just as a house is more than an ac-
cumulation of bricks, language development is more than learning words; it also involves an
understanding of syntax, the rules of language that we use to put words together into mean-
ingful sentences.

Learning the rules of grammar proceeds slowly and with practice (Tomasello, 2006).
During the school years, children gradually learn different and more complex language con-
structions such as passive sentences (i.e., “The ball was thrown to him”) and sentences with
multiple clauses.

The introduction of more complex sentence forms begins at around age 6 and parallels other
aspects of cognitive development. For instance, “Jackie paid the bill” and “She had asked him out”
become “Jackie paid the bill because she had asked him out.” The ability to use more complex sen-
tences reflects the child’s developing understanding of cause-and-effect relationships.
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Teachers promote the development of syntax by having students read, listen to, and prac-
tice a variety of grammatical forms. Teachers should encourage students to talk and write about

the new ideas they are learning in academic subjects.

Using Language to Learn

Language is also essential for learning all subjects, and it occurs through listening, reading, and

writing.

A great deal of learning results from listening (Cuban, 1993). Students, and especially
young ones, are not very good at it, however. Young children think that good listening means
sitting quietly without interrupting (McDevitt, Spivey, Sheehan, Lennon, & Story, 1990). They
don’t know that listening is an active process, and they often don’t realize that asking questions

is both permitted and necessary to promote understanding.

You can address these problems by emphasizing the importance of listening (e.g., “Now,
want you to listen carefully, because we want to understand this idea.”). In addition, you can
ask questions both during and after presentations to check the extent to which students are lis-
tening and to demonstrate that the purpose of listening is learning. Encouraging students to
ask questions, and assuring them that this is what effective listeners do can also be effective.

Reading is a second language-based vehicle for learning. In about second or third grade,
the emphasis in reading shifts from learning to read to reading to learn (Reutzel & Cooter,
2008). As with listening, students need to learn that reading is an active, purposeful activity

with understanding as its goal.

Other similarities exist between listening and reading. Both depend on prior knowledge;
to make sense of new information, students must connect it to what they already know g

(R. Mayer, 2008). In addition, comprehension-monitoring strategies such as self-questioning
(e.g. “What am I trying to learn here?”) and summarizing convert reading from a passive to a
cognitively active process. Finally, learner awareness, such as asking, “Do I understand what I
just read?” is essential. Many children read passively, never realizing that they are understand-

ing little of what they’re reading.

Writing is the third language-related mechanism that students use to learn. Done well, it
is a cognitively demanding and effective vehicle for increasing understanding, as anyone who
has written a paper on a specific topic can attest. Like both listening and reading, effective writ-
ing requires learners to be active, purposeful, and strategic in their actions. Effective teachers
provide students with frequent opportunities to write about their increasing understanding.

According to U.S. Census data, nearly 15 percent of the school-age popu-
lation comes from homes where English is not the native language, and
this number is increasing (U.S. Bureau of the Census, 2004). More than half
of these English-language learners (ELLS) are found in the lower elemen-
tary grades, where they face the dual task of learning a new language while
also learning to read and write (C. Snow et al., 2005).

Not all ELLs are alike, however (C. Snow & Kang, 2006). They vary
considerably in the language backgrounds and skills they bring to our
classrooms. Some come from literacy-rich homes where books and
newspapers are accessible and parents regularly read to and speak with
their children. Others come from homes where both parents work, and
the opportunities for language development are limited.

Many children are bilingual, and for children growing up in bilingual
households, learning both languages is an effortless process (Genese,
2004; Hakuta, 1999). However, when students grow up in households
where English isn't the native language, the transition to English can be
challenging.

Learning to pronounce words in a second language is easier for
young children than for those who are older, especially if the second lan-
guage differs fundamentally from the first, such as Chinese compared to

aiversity

Language Development for Non-Native English Speakers

) To see how developmental con-

cepts are applied in instruction,
k go to the Building Teaching Skills

and Dispositions section in
Chapter 2 of MyEducationLab at www.
myeducationlab.com, and watch the
episode Constructing Knowledge of Bal-
ance Beams. Complete the exercises fol-
lowing the case study to develop your
skills in advancing cognitive development.

Spanish for native English speakers. However, the advantage for young
children may be offset by the advanced cognitive abilities of adolescents
and adults. In short, students of all ages can learn a language when pro-
vided with the right kind of instruction.

This instruction doesn’t differ fundamentally from effective language
development activities in general, but at least three additional factors are
important. First, you need to be patient with children who struggle with En-
glish. Impatience and criticism can create an emotional barrier, making
children feel that they are inferior and not welcome in school. Second, the
more concrete you can be when promoting language development with
second language learners, the better. For example, when using the term
force, actually demonstrating the concept, such as pushing a book across
a desk, makes the term meaningful. When children have concrete refer-
ence points for English vocabulary, learning the vocabulary is made much
easier. And finally, all children need practice using language to promote
their language development.

We discuss different educational approaches for helping ELL stu-
dents learn English in Chapter 4 when we discuss language diversity in
greater depth.
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Language development depends on opportunities to hear and use
language. Provide students with activities in which they can prac-
tice language in the classroom.

Elementary: A fourth-grade teacher says to a student who
has solved a problem involving the addition of fractions
with unlike denominators, “Okay, explain to us exactly
what you did. Be sure to include each of the terms in your
description.”

Middle School: An eighth-grade history teacher, in a study of
the American Revolution, says to his class, “Now, go ahead and
take a few moments to put into words the parallels we've dis-
cussed between the American, French, and Russian revolu-
tions.”

High School: A physics teacher, in a discussion of force and
acceleration, says, “Describe what we mean by the ‘net force’
operating on this object.”

Language development requires that students practice in emo-
tionally supportive environments. Create an emotional climate
that makes students feel safe as they practice language.

Elementary: When a third grader struggles to explain how he
solved a problem, his teacher says, “That’s okay. We all strug-
gle to express ourselves. The more you practice, the better
you'll get at it.”

The Development of Cognition and Language

Middle School: In response to snickers as a student struggles
to describe the parallels in the American, French, and Russian
revolutions, the teacher states sternly, “We sit politely when a
classmate is trying to explain his or her thoughts. We're here
to support each other.”

High School: In response to a student who says, “I know what
‘net force’ is, but | can’t quite say it,” the physics teacher says,
“That's okay. We all struggle. Say as much as you can, and we'll
take it from there.”

3. Understanding teachers are an essential component of healthy
language development. Provide scaffolding when students strug-
gle with language.

Elementary: When a fifth grader says, “I tried to find for these
numbers and, . . ."” as he struggles to explain how he found a
lowest common denominator, his teacher offers, “You at-
tempted to find the lowest common denominator?”

Middle School: As the student hesitates in his attempts to de-
scribe differences in the American, Russian, and French revo-
lutions, the history teacher says, “First, describe one thing the
three revolutions had in common.”

High School: In response to the student's struggles, the
physics teacher says, “Go ahead and identify two forces that
are acting on the block.”

C
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4.1 A child is talking with his friend and says, “Mine is gooder.” Which theory of lan-
guage acquisition best explains the use of “gooder”?

4.2 s the use of “gooder” an example of under- or overgeneralization? Explain.

4.3 How are vocabulary and syntax development different? Which is more important

for school learning?

To receive feedback for these questions, go to Appendix A.
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Promoting Cognitive and Linguistic Development
with Different-Aged Learners

As you saw throughout this chapter, developmental differences have implications for the way we teach.
We summarize some of them in this section.
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Preoperational and concrete operational thinkers can learn a great many concepts, but they need concrete
examples that connect abstract ideas to the real world. Effective teachers use concrete experiences such as
squares of candy bars to illustrate fractions, real crabs to demonstrate exoskeletons in animals, experiences
in their neighborhoods to illustrate the concept of community, and many others.

Elementary students need a great deal of scaffolding to help them progress through their zones of prox-
imal development for each new skill. Effective teachers provide enough assistance to ensure success and
then reduce scaffolding as development advances.

Language development is an essential goal for elementary students. Active participation in both whole-
group and small-group activities—together with as much writing as possible—gives elementary students the
practice with language that is essential for their development.

Working with
Elementary
Students

Though, chronologically, middle school students are on the border of formal operations, their thinking remains
largely concrete operational. As a result, they still need the concrete experiences that make abstract con-
cepts meaningful, such as Karen Johnson provided for her eighth graders when they struggled with the con-
cept density.

Middle school students continue to need a great deal of scaffolding when working with topics that are
becoming abstract, such as prealgebra and algebra. And, the more they practice putting their ideas into
words, the more effective their learning will be.

Social interaction becomes even more important for middle school students. When well organized,
group work can be effective for providing opportunities to experience different cognitive perspectives. When
planning small-group work, effective teachers create groups that are developmentally and culturally diverse,
providing rich opportunities to learn from each other.

Working with
Middle School
Students

Though high school students are chronologically at the stage of formal operations, the ability to think in the
abstract depends on learners’ prior knowledge and experiences. When new concepts are introduced, high
school students still need concrete examples. Though widely used, lecture is a less effective teaching method
than instruction that promotes discussion and interaction.

Writing provides valuable opportunities to develop both language and thinking skills. Using short writing
assignments to help students learn vocabulary and develop syntactical fluency can be effective. Writing de-
velops language skills, encourages deeper understanding, and prepares students for college.

Working with
High School
Students
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Meeting Your Learning Objectives

1. Describe development, and explain why understanding cog-
nitive development is important for teachers.

Development describes the physical, cognitive, social, and
emotional changes that occur in people as they grow from
infancy to adulthood.
Principles of development suggest that development de-
pends on both heredity and environment, that it is contin-
uous and relatively orderly, and that learners develop at
different rates.
Understanding development is important for teachers be-
cause it allows them to adapt their instruction to meet the
developmental needs of their students.

2. Use concepts from Piaget’s theory of intellectual develop-
ment to explain both classroom and everyday events.

Concepts from Piaget’s theory help us explain why people
want order and certainty in their lives, and how they adapt
their thinking in response to new experiences.
According to Piaget, people organize their experiences
into schemes that help them understand their world and
achieve equilibrium. Compatible experiences are assimi-
lated into existing schemes; incongruent experiences re-
quire an accommodation of these schemes to reestablish
equilibrium.
Maturation and the quality of experiences in the physical
and social world combine to influence development.
As children develop, they progress through stages that de-
scribe general patterns of thinking. Progress through the
stages represents qualitative differences in the ways learn-
ers process information and think about their experi-
ences; it does not describe simple accrual of knowledge.

3. Use Vygotsky’s sociocultural theory to explain how lan-
guage, culture, and instructional support influence learner
development.

+  Vygotsky describes cognitive development as the interac-
tion between social interaction, language, and culture.

Social interaction provides a mechanism to help children

develop understandings that they wouldn’t be able to ac-
quire on their own.

Language is a tool people use for cultural transmission,

communication, and reflection on their own thinking.
Social interaction and language are embedded in a cul-

tural context that uses the language of the culture as the

mechanism for promoting development.

4. Use theories of language development to explain language

patterns in children.
Behaviorism describes language development by suggest-

ing that children are reinforced for demonstrating sounds

and words, and social cognitive theory focuses on the im-
itation of language that is modeled.
Nativist theory suggests that children are genetically pre-
disposed to language.

Sociocultural theory suggests that language is developed
through scaffolded practice that exists within children’s

zones of proximal development.

Children progress from an early foundation of one- and

two-word utterances, to fine-tuning language that in-
cludes overgeneralizing and undergeneralizing, and fi-
nally to producing elaborate language use that involves
complex sentence structures.
Language development during the school years focuses on

word meanings (semantic); grammar (syntactic); and using

language to learn through listening, reading, and writing.

Developing as a Professional:
Preparing for Your Licensure Exam

In this chapter, you saw how Karen Johnson used her under-
standing of student development to help her students learn
about the concept density. Let’s look now at Jenny Newhall, a
first-grade teacher who is working with her children in a lesson
on the properties of air. Read the case study, and then answer the
questions that follow.

Jenny gathers her first graders around her on the rug in
front of a small table to begin her science lesson. After
they’re settled, she turns to a fishbowl filled with water
and an empty glass and asks students to make several ob-
servations of them. She then says, “I'm going to put this

glass upside down in the water. What’s going to happen?
What do you think? . .. Michelle?”

“ .. Water will go in the glass.”

“No, it'll stay dry,” Samantha counters.

Jenny then says, “Raise your hand if you think it will
get water in it. . . . Okay, . . . raise your hand if you think
it'll remain dry. ... How many aren’t sure? ... Well, let’s see
if we can find out.

“First, we have to be sure it’s dry. Terry, because you're
not sure, [ want you to help me by feeling the inside of the
glass. How does it feel? Is it dry?”
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“Yeah,” Terry replies after putting his hand into the
glass.

Then Jenny asks students to watch carefully as she
pushes the inverted glass under the water, as shown here:

Jenny pulls the glass carefully out of the water and
asks Terry to check the inside.

“How does it feel?”

“Wet.”

Jenny is momentarily taken aback. For students to be-
gin to understand that air takes up space, the inside of the
glass has to be dry. After a brief pause, she says, “Samantha,
come up here and tell us what you feel.”

Samantha touches the glass. “It’s wet on the outside
but dry on the inside.”

“It’s wet!” Terry asserts.

With a look of concern, Jenny says, “Uh, oh! We have
two differing opinions. We’ve got to find out how to solve
this problem.”

She continues, “Let’s dry this glass off and start again.
Only this time, we’re going to put a paper towel in the
glass.” She wads up a paper towel and pushes it to the bot-
tom of the glass. “Now if water goes in the glass, what is
the paper towel going to look like?”

The class agrees it will be wet and soggy.

She holds up the glass. “Okay, it’s dry now. The paper
towel is up in there. We’re going to put it in the water again
and see what happens.”

The class watches as Jenny pushes the glass into the
water again and, after a few seconds, pulls it back out.

“Okay, Marisse, come up here and check the paper
towel and tell us whether it’s wet or dry.”

Marisse feels the towel, thinks for a moment, and
says, “Dry.”

“Why did it stay dry? . . . Raise your hand if you can
tell us why it stayed dry. What do you think, Jessica?”

“Cause it’s inside and the water is outside?”

“But why didn’t the water go into the glass? What kept
the water out? . . . Anthony?”

“A water seal.”

“A water seal,” Jenny repeats, forcing herself not to
smile. “Hmm. . .. There’s all that water on the outside. How
come it didn’t go inside? . . . How can the towel stay dry?”

A quiet voice volunteers, “Because there’s air in there.”

“Air. . . . Is that what kept the water out?” Jenny asks.

“Well, earlier Samantha said that when she was swim-
ming in a pool and put a glass under the water, it stayed
dry, but when she tipped it, it got wet inside. Now what do
you think will happen if T put the glass under the water
and tip it? . . . Devon?”

“It'll get wet.”

Jenny removes the paper towel and returns the glass
to the fishbowl.

“Let’s see. Now watch very carefully. What is happen-
ing?” Jenny asks as she slowly tips the inverted glass, allow-
ing some of the bubbles to escape. “Andrea?”

“There are bubbles.”

“Andrea, what were those bubbles made of?”

“They’re air bubbles.”

“Now look at the glass. What do you see?” Jenny
asked, pointing to the half-empty glass upside down in the
water. “In the bottom half is water. What’s in the top half?”

“It’s dry.”

“What’s up in there?”

“Air”

“Air is up there. Well, how can I get that air out?”

“Tip it over some more,” several students respond.

Jenny tips the glass, and additional bubbles float to
the surface.

“Samantha, how does that work? When I tip the glass
over, what’s pushing the air out?”

“ .. The water,” Samantha offers.

“So, when I tip it this way (tipping it until more bub-
bles came out), what’s pushing the air out?”

“Water,” several students answer in unison.

Jenny then divides the class for small-group work. In
groups of four or five, students use tubs of water, glasses,
and paper towels to experiment on their own. After each
student has a chance to try the activities, Jenny again calls
the children together, and they review and summarize
what they have found.
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Short-Answer Questions

In answering these questions, use information from the chapter, alternatives might she have pursued? What are the
and link your responses to specific information in the case. advantages and disadvantages of these alternatives?

1. At what level of cognitive development were Jenny’s
students likely to be? Was her instruction effective for that
level? Explain.

4. Did Jenny conduct the lesson in the students’ zones of
proximal development? Explain why you do or do not think
so. What forms of scaffolding did Jenny provide? How

. . , ffecti he scaffolding?
2. Why was the medium of water important for Jenny’s lesson? effective was the scaffolding

. N )
How does this relate to Piaget’s levels of development? e o o e s, o i Araeatie sl
3. When Samantha and Terry disagreed about the condition of

the inside of the glass, how did Jenny respond? What other

Now go to Chapter 2 of MyEducationLab, located at www.myeducationlab.com, where you can:

+ Take a quiz to test your mastery of chapter objectives. Detailed feedback is provided to explain why your responses are
correct or incorrect.

+ Deepen your understanding of chapter concepts with Review, Practice, Enrichment exercises.

« Complete Activities and Applications that will help you apply what you have learned in the chapter by analyzing real
classrooms through video clips, artifacts, and case studies. Your instructor will provide you with feedback for the Activities
and Applications.

+ Develop your professional knowledge and decision making in Building Teaching Skills and Dispositions exercises. Structured
feedback will be available to you, providing you with support as you practice each skill. Your instructor will provide you
with feedback on the final task that accompanies the exercise.

Important Concepts
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Bronfenbrenner’'s Bioecological Theory of Development
e The Microsystem: Proximal Influences on Development

“objecfives

After you have completed your
study of this chapter, you should
be able to:

The Development of Identity and Self-Concept

Social Development

Development of Morality, Social Responsibility, and Self-Control

Additional Systems in Bronfenbrenner’s Model
Evaluating the Theory

Erikson’s Theory of Psychosocial Development

The Development of Identity

The Development of Self-Concept

m Theory to Practice: Promoting Identity and Self-Concept Development in Your
Classroom

B Exploring Diversity: Ethnic Identity and Pride

Perspective Taking: Understanding Others’ Thoughts and Feelings

Social Problem Solving

Violence and Aggression in Schools

m Theory to Practice: Promoting Social Development in Your Classroom

Increased Interest in Moral Development

Moral, Conventional, and Personal Domains

Piaget's Theory of Moral Development

Kohlberg's Theory of Moral Development

Emotional Factors in Moral Development

Learning Contexts: Promoting Personal, Social, and Moral Development in Urban

Environments

B Theory to Practice: Promoting Moral Development in Your Classroom

B Developmentally Appropriate Practice: Personal, Social, and Moral
Development with Different-Aged Learners

If someone asked you to describe the kind of person you are, what would you say? What can
people do to make and keep friends? How do you know if someone is moral or ethical? In this
chapter, we address questions such as these by examining personal, social, and moral develop-
ment. As you read the following case study, ask yourself how this development will influence
your students’ learning.

“Ahh,” Amanda Kellinger, an eighth-grade English teacher, sighs as she slumps into a
chair in the faculty lounge.

“Tough day?” her friend Beth asks.

“Yes, it’s Sean again,” Amanda nods. “I can’t seem to get through to him. He won’t
do his work, and he has a bad attitude about school in general. I talked with his mother,
and she said he’s been a handful since birth. He doesn’t get along with the other stu-
dents, and when I talk with him about it, he says they’re picking on him for no reason.

1. Describe the components of

the bioecological model, and
explain how they influence
development.

. Use descriptions of

psychosocial, identity, and self-
concept development to explain
learner behavior.

. Describe major components of

social development, and explain
how teachers can promote
social development in the
classroom.

. Use theories of moral

development to explain
differences in people’s
responses to ethical issues.
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Personal development. Age-related
changes in personality and the ways that
individuals react to their environment.

Social development. The advances
people make in their ability to interact and
get along with others.

Moral development. The development
of prosocial behaviors and traits such as
honesty, fairness, and respect for others.

Chapter 3 Personal, Social, and Moral Development

I don’t know what’s going to become of him. The funny thing is, I get the feeling that
he knows he’s out of line, but he just can’t seem to change.”

“I know what you mean,” Beth responds. “I had him for English last year. He was a
tough one, very distant. At times he would almost open up to me, but then the wall
would go up again. . .. And his younger brother is so different, eager and cooperative,
and he seems to get along with everyone. ... Same home, same situation.”

“Sean’s a bright boy, too,” Amanda continues, “but he seems to prefer avoiding
work to doing it. [ know that I can help him ... if I can just figure out how.”

As you begin your study of this chapter, think about three additional questions.

1. How might we explain why Sean and his younger brother are so different?
2. What impact, if any, will Sean’s attitude have on his academic achievement?
3. What is a likely reason that Sean doesn’t get along with the other students?

Personal development refers to age-related changes in people’s personality and the ways
that individuals react to their environments, social development describes the advances peo-
ple make in their ability to interact and get along with others, and moral development de-
scribes advances in prosocial behaviors and traits such as

honesty, fairness, and respect for others. Each affects

UrieB rO nfen bren ner (1917-2005) was born in learning and satisfaction with school and the ability to

Russia but came to the United States at the age of 6. Though educated as a function effectively in later life. Promoting these forms of
traditional psychologist, he broadened his research focus to examine child development is part of your role as a teacher.

psychology, sociology, and anthropology and became known as the father of
the ecology of human development. He continually stressed the importance of
applying research findings to our lives and was influential in creating Head ; ' :
Start, the federal child development program for low-income children and their scribes the factors influencing each of these forms of
families. He worked at Cornell University until his death. development. We examine his theory in the next section.

Urie Bronfenbrenner, who was a renowned psycholo-
gist at Cornell University, developed a theory that de-

Temperament. The relatively stable
inherited characteristics that influence the
way we respond to social and physical
stimuli.

Microsystem. In Bronfenbrenner’s
bioecological theory, the people and
activities in a child's immediate
surroundings.

B_ronfenbrenner’s Bioecological Theory
of Development

Cognitive development is influenced by both genetics and people’s experiences. The same is
true for personal, social, and moral development. Bronfenbrenner’s bioecological model offers
one of the most prominent and comprehensive descriptions of the factors that influence these
forms of development (Bronfenbrenner & Morris, 2006). The bio in the theory’s name reflects
the influence of genetic makeup on development; the ecological component emphasizes that
“development is a function of forces emanating from multiple settings and from the relations
among these settings” (Bronfenbrenner & Morris, 2006, p. 817). As you can see in Figure 3.1,
these influences include family, peers, social institutions such as church and school, and a per-
son’s community and culture.

Individuals are at the center of Bronfenbrenner’s model, and their development is
shaped by both their genetic background and their environment. For example, genetics in-
fluence physical traits such as health and body build, as well as temperament, the relatively
stable inherited characteristics that influence the way we respond to social and physical stim-
uli. Individuals vary in traits such as adventurousness, happiness, irritability, and confidence,
and these differences persist over time (E. O’Connor & McCartney, 2007). Even siblings
raised in the same environments often develop very different personalities. Knowledge of
these genetic influences helps us answer our question about Sean and his brother in the open-
ing case. Even though they were raised in the same family, their genetics likely resulted in dif-
ferent temperaments.

Next, we’ll look at environmental influences on development.

The Microsystem: Proximal Influences on Development

The most powerful environmental influences on development occur in the microsystem, the
people and activities in the child’s immediate surroundings. They include family, peers, school,
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Figure 3.1 Bronfenbrenner’s bioecological model of human development

and the child’s immediate neighborhood (Pomerantz & Dong, 2006; Weigel, Martin, & Ben-
nett, 2005), as well as the increasing influence of television, the Internet, and other forms of
media (Comstock & Scharrer, 2006).

Parents

Parents and other caregivers are perhaps the most powerful influences on children’s personal
development (Landry, Smith, & Swank, 2006; Soenens et al., 2007). This makes sense given the
amount of time children—and especially young children—spend with their parents. Experts
estimate that children up to age 18 spend nearly 90 percent of their waking hours outside of
school under the guidance of their parents (Kamil & Walberg, 2005).

Research indicates that certain parenting styles, general patterns of interacting with and
disciplining children, promote more healthy personal development than others (Baumrind,
1991), and the effects of these styles can last into the college years, influencing motivation,
achievement, and relationships with teachers (W. A. Collins, Maccoby, Steinberg, Hethering-
ton, & Bornstein, 2000).

Researchers have found two important differences among parents in the ways they re-
late to their children: their expectations and their responsiveness. Some set high expectations
and insist that they’re met; others expect little of their children and rarely try to influence
them. Responsive parents, for example, accept their children and frequently interact with
them; unresponsive parents tend to be rejecting, negative, or indifferent. Using expecta-
tions and responsiveness as a framework, researchers have identified four parenting styles
and the patterns of personal development associated with them. These parenting styles are
summarized in Table 3.1.
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Parenting style. General patterns of
interacting with and disciplining children.
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3.1

Parenting Styles and Patterns of Personal Development

Interaction Style Parental Characteristics Child Characteristics

Authoritative Are firm but caring. Explain reasons for High self-esteem. Confident and secure. Willing to take risks, and are
rules, and are consistent. Have high successful in school.
expectations.

Authoritarian Stress conformity. Are detached, dont Withdrawn. Worry more about pleasing parent than solving problems.
explain rules, and do not encourage Defiant, and lack social skills.

verbal give-and-take.

Permissive Give children total freedom. Have Immature, and lack self-control. Impulsive. Unmotivated.
limited expectations, and make few
demands on children.

Uninvolved Have little

interest in their child’s life. Lack self-control and long-term goals. Easily frustrated and

Hold few expectations. disobedient.

Y .
) To examine the influence of

peers on students’ development,

g0 to the Activities and Applica-

tions section in Chapter 3 of
MyEducationLab at www.myeducationlab.
com, and watch the episode Friendships.
Answer the questions following the
episode.

As you see in Table 3.1, an authoritative parenting style, one that combines high expecta-
tions and high levels of responsiveness, is most effective for promoting healthy personal devel-
opment. Children need challenge, structure, and support in their lives, and authoritative
parents provide them. While providing support, authoritative parents also encourage their

children to develop values and goals that guide their actions (Soenens et al., 2007).

The other styles are less effective. Authoritarian parents, for example, are rigid and unre-
sponsive, and in extreme cases their children have low self-esteem and use aggressive coping
behaviors (Maughan & Cicchetti, 2002). Also, if parents set high expectations but are unre-
sponsive, children may view the expectations as unfair, and rebel. Permissive parents are emo-
tionally responsive but set few expectations. Uninvolved parents have little interest in their

children’s lives and hold few expectations.

Healthy parent—child relationships promote personal development by helping children ac-
quire a sense of autonomy, competence, and belonging (Christenson & Havsy, 2004). Such re-
lationships also support the development of personal responsibility, the ability to control one’s

own actions based on developing values and goals.

Parenting styles depend, in part, on culture. For example, in one study, Puerto Rican par-
ents, who deferred to teachers’ authority in the classroom, were viewed by teachers as being un-
caring and apathetic (Harry, 1992). These parents also wanted teachers to act like caregivers
and provide more warmth and structure for students. Effective teachers are sensitive to these

cultural differences and attempt to work with parents.

Other adults, most commonly teachers, also contribute to children’s personal development.
The interaction styles of effective teachers are similar to those of effective parents, and the descrip-
tion of authoritative parenting strongly parallels recommended classroom management prac-

tices for teachers (Emmer, Evertson, & Worsham, 2006; Evertson, Emmer, & Worsham, 2006).

Peers

Think back to the friends you had in middle and high school. How did they influence who you
are today? Next to parents and other caregivers, peers exert the most powerful influence on per-
sonal development, especially for adolescents. This influence exists in three forms (Eisenberg,

Fabes, & Spinrad, 2006; Rubin, Bukowski, & Parker, 2006).

+ Attitudes and Values. Peers communicate attitudes and values about topics varying
from the importance of school work to definitions of right and wrong (Kidron & Fleis-
chman, 2006). Research indicates that choice of friends predicts grades, disruptive be-
haviors, and teachers’ ratings of involvement in school (Benson, et al, 2006; Rubin et
al., 2006). When students select academically oriented friends, for example, their
grades improve; when they choose disruptive friends, their grades decline and behav-

ior problems increase.
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+ Social Development. As you’ll see later in the chapter, children’s social skills develop over
time. Peers, and especially close friends, provide opportunities to practice social skills and
receive feedback.

+  Emotional Support. Developing into a healthy, happy person isn’t easy, and today’s com-
plex world makes the process even more challenging. Friends provide both emotional sup-
port and a sense of identity, sometimes through cliques, small groups of peers who
provide support and temporary identities.

The child’s neighborhood and school are other important influences within the mi-
crosystem. Some neighborhoods are safe and nurturant, while others are dangerous and toxic
(Fauth, Roth, & Brooks-Gunn, 2007; Stewart, Stewart, & Simons, 2007). Schools, like neigh-
borhoods, can be caring and supportive or sterile and impersonal (Kozol, 2005; Mawhinney
& Sagan, 2007).

Additional Systems in Bronfenbrenner's Model

According to Bronfenbrenner’s model, the individual and the microsystem are embedded
in and influenced by other systems in the environment. The mesosystem consists of the in-
teractions between the elements of the microsystem, and healthy development depends on
how effectively the elements work together. For example, research suggests that effective
teachers involve parents in their children’s education, creating links between two important
elements of the microsystem (Epstein, 2001). In a similar way, effective schools open their
doors to the community to create a web of support for the developing child (Comer, Joyner,
& Ben-Avie, 2004).

The exosystem includes societal influences that affect both the micro- and mesosystems,
such as parents’ jobs, health care, and other social services. For example, parents’ jobs can af-
fect family stability and the amount of time parents have to spend with their children. Com-
munity health and legal services, the larger community, and the school system are other
elements of the exosystem. Like neighborhoods, school systems vary significantly in their abil-
ity to promote development (Biddle & Berliner, 2002; Kober, 2006). Wealthier school systems
provide school nurses, psychologists, counselors, and small class sizes that allow teachers to
know children as individuals. Not surprisingly, in smaller classes, teachers spend less time on
classroom management and more on instruction (J. Finn, Gerber, & Boyd-Zaharias, 2005;
Peevely, Hedges, & Nye, 2005).

The macrosystem, the fourth level in Bronfenbrenner’s model, is the culture in which a
child develops, and it influences all the other systems. For example, some cultures emphasize
autonomy and independence, while others stress conformity (Chao, 1994, 2001).

The macrosystem reflects the value a society places on its children and the resources nec-
essary for healthy development. The national debate in our country about universal health care
for children is an example. Children who are ill or injured won’t develop congnitively, person-
ally, or socially in the same way as will their healthier peers.

The chronosystem is the final level of the bioecological model. As the term implies, it in-
cludes time-dependent, changing influences on development. For example, family members
grow older and change, we meet new people, experience different social institutions, and now
live in a world strongly influenced by the Internet and other forms of technology. Children to-
day are developing in a world very different from their grandparents’ or parents’ time.

Evaluating the Theory

Bronfenbrenner’s theory has made important contributions to our understanding of the influ-
ences on human development. We know that development depends on both genetics and the
environment, and Bronfenbrenner’s theory integrates these influences into a comprehensive
model. In addition, it reminds us that development depends on a range of factors in the child’s
environment (E. O’Connor & McCartney, 2007).

The model has weaknesses, however. Its tendency to ignore the role of cognition in devel-
opment is probably its primary weakness. As you'll see later in the chapter, the ways children
think about themselves and their relationships with others also influence personal, social, and
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Clique. A small group of peers who act as
friends, providing support and temporary
identities.

Mesosystem. In Bronfenbrenner’s
bioecological theory, the interactions and
connections between the different
elements of children’s immediate settings.

Exosystem. In bioecological theory,
societal influences that affect both the
micro- and mesosystems.

Macrosystem. Bronfenbrenner’s fourth
level of influences on developing children,
which includes cultural influences on
development.

Chronosystem. The final level in
bioecological theory that includes
temporal, or time-dependent, influences
on development.
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classroom
connections

Applying Bronfenbrenner’s Bioecological Theory
in Your Classroom

1. Bronfenbrenner’s bioecological theory describes how development .
is influenced by different systems, beginning with the individual
and extending to family and societal forces. Create connections
with these external influences on your students’ development.

Middle School: Teachers in an urban middle school realize that
many of the children on their team do not have adequate med-
ical or dental care. They ask the school psychologist and social
worker to come in to talk about possible resources in their stu-

e Elementary: A third-grade teacher makes an effort at the be-

ginning of the school year to get to know her students and their
families. She reads their student files, talks to previous years’
teachers, and invites students to accompany their parents dur-
ing parent-teacher conferences. During these conferences, she
observes how parents interact with their children and uses this

dents’ meso- and exosystems.

High School: A history teacher attempts to link course content
to students’ lives. As she makes these links to students’ macro-
and chronosystems, she tries to help them understand how so-
cietal influences affect their future lives in terms of jobs and
schooling.

information to provide extra structure and emotional support in
special cases.

moral development. In addition, the model ignores the idea of developmental stages, an idea
you examined in your study of Piaget’s work in Chapter 2.

chec
understandlng

1.1 Describe the components of the bioecological model, and explain how they influ-
ence development.

1.2 Why is the microsystem the most powerful influence on development?

1.3 How are the influences of teachers and schools reflected in Bronfenbrenner’s
bioecological model?

To receive feedback for these questions, go to Appendix A.

The Development of Identity and Self-Concept

Individuals’ responses to school and life in general are influenced by their identities in combina-

tion with their self-concepts. Identity is the sense of self, individuals’ personal understanding of
their own existence, and what they want in life. Self-concept is individuals’ cognitive assessment
of their physical, social, and academic competence. In this section, we consider how identity and
self-concept develop, and what this development means for
your teaching. We begin with a discussion of identity.

Identity. Individuals' sense of self, what
their existence means, and what they want
in life.

Self-concept. A cognitive assessment of
one’'s physical, social, and academic
competence.

Erik E Il kS on (1902-1994). Erik Erikson’s interest in identity can

be traced to his own childhood. Born in Germany, Erikson was the product of
an extramarital affair and the circumstances of his birth were concealed from
him as a child. The development of identity became one of his greatest con-
cerns, both in his own life and in his theory.

He worked with Anna Freud, daughter of the famous Sigmund Freud, who
kindled his interest in becoming a psychoanalyst. He emigrated to the United
States after the Nazis came to power in Germany in the 1930s, worked as a
child psychoanalyst in Boston, and later held faculty positions at Yale and
Berkeley. His work included research on diverse cultures including Sioux chil-
dren and Yuroks, a Native American tribe in California.

He is also well known for coining the term “identity crisis.”

Erikson’s Theory of Psychosocial
Development

Where are you going with your life? Do you feel you're on
a positive career path? Are you in a relationship with
someone “special”? Erik Erikson (1902-1994), a develop-
mental psychologist and psychoanalyst, addressed ques-
tions such as these in his work with clients, and he
personally wrestled with them in what he called a “crisis of
identity” in his own life (Cross, 2001). Based on these ex-
periences, he developed a theory of “psychosocial” devel-
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opment. The term psychosocial derives from the integration of identity and Erikson’s belief that
a primary motivation for human behavior is social and reflects a desire to connect with other
people (Erikson, 1968, 1980). His theory is unique in the sense that he viewed developmental
changes occurring throughout our lifespans.

Erikson believed that people have the same basic needs. He also believed that personal de-
velopment occurs in response to those needs and depends on the quality of support provided
by the social environment, particularly parents and other caregivers. Development proceeds in
stages, each characterized by a crisis, a psychosocial challenge that presents opportunities for
development. Although never permanently resolved, the positive resolution of a crisis at one
stage increases the likelihood of a positive resolution at the next. The stages are summarized in
Table 3.2.

While positive resolution of the crisis at one stage better prepares people for a positive res-
olution at the next, Erikson didn’t believe that it is always ideal. For instance, while learning to
trust people is desirable, we cannot trust all people under all circumstances. However, when
psychosocial development is healthy, the positive resolution predominates at each stage. In ad-
dition, when positive resolution doesn’t occur at a particular stage, individuals often revisit ear-
lier stages to rework these crises.

Putting Erikson’s Work into Perspective

Erikson’s work was popular and influential in the 1960s and 1970s, but since then, develop-
mental theorists have taken issue with it on at least three points. First, some researchers ar-
gue that Erikson didn’t adequately address the role of culture in personal and social
development. For instance, some cultures discourage autonomy and initiative in children,
perhaps as a way of protecting them from dangers in their environments (Dennis, Cole,
Zahn-Waxler, & Mizuta, 2002).

3.2

Erikson’s Eight Life-Span Stages

Trust vs. Mistrust
(Birth to 1 year)

Trust develops when infants receive consistently loving care. Mistrust
results from unpredicatable or harsh care.

Autonomy vs. Shame
(1-3 years)

Autonomy develops when children use their newly formed mental
and psychomotor skills to explore their worlds. Parents support
autonomy by encouraging exploration and accepting the inevitable
mistakes.

Initiative vs. Guilt
(3-6 years)

Initiative, a sense of ambition and responsibility, develops from
encouragement of children’s efforts to explore and take on new
challenges. Overcontrol or criticism can result in guilt.

Industry vs. Inferiority
(6-12 years)

School and home provide opportunities for students to develop a
sense of competence through success on challenging tasks. A
pattern of failure can lead to feelings of inferiority.

Identify vs. Confusion
(12—18 years)

Adolescents experiment with various roles in an atmosphere of
freedom with clearly established limits. Confusion results when the
home environment fails to provide either the necessary structure or
when it is overly controlling, failing to provide opportunities for
individual exploration with different identity roles.

Intimacy vs. Isolation
(Young adulthood)

Intimacy occurs when individuals establish close ties with others.
Emotional isolation may result from earlier disappointments or a lack
of developing identity.

Generativity vs.
Stagnation (Adulthood)

Generativity occurs when adults give to the next generation through
child rearing, productive work, and contributions to society or other
people. Apathy or self-absorption can result from an inability to think
about or contribute to the welfare of others.

Integrity vs. Despair
(Old age)

Integrity occurs when people believe they've lived as well as possible
and accept the inevitability of death. Remorse over things done or
left undone leads to despair.

67

Crisis. A psychosocial challenge that
presents opportunities for development.
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Second, critics point out that some adolescents—and es-
pecially girls—establish a sense of intimacy with, or even be-
fore, a focus on personal identity (Kroger, 2000). This contrasts
with Erikson’s description of intimacy following the develop-
ment of identity.

Third, as you'll see in our discussion of identity develop-
ment in the next section, many people don’t achieve a sense of
identity as early as Erikson suggested.

Erikson’s work is intuitively sensible, however, and it helps
explain behaviors we often see in others. For example, we
might explain Sean’s contention in the opening case that the
other students are “picking on him for no reason,” by saying
that he hasn’t positively resolved the trust—distrust crisis. This
has left him less able to develop a sense of autonomy, initiative,
or industry, which helps us understand why he “won’t do his
work.” We’ve all met people we admire because of their posi-
tive outlook, openness, and commitment to making the world
better. We've also encountered those who believe that others
are trying to take advantage of them or are somehow inher-

Early childhood and elementary classrooms should provide opportunities for ently evil. We see good minds sliding into lethargy because of

students to develop personal independence and initiative.

a lack of initiative or even substance abuse. We become frus-
trated by people’s apathy and lack of a zest for living. Erikson’s
work helps us understand these issues.

Supporting Psychosocial Development

Teachers support psychosocial development by encouraging and reinforcing initiative in young
children. Then, during the elementary years, teachers provide the challenging experiences, sup-
port, and feedback that help children develop the sense of competence that leads to a positive
resolution of the industry-inferiority crisis.

During adolescence, teenagers need firm, caring teachers who empathize with them and
the uncertainties of this period in their lives, while providing the security of clear limits for ac-
ceptable behavior (Rudolph et al., 2001). In the opening case, you saw that Sean’s teachers both
tried to get him to “open up” to them. Most significant is the sensitivity they demonstrated in
their efforts to reach him. This is essential for adolescents during this period.

The Development of Identity

Another perspective on identity development focuses on individual’s efforts to define them-
selves through their lifestyle and career choices. Parents and a variety of social experiences con-
tribute to this process (Trawick-Smith, 2003). For example, adolescents often identify with a
peer group, rigidly adhering to a style of dress or way of wearing their hair (McCleo & Yates,
2006). Girls’ bare-stomach tops and boys’ baggy pants and reverse baseball caps, common in
middle schools, are displays of these “temporary identities.” In time they’re replaced with a
more individual sense of self and an awareness of lifelong goals.

Career Choices in Identity Development
Learners’ attempts to make career choices also influence their identity development. Let’s look
at an example.

Four seniors are talking about what they plan to do after high school:

“I'm going into nursing,” Taylor comments. “I've been working part-time at the
hospital, and it feels really good to work with people and help them. I thought I wanted
to be a doctor at one time, but I don’t think I can handle the pressure. I've talked with
the counselors, and I think I can do the chemistry and other science courses.”

“I'm not sure what I want to do,” Sandy comments. “I’ve thought about veterinary
medicine, and also about teaching. I’ve been working at the vet clinic, and I like it, but
I’'m not sure about doing it forever. Some of my parents’ friends are teachers, so I hear
what they say about it. I don’t know.”
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“Twish I could do that,” Ramon replies. “But I'm off
to the university in the fall. ’'m going to be a lawyer. At
least that’s what my parents think. It’s not a bad job, and
lawyers make good money.”

“How can you just do that?” Nancy wonders.
“You've said that you don’t want to be a lawyer. . .. 'm
not willing to decide yet. 'm only 18. 'm going to think
about it for a while.”

As adolescents struggle with their identities, two processes
occur (Luyckx, Goossens, & Soenens, 2006). The first, identity
formation, involves the creation of commitments based on con-
viction or belief. This was illustrated in Taylor’s comment, “it
feels really good to work with people and help them.” The sec-
ond process, evaluation, occurs when they consider alternative
identities and weigh the pros and cons of each. For example,
you may have asked yourself whether or not you want to be a
teacher or perhaps work instead in the business world. These
deliberations are your attempt to evaluate different options. Conversations with caring adults provide opportunities for adolescents to think

To study the development of identity, researchers inter-  about and refine their developing personal identities.
viewed adolescents and found that young people’s decisions
can be generally classified into one of four states, which are
outlined in Table 3.3 (Marcia, 1980, 1987, 1999). These states vary in their ability to produce
healthy outcomes. Identity moratorium, for instance, is a positive state that may eventually lead
to identity achievement, which is also positive. In contrast, identity diffusion, common in younger
adolescents, reflects haphazard consideration of different career choices. If it persists over time,
it can result in apathy and confusion (Berzonsky & Kuk, 2000). Identity foreclosure, another less
productive path, occurs when adolescents adopt the goals and values of others—usually their
parents—without thoroughly examining the implications for their future. Many adolescents ex-
perience both identity moratorium and diffusion before arriving at identity achievement. Teach-
ers and other adults can assist in this search by openly discussing pressing issues with students.

In contrast with the predictions of Erikson’s theory, research indicates that identity
achievement more often occurs after, than during, high school (Berzonsky & Kuk, 2000; Mar-
cia, 1980, 1987). This delay is especially true for college students, who have more time to con-
sider what they want to do with their lives.

This research suggests that the uncertainty adolescents experience is related more to the de-
mands of increased independence than to identity issues (Bettis & Adams, 2005; McLeod & Yates,

2006). Conflict with parents, teachers, and other adults peaks in early adolescence and then de-
clines, as teenagers accept responsibility and adults learn how to deal with the new relationships

3.3 States in Identity Development

State Description

Occurs when individuals fail to make clear choices. Characterized by

Identity diffusion haphazard experimentation with different career options. Choices may
be difficult, or individuals aren’t developmentally ready to make choices.

Identity foreclosure Occurs when individuals prematurely adopt the positions of others, such
as parents. This is an undesirable position because it is based on the
identities of others.

Identity moratorium Occurs when individuals pause and remain in a holding pattern. Long-

range commitment is delayed.

Identity achievement Occurs after individuals experience a period of crises and decision
making. Identity achievement reflects a commitment to a goal or
direction.
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Sexual identity. Students’ self-
constructed definition of who they are with
respect to gender orientation.

Sexual orientation. The gender to which
an individual is romantically and sexually
attracted.

Self-esteem or self-worth. An
emotional reaction to, or an evaluation of,
the self.
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(Arnett, 2002). The challenges of early adolescence help explain why teaching middle and junior
high students can be particularly challenging.

Sexual Identity

Sexual identity, students’ self-constructed definition of who they are with respect to gender ori-
entation, is another important element of identity formation. Sexual identity influences student
choices ranging from clothes and friends to the occupations they consider and ultimately pursue
(Ruble, Martin, & Berenbaum, 2006). Sexual orientation, the gender to which an individual is
romantically and sexually attracted, is an important dimension of sexual identity.

Homosexual students (students whose sexual orientations are directed toward members of
their own gender) are estimated to make up about 3 to 10 percent of the school population, and
this sexual orientation can be confusing and stressful for some of them (Macionis, 2006). Attempts
to pinpoint the causes of homosexuality are controversial, with some believing that it is genetic and
others attributing it to learning and choice (Gollnick & Chinn, 2006). Research suggests a definite
genetic component; if one member of identical twins is homosexual, for example, the other is
much more likely to also be homosexual than is the case with fraternal twins (Bailey, 1993).

Research also suggests that homosexuals experience a three-phase sequence in their at-
tempts to understand who they are. The first is feeling different, a slowly developing awareness
that they aren’t like other children. The second is a feeling of confusion, which occurs during
adolescence. In this phase, homosexuals attempt to understand their developing sexuality,
looking for both social support and role models.

Finally, in the third phase, the majority of gay and lesbian teenagers accept their homosex-
uality and share it with those who are close to them.

One gay man described his experience in this way:

It seems as if I always felt a little different. I don’t ever remember having a crush on a
girl, and then, when I got a little older, I began to have these feelings that scared me. I
found myself physically attracted to, and even aroused by, some of my male friends. I
didn’t know who to talk to about it, so I just kept it to myself. I was really miserable. It
took a long time, but finally I got okay with it all. My friends all know I'm gay, and it
isn’t a big deal. (Jim Pepperling, Personal Communication, January 28, 2008)

This information is important for teachers for at least two reasons. First, you may be one of
the people with whom students share this information, and your reaction can have a major impact
on students’ acceptance of themselves. Second, research indicates that homosexual students are at
greater risk for problems ranging from depression and substance abuse to suicide (M. Wood,
2005). Peer harassment is a major contributor to these problems. Teachers play an essential role in
setting the moral tone of their classrooms, ensuring that they are safe places for all students.

The Development of Self-Concept

How athletic are you? How popular? How “smart” compared to your friends and fellow students?

Your responses reflect your self-concept, which, as we said in introducing this section, is a
cognitive appraisal of your physical, social, and academic competence (Schunk, Pintrich &
Meece, 2008). If you believe you're a good athlete, for example, you have a positive physical self-
concept, or if you think you’re good at getting along with people, you have a positive social self-
concept. People who believe they are intellectually competent have positive academic
self-concepts. Researchers believe that the formation of healthy self-concepts is central to both
social and emotional development (Davis-Kean & Sandler, 2001).

Self-Concept and Self-Esteem
The terms self-conceptand self-esteem are often used interchangeably, but they are actually quite
different. In contrast with self-concept, which is cognitive, self-esteem, or self-worth, is an
emotional reaction to, or an evaluation of, the self (Schunk et al., 2008). People who have high
self-esteem believe that they are inherently worthy people and feel good about themselves.
Self-esteem is important because low self-esteem during adolescence predicts poor health,
criminal behavior, and limited economic prospects as adults (Baumeister, Campbell, Krueger,
& Vohs, 2005; Trzesniewski et al., 2006).
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Young children tend to have both high self-esteem and positive self-concepts—sometimes
unrealistically so—probably because of few social comparisons and the support they receive
from parents (Stipek, 2002). Self-esteem tends to drop during the transition from elementary
to middle school (Eccles et al., 1989; Eccles et al., 2003). This decline, present in both males and
females, is due to several factors, including the impersonal nature of middle schools and the
physical changes brought on by puberty. Self-esteem then rises during the high school years, to
a greater extent for boys than girls (Twenge & Campbell, 2001).

Self-concepts become more realistic as interactions with others give students more accu-
rate measures of their performance compared to their peers (Schunk et al., 2008). As students
move into adolescence, self-concept interacts with a developing sense of identity. Each influ-
ences the other, and both influence self-esteem.

Self-Concept and Achievement

The relationship between overall self-concept and achievement is positive but
weak, and social and physical self-concepts are virtually unrelated to academic
achievement (Marsh & Ayotte, 2003; Schunk et al., 2008). This makes sense; we’ve
all known socially withdrawn students who are happy as academic isolates, as well
as popular students who are modest achievers.

The relationship between achievement and academic self-concept is more ro-
bust, and they are interdependent (Choi, 2005). Each can lead to an increase in the
other (Chapman, Tunmer, & Prochnow, 2000). This doesn’t imply that all learning
experiences can or should be successful, however; effective teachers help students
learn from and manage their failures (Dweck, 2000).

An even stronger relationship exists between specific subject matter self-
concepts and achievement in those areas (Choi, 2005). Researchers have also
found that self-concepts in different subjects, such as math or English, become
more distinct over time (Marsh & Ayotte, 2003; Yeung et al., 2000). Weve all
heard people make statements such as “I'm okay in English, but 'm no good in  Students form their academic self-concepts on the
math.” Some evidence suggests that comments such as these may not reflect ac- ?r?;;/srgfcgil\?eexpenences they have and the feedback
tual competence; instead, people for whom societal expectations are low, such '
as girls in math, underestimate their abilities (D. A. Cole et al, 2001; Herbert &

Stipek, 2005).

Extracurricular Activities
Research suggests that extracurricular activities can contribute to positive self-concepts (Ma-
honey, Larson, & Eccles, 2005). These activities provide both safe and supportive environments
and opportunities for students to interact with others. These experiences can enhance both
self-concept and self-esteem (Deutsch & Hirsch, 2001; Fredericks & Eccles, 2006).

The relationships between the different components of self-concept and achievement are
illustrated in Figure 3.2.

SMALL
CORRELATION General
WITH self-concept
ACHIEVEMENT
y N
MODERATE . . e
CORRELATION Academic Social Physical
WITH self-concept self-concept self-concept
ACHIEVEMENT
a a a
STRONG Self-concept in VIRTUALLY NO CORRELATION
CORRELATION math, English, or WITH ACHIEVEMENT
WITH : ;

other subjects
ACHIEVEMENT

Figure 3.2 The relationships among the dimensions of self-concept and achievement
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Promoting Identity and Self-Concept Development
in Your Classroom

Personal, Social, and Moral Development

As a teacher, you strongly influence students’ developing academic self-concepts. You design the learn-
ing activities and assessments and provide the feedback that students use to appraise their academic
competence. The following guidelines can help you in your efforts to promote psychosocial and self-

concept development:

1. Create a learning-focused classroom, and communicate genuine interest in all students.

2. Use an authoritative management style to help your students develop responsibility.

3. Reward autonomy and initiative in your students.

4. Establish appropriately high expectations for all learners, and provide evidence of increasing com-

petence.

5. Design grading systems that emphasize learning progress and personal growth.

Let's see how John Adler, an eighth-grade English teacher, attempts to implement these guidelines

with his students.

"Here are your papers,” John announces on Friday as he hands back a set
of quizzes from the day before. “You did a good job and I'm proud of you.
Your writing is really improving. . . . | know | expect a lot, but you've always
risen to the task.

"Put your scores in your logs, and add your improvement points.”

“Who improved the most, Mr. Adler?” Jeremy asks.

“That's not important,” John replies. “Remember, we're all in this to-
gether. You take responsibility for your learning, | help you as much as | can,
and we all try to improve. . . . That's why | put your scores on the last page
of the quizzes. They're your business, and no one else’s.”

“Now, I'd like to have a classroom meeting,” he says, changing the di-
rection of the discussion. “One of you came to me after school yesterday,
concerned about the way some of you are treating each other outside of
class. . .. She didn't name names; she simply expressed a concern, and |
like it when someone takes the initiative to make our classroom better.

“| concur with her concern. . . . For instance, | saw one of you get
tripped when you walked down the aisle, and another had water
splashed on him at the water fountain. . . . I'm also seeing more litter on
the floor.

“I'm disappointed at these behaviors. We're here to help one another.
... S0,  want to hear some ideas. What can we do to make our classroom
better?”

The students offer comments, with suggestions ranging from kicking
perpetrators out of class, to talking to them, to adding some more rules. The
students agree that John has been attempting to enforce the rules fairly, but
because he expects everyone to be responsible, perhaps he has perhaps
been too lenient in some cases.

At the meeting’s end, the students agree to be more responsible, and
John agrees to renew his efforts to consistently enforce the rules.

Now, let's look at John's attempts to apply the guidelines. He ap-
plied the first by focusing on understanding and improvement in provid-
ing feedback on his quiz, and communicating concern about the
students treatment of each other. When asked about their favorite
teachers, students identify qualities such as

Caring about them as individuals and seeking to help them succeed
as learners. . . . However, students also say that they want teachers
to articulate and enforce clear standards of behavior. They view this

not just as part of the teacher’s job but as evidence that the teacher
cares about them. (Brophy, 2004, pp. 29-30)

Second, by being caring but firm and soliciting students’ input
into rules and procedures, John displayed an authoritative interac-
tion style. Authoritative management, with opportunities for practic-
ing independence within limits, is particularly valuable in middle
schools where students are beginning the process of identity
development.

Third, John realized that no psychosocial challenge is permanently
resolved, so, even though his students were eighth graders, he rein-
forced one of them for taking the initiative to raise the issue of student
behavior.

John’s comment, “You did a good job and I'm proud of you. Your
writing is really improving. . . . | know | expect a lot, but you‘ve always
risen to the task,” communicated high expectations and emphasis on in-
creasing competence, which is an attempt to apply the fourth guideline.
These efforts also promote a sense of industry and positive academic
self-concept.

Finally, he deemphasized competition, applying the fifth guideline,
when he said, “That's not important. Remember, we're all in this to-
gether,” in response to Jeremy’s question about who improved the most.
Also, by awarding points for improvement, he used his grading system
to further emphasize increasing competence.

Research supports John’s approach to developing his students’
identity and self-concepts. An alternative approach uses strategies such
as having minority students study multicultural learning materials, send-
ing children to summer camps, and implementing support groups in at-
tempts to directly improve self concept. These approaches are largely
ineffective for two reasons. First, they focus on global self-concept,
which is essentially unrelated to achievement, and second, evidence of
increased competence is needed before self-concept will improve
(Baumeister, Campbell, Krueger, & Vohs, 2005; O'Mara, Marsh, Craven, &
Debus, 2006).

Helping students develop positive identities and self-concepts isn’t
easy, and efforts such as John's won’t work with all students or with any
student all the time. However, with time and effort, teachers can make
a difference in these important areas of development.
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Maria Robles squeezes her mother’s hand as they enter her new school.
Her mother can tell she is nervous as she anxiously eyes the bigger boys
and girls walking down the hallway:.

As they enter a kindergarten classroom, Carmen Avilla, her teacher,
comes to greet them.

"Hola. ¢Como te llamas, nina?” (Hello. What is your name, little one?)

Maria, hiding behind her mother, is still uneasy but feels some relief.

“Dile tu nombre” (Tell her your name), her mother prompts, squeezing
her hand and smiling.

"...Maria,” she offers hesitantly.

Her mother adds quickly, “Maria Robles. Yo soy su madre.” (I am her
mother.)

Carmen looks on her list, finds Maria’s name, and checks it off. Then
she invites them, in Spanish, to come into the room and meet the other boys
and girls. Music is playing in the background. Maria recognizes some of her
friends who are playing with toys in a corner of the room.

“Maria, ven aqui y juega con nosotros.” (Maria, come here and play
with us.)

Maria hesitates for a moment, looks up at her mother and then runs
over to join her friends.

Ethnicity and Self-Esteem

We all wonder about our self-worth. Will others like us? Are we perceived
as smart or attractive? As you saw in the last section, experiences with
others shape our beliefs, and schools are important in helping students de-
velop both positive self-concepts and high self-esteem.

Our culture also influences the development of self-esteem, espe-
cially for minority youth. Researchers have found that the self-esteem of
people from cultural minority groups often includes both a personal and a
collective component (S. French, Seidman, Allen, & Aber, 2006).

Ethnic identity refers to an awareness of ethnic group member-
ship and a commitment to the values and behaviors of that group, and
collective self-esteem refers to individuals’ perceptions of the relative
worth of the groups to which they belong. When these groups are val-
ued by society and perceived as having status, personal identities and
self-esteem are enhanced. The opposite is also true.

Children as young as Maria know they are part of an ethnic minority,
and research dating back to the 1930s indicates that minority children
such as African Americans (K. Clark & Clark, 1939), Mexican Americans
(Weiland & Coughlin, 1979), and Chinese Americans (Aboud & Skerry, 1984)
evaluate their ethnic reference groups as less worthy than the White ma-
jority. As ethnic minority children develop, they become increasingly aware
of problems with inequality and discrimination.

More recent research suggests that African American children who
grow up in warm and supportive environments, both at home and
school, actually possess higher levels of self-esteem than their Cau-
casian American counterparts (C. Carlson, Uppal, & Prosser, 2000;
S. French et al., 2006; Gray-Little & Hafdahl, 2000). However, some cul-
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Teachers can help students develop ethnic pride and positive self-
esteem by actively acknowledging and valuing the ethnic and cultural
strengths different students bring to school.

tural minorities experience hardships linked to poverty, crime, and drug
use (Dwyer & Osher, 2000). In addition, schools unresponsive
to the needs of minority children can retard the development of self-
concept and self-esteem (Ferguson, 2003; Noguera, 2003a). These find-
ings suggest that unique challenges can exist for students who are
members of ethnic minorities.

Ethnic Pride and Identity Formation

Membership in an ethnic group also affects students’ identities
(M. Jones, 1999), and the messages children receive about their ethnic
identities can be mixed or even negative (Lopez del Bosque, 2003; Traw-
ick-Smith, 2003). However, children who are encouraged to explore their
ethnicity and who adopt positive values from both the dominant and
their native culture develop a clearer sense of self (D. Hughes, et al.,
2006). Students with positive ethnic identities also achieve higher and
have higher self-esteem and more positive beliefs about their ability to
cope with their environments (Chavous et al., 2003; Spencer, Noll, Stoltz-
fus, & Harpalani, 2001). Minority students need to know that their cul-
tures are valued and that the languages they bring to school are assets
(S. French et al., 2006).

What can teachers do? We can make every effort to communicate
to students that their ethnic heritage and language are both recognized
and valued. Like Maria, many students come to school wondering if they
will be welcome. The way a teacher reacts to these students, as Carmen
Avilla did with Maria, has a powerful impact on their developing sense
of self-worth.
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Ethnic identity. An awareness of ethnic

group membership and a commitment to cne ak your d i

the attitudes, values, and behaviors of that

e understanding

Collective self-esteem. Individuals’ 2.1 You are teaching a ninth-grade student with whom you can’t “get going.” He will

perceptions of the relative worth of the
groups to which they belong.

do what is required of him and no more. He does a good job on his required work,
however, and seems to be quite happy. Explain his behavior using Erikson’s theory
as a basis. What might a teacher do in response to this pattern of behavior?

2.2 Look again at the students’ conversation at the beginning of the discussion of
identity development. Use their statements to explain the state of identity devel-
opment for each of the students.

2.3 “lI'know | can get this down the way | want to say it,” a student says to his friend.
“I've always been a decent writer. I'm not sure why I'm having a problem.” Use the
idea of self-concept and/or the idea of self-esteem to explain the student’s com-
ments. Describe the relationships between self-concept, self-esteem, and aca-
demic achievement.

To receive feedback for these questions, go to Appendix A.

classroom

4, 355 connections

E Promoting Psychosocial and Self-Concept Development
in Your Classroom

1.

Erikson believed that social connections to others play a major role
in promoting psychosocial development. Use social connection as
an umbrella under which you conduct your interactions with
students.

Elementary: A kindergarten student responsible for watering
the classroom plants knocks one over on the floor. The teacher
says evenly, “It looks like we have a problem. What needs to be
done?” She pauses and continues, “Sweep up the dirt, and wipe
up the water with some paper towels.” When the student is
done, the teacher gives her a hug and comments, “Everyone
makes mistakes. The important thing is what we do about
them.”

Middle School: A math teacher designs her instruction so that
all students can achieve success and develop a growing sense
of industry. She spends extra time with students after school,
and she lets students redo some of their assighments if they
make an honest effort the first time. She frequently comments,
“Math is for everyone—if you try!”

High School: A biology teacher pays little attention to the at-
tire and slang of his students as long as offensive language is-
n't used, the rights of others are recognized, and learning
occurs.

Success on challenging tasks is important for developing a sense of
industry in students. Help students understand that effort leads to
success and competence.

Elementary: A second-grade teacher carefully teaches a topic
and provides precise directions before making seat-work as-
signments. She conducts “monitored practice” with the first few
items to be sure all students begin correctly. When students en-
counter difficulties, she meets with them separately or in small
groups so they don't fall behind.

Middle School: A sixth-grade teacher develops a grading sys-
tem based partially on improvement so that each student can
succeed by improving his or her performance. He meets with
students periodically during each grading period to help them
monitor their learning progress.

High School: An art teacher uses portfolios and individual con-
ferences to help her students set goals and see their growth
over the year. During conferences, she emphasizes individual
growth and tries to help students understand how their effort
and accomplishments are linked.

Developing Positive Self-Concepts in your Classroom
3. Self-concepts develop from the experiences students have in and
outside of school. Make students feel wanted and valued in your
class. Provide learning experiences that promote success.

Elementary: A fourth-grade teacher starts the school year by
having students bring in pictures of themselves taken when
they were preschoolers and write autobiographical sketches.
They list their strengths, interests, and hobbies, and describe
what they want to be when they grow up.

Middle School: A homeroom teacher for entering middle school-
ers tries to make his classroom a place where students feel safe
and secure. He begins the school year with classroom meetings
where students get to know one another and form homeroom
rules. As the year progresses, he uses these meetings to discuss
issues and problems important to students.

High School: A ninth-grade English teacher begins each school
year by announcing that everyone is important in her classes
and that she expects everyone to learn. She structures her
classrooms around success, minimizing competition. She also
stays in her room after school and invites students who are hav-
ing problems to come by for help.
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Social Development

As we said at the beginning of the chapter, social development describes the advances people
make in their ability to interact and get along with others, and it is an essential element of in-
dividuals’ overall development. In a review of research in this area, experts concluded, “There
is a growing body of scientifically based research supporting the strong impact that enhanced
social and emotional behaviors can have on success in school and ultimately in life” (Zins,
Bloodworth, Weissberg, & Walberg, 2004, p. 19). When students can make friends and get
along with others, they feel better about themselves, feel more connected to school and their
classmates, and have opportunities to practice and develop social skills (Rubin et al., 2006).
Social development is also related to reduced dropout and substance abuse rates (Zins et al.,
2004). This helps us answer the second question we asked at the beginning of the chapter:
“What impact, if any, will Sean’s attitude have on his academic achievement?” It is likely to
decrease his achievement, and it will certainly have an adverse effect on his satisfaction with
school. Students who are well developed personally and socially achieve more and enjoy
school more than do their less well-developed peers. Understanding social development can
help you contribute to this important process.

We turn now to perspective taking and social problem solving, two important dimensions
of social development.

Perspective Taking: Understanding Others’
Thoughts and Feelings

Perspective taking is the ability to understand the thoughts and feelings of others. To see an
example, let’s look at four fifth graders working on a project.

Octavio, Mindy, Sarah, and Bill are studying American westward expansion in social
studies. They’d been working as a group for 3 days and are preparing a report to be de-
livered to the class. There is some disagreement about who should present which topics.

“So what should we do?” Mindy asks, looking at the others. “Octavio, Sarah, and
Bill all want to report on the Pony Express.”

“I thought of it first,” Octavio argues.

“But everyone knows I like horses,” Sarah counters.

“Why don’t we compromise?” Mindy suggests. “Octavio, didn’t you say that you were
kind of interested in railroads because your grandfather worked on them? Couldn’t you
talk to him and get some information for the report? And Sarah, I know you like horses.
Couldn’t you report on horses and the Plains Indians? . . . And Bill, what about you?”

“I don’t care . . . whatever,” Bill replies, folding his arms and peering belligerently
at the group.

These students differed significantly in their ability to understand the thoughts and feel-
ings of others. When Mindy suggested that Octavio and Sarah switch assignments because of
their interest in different topics, for example, she demonstrated this ability.

Research indicates that perspective taking develops slowly and is related to Piaget’s stages
of cognitive development (Burack et al., 2006). Children up to about age 8 typically don’t un-
derstand events such as Bill’s angry response or why Octavio might be happy reporting on rail-
roads, but as they mature and acquire experiences, their perspective-taking abilities improve.

People skilled in perspective taking can handle difficult social situations, can display em-
pathy and compassion, and are well liked by their peers (Eisenberg et al., 2006; Schult, 2002).
Those less skilled tend to interpret others’ intentions as hostile, which can lead to arguing and
other antisocial acts. They also lack feelings of guilt and remorse when they hurt other people’s
feelings (Crick, Grotpeter, & Bigbee, 2002; Dodge et al., 2003).

This section addresses the third question we asked at the beginning of the chapter: “What
is a likely reason that Sean doesn’t get along with the other students?” His belief that the other
kids are picking on him “for no reason” likely reflects underdeveloped perspective taking. He
may also lack social problem-solving skills, the topic of our next section.
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Perspective taking. The ability to
understand the thoughts and feelings of
others.
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Social problem solving. The ability to
resolve conflicts in ways that are beneficial
to all involved.

Perspective taking and social problem solving are important aspects of
learners’ social development.

y

) To see how teachers promote

perspective taking and social

problem solving in their stu-

dents, go to the Building Teach-
ing Skills and Dispositions section in
Chapter 3 of MyEducationLab at www.
myeducationlab.com, and watch the
episode The Scarlet Letter in High School
English. Complete the exercises following
the episode to develop your skills in ad-
vancing social development.

Bully. A student who frequently threatens,
harasses, or causes injury to peers.
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Social Problem Solving

Social problem solving, the ability to resolve conflicts in ways that are beneficial to all involved,
is closely related to perspective taking. Mindy displayed this ability when she suggested a com-
promise acceptable to everyone.

Research suggests that social problem solving is similar to problem solving in general
(a topic presented in Chapter 9) and occurs in four sequential steps (Dodge, Coie, & Lynam,
2006; Eisenberg et al., 2006):

1. Observe and interpret social cues. (“Bill seems upset,
probably because he isn’t getting his first choice.”)

2. Identify social goals. (“If we are going to finish this
project, everyone must contribute.”)

3. Generate strategies. (“Can we find different topics that
will satisfy everyone?”)

4. Implement and evaluate the strategies. (“This will
work if everyone agrees to shift their topic slightly.”)

Social problem solving is a valuable tool, both in and out
of school. Students who are good at it have more friends,
fight less, and work more efficiently in groups than those who
are less skilled (H. Patrick, Anderman, & Ryan, 2002).

Like perspective taking, social problem solving develops
gradually and with practice (D. W. Johnson & Johnson, 2006).

. = "M Young children, for example, are not adept at reading social
e \ S cues, and they tend to create simplistic solutions that satisfy
: themselves but not others. Older children realize that persua-
sion and compromise can benefit everyone, and they’re better
at adapting when initial efforts aren’t successful.

Violence and Aggression in Schools

School violence and aggression are persistent problems, and experts link this trend to a lack of
personal and social development (D.W. Johnson & Johnson, 2004; Lopes & Salovey, 2004). The
widely publicized Columbine massacre in 1999, in which two students killed a teacher and 12
of their peers, and the Red Lake, Minnesota, tragedy in 2005 in which a student killed 5 of his
peers, a teacher, and a security guard, together with other shooting incidents in schools around
the nation, dramatically underscore this problem.

National statistics are also disconcerting; the homicide rate of juveniles under 18 increased
by nearly 400% since 1965 (Dodge et al., 2006). This country continues to have the highest rates
of youth suicides, homicides, and firearms-related deaths of any of the world’s 26 wealthiest
nations (Aspy et al., 2004).

Bullying, a more subtle form of school violence, is an ongoing problem, with up to one
third of students saying they experience it frequently (D. Cooper & Snell, 2003; Viadero, 2003).
A bully is a student who threatens, harasses, or causes injury to peers. Bullies often target peers
who are immature, friendless, lacking in self-confidence, or have disabilities (Hyman et al.,
2006; Newman & Murray, 2005), and bullying can have long-term negative effects on victims
(Dodge et al., 2006). Experts estimate that boys bully more than girls by a ratio of three to one.
This ratio may be misleading, however, since girls’ bullying tends to be more verbal than phys-
ical and less likely to be reported (Ma, 2001).

Aggressive behavior in schools, which includes bullying, occurs in several forms. Some are:

*  Physical aggression. Actions that that can cause injury (most common in boys)

*  Relational aggression. Actions that can adversely affect interpersonal relationships, such as
spreading rumors or ostracizing a peer (most common in girls) (Pellegrini, 2002)

« Instrumental aggression. Actions aimed at claiming an object, place, or privilege, such as a
young child grabbing another’s toy or cutting in line

* Proactive aggression. Hostile acts initiated by individuals and directed toward someone else

*  Reactive aggression. Hostile acts in response to provocation or frustration


www.myeducationlab.com
www.myeducationlab.com
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Promoting Social Development in Your Classroom

As with other aspects of learning, social development can be advanced through student understanding,
practice, and feedback. You can make important contributions to social development by modeling so-
cial skills and by organizing your classroom in ways that contribute to this dimension of development

(Elias, 2004). The following guidelines can assist you in your efforts:

1. Model and explicitly teach social skills to your students.

2. Establish rules governing acceptable classroom behavior.

3. Help students understand the reasons for rules by providing examples and rationales.
4. Have students practice social skills, and give them feedback.

Let's see how Teresa Manteras, a first-year teacher, uses these guidelines as she works with her

sixth graders.

“How are you doing, Teresa?” Carla Ambergi, a veteran colleague asks as
Teresa comes into the teachers’ lounge.

“A little discouraged,” Teresa sighs. “I learned about all those coopera-
tive learning activities in my university classes, but when I try them with my
kids, all they do is snip at each other. Maybe | should just lecture.”

“They're not used to working in groups,” Carla smiles, “and they
haven't yet learned how to cooperate. They need some practice.”

"Yes, I know, . . . but | don't even know where to start.”

“Would you like me to come in during my planning period? Maybe |
can help.”

“That would be great!” Teresa replies with a big sense of relief.

Carla comes in the next day, and then she and Teresa sit down to-
gether after school. “First, | think you do an excellent job of modeling social
skills,” Carla comments. “You consider where the kids are coming from, you
treat disagreements as an opportunity to solve problems, and you are sup-
portive. ... But, your modeling goes right over their heads. They don't notice
what you're doing. So, | suggest that you be more specific; tell the kids what
you're modeling, and give them some examples. Then, add a few rules that
will help guide their interactions with each other. It will take some time, but
it will make a difference.”

“Good point,” Teresa nods. “I hadn't quite thought about it that way
before.”

Carla then helps Teresa develop some rules that address behavior in
groups:

Listen politely until other people are finished before speaking.

Treat other people’s ideas with courtesy and respect.

Paraphrase other people’s ideas in your own words before disagreeing.
Encourage everyone in the group to participate.

Bl

Teresa starts the next day. Before breaking the students into groups,
she tells them that they are going to work on their social skills, and she mod-

els several examples, such as making eye contact, checking perceptions,
and listening attentively. Then, she presents and explains the new rules, has
volunteers role-play an example for each, and guides a discussion of the ex-
amples.

Students then begin their group work. Teresa monitors the groups, in-
tervenes when they have difficulties, and reconvenes the class when she
sees a similar problem in several groups. The students are far from perfect,
but they are improving.

Now let’s look at Teresa’s attempts to apply the guidelines for pro-
moting social development in her classroom. She applied the first by
modeling and explicitly teaching her students the social skills she
wanted them to develop. Just as learning to write, for example, involves
understanding grammar and punctuation together with a great deal of
practice, developing social skills involves both understanding and prac-
tice in interactions with others (Elias, 2004).

Teresa applied the second guideline by creating a set of rules de-
signed to support the students as they worked together. She pre-
sented only four rules, first because they supplemented her general
classroom rules, but also because a small number makes them easier
to remember.

Third, Teresa provided concrete examples of the rules by having
students role-play social situations and then discussing each to be
sure the students understood what the role-playing illustrated. Her
modeling provided additional examples of desirable social skills and
behaviors.

Finally, Teresa provided opportunities for students to practice their
social skills during group work, and she gave them feedback. Students
won't become socially skilled in one or two activities, but with time,
practice, and explicit instruction, students can develop these skills
(Gillies, 2003; D. W. Johnson & Johnson, 2004, 2006).

Aggressive students have difficulty maintaining friendships and are at increased risk for
engaging in delinquent activities (Berger, 2007). Aggressive tendencies cause problems both in

school and in later life (Dodge et al., 2006).

The causes of aggressive behavior are complex, with both genetics and the environment

playing roles. Bullies, for example, often come from homes where parents are authoritarian,
hostile, and rejecting, and aggressive behavior is both modeled and reinforced (Barry &
Wentzel, 2006; Brendgen et al., 2006). Their parents frequently have poor problem-solving
skills and often advocate fighting as a solution to conflicts (Ma, 2001). These home environ-
ments can result in hostile attributional bias, a tendency to view others’ behaviors as hostile
or aggressive. Aggression is also linked to deficits in perspective taking, empathy, moral devel-
opment, and emotional self-regulation (Crick et al., 2002).

Aggressive behavior harms both the aggressor and the victim. It teaches the aggressor that
force and coercion are acceptable ways to solve social problems, and victims often become

Hostile attributional bias. A tendency
to view others’ behaviors as hostile or
aggressive.



Programs designed to prevent violence and aggression in schools focus on
developing social skills as substitutes for force.
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depressed, anxious, or even suicidal (Hyman et al., 2006;
Schwartz et al., 2005). Victims hesitate to tell teachers for fear
of additional retribution (Newman & Murray, 2005).

Attempts to prevent aggression and violence in schools fo-
cus on peer mediation and programs designed to develop so-
cial problem-solving skills (San Antonio & Salzfass, 2007). In
one of the best-known peer-mediation programs, designed by
David and Roger Johnson (2004, 2006), a mediator guides
peers through conflict-resolution steps in which students
jointly define the conflict, exchange perspectives, reverse the
perspectives, and invent solutions that are mutually agreed
upon. The Johnson’s research suggests that schools in which
students were trained in conflict resolution had fewer manage-
ment problems, both within classrooms and on school
grounds, and students continued to use the strategies at home
(D.W. Johnson & Johnson, 2004).

Programs designed to teach social problem-solving
skills focus on substituting peaceful alternatives for force
(Kress & Elias, 2006). With young children, teachers use

puppet skits to present social dilemmas, which children discuss and try to solve. In pro-
grams for older children, teachers ask students to read and respond to scenarios such as the
one involving Octavio, Mindy, Sarah, and Bill. Research indicates that students in these pro-
grams improve in both their social problem-solving abilities and their classroom behavior

(Kress & Elias, 2006).

These strategies focus on violence and aggression at the individual level. A school climate
that discourages violence and aggression and clearly communicates that they won’t be toler-
ated is also essential (San Antonio & Salzfass, 2007). Parental involvement is important,
and students need to know that teachers and administrators are committed to safe schools

(Christenson & Havsy, 2004).

classroom

in Your Classroom

1. Perspective taking, the ability to understand the thoughts and feel-
ings of others, is an important part of social development. Provide
opportunities for students to consider the perspectives of others.
¢ Elementary: A fourth-grade teacher has her students analyze

different characters’ motives and feelings when they discuss a
story they've read. She asks, “How does the character feel? Why
does the character feel that way? How would you feel if you
were that person?”

e Middle School: A middle school science teacher stays after
school to provide opportunities for students to ask questions
about their work in his class. The conversations often drift to in-
terpersonal problems the students are having with parents or
friends. The teacher listens patiently, but also encourages stu-
dents to think about the motives and feelings of the other peo-
ple involved.

o High School: A history teacher encourages her students to con-
sider points of view when they read reports of historical events.
For example, when her students study the Civil War, she re-
minds them that both sides thought they were morally right and
asks questions such as, “Why was the topic of states’ rights so
controversial?” and “How did the different sides in the war in-
terpret the Emancipation Proclamation?”

connections
Applying an Understanding of Social Development

2. Social problem solving is the ability to resolve conflicts in ways that
are beneficial to all involved. Provide opportunities for students to
engage in social problem solving as they work with others.

e Elementary: A third-grade teacher periodically has groups of
four students check each others’ math homework. He passes
out two answer sheets to each group and asks each group to
decide how to proceed. When the students don’t accept equal
responsibilities, or conflicts arise, he encourages students to
work out the problems themselves and intervenes only if they
cannot resolve the problems.

¢ Middle School: An eighth-grade English teacher sometimes
purposefully leaves decisions about individual assignments up
to the groups in cooperative learning activities. When disagree-
ments occur, she offers only enough assistance to get the group
back on track. If the problem is widespread, she calls a whole-
class meeting to discuss the problem.

e High School: When art students argue about space and access
to materials and supplies, their teacher calls a class meeting
and requires them to discuss the problem and suggest solutions
acceptable to everyone.
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chec your
understandlng

3.1 Describe and explain the major components of social development.

3.2 Two kindergarteners are arguing about who gets to play next at the water table.
Their teacher approaches them and says, “Hmm. It looks like you both want to
play at the water table at the same time. What could we do to make both of you
happy?” What dimension of social development is this teacher trying to pro-
mote? Why?

3.3 Explain how school violence and aggression relate to social development.
Describe the causes of violent and aggressive behaviors in children.

To receive feedback for these questions, go to Appendix A.

Development of Morality, Social Responsibility,
and Self-Control

To begin this section, let’s return to Amanda Kellinger, our teacher at the beginning of the chap-
ter, and her work with her eighth graders.

“I need to go to the office for a moment,” Amanda announces as her students work on
a seat-work assignment. “You all have work to do, so work quietly until I get back. I’ll
only be gone for a few minutes.”

The quiet shuffling of papers can be heard for a few moments, and then Gary whis-
pers, “Psst, what math problems are we supposed to do?”

“Shh! No talking,” Talitha says, pointing to the rules posted on the bulletin board.

“But he needs to know so he can do his work,” Krystal replies. “It’s the evens on
page 79.”

“Who cares?” Dwain growls. “She’s not here. She won’t catch us.”

What influences our students’ interpretation of classroom rules? For example, how might
we explain the differences between Talitha’s, Krystal’s and Dwain’s reactions to the rule about
no talking? More importantly, as students move through life,
how do they think about the laws and conventions that gov-
ern our society? The concept of morality deals with matters
of right and wrong, and we now examine moral develop-
ment, which, as you saw at the beginning of the chapter, is the
development of prosocial behaviors and traits such as hon-
esty, fairness, and respect for others.

Increased Interest
in Moral Development

Interest in moral development is increasing, partially due to dis-
turbing trends in our country. For example, in our schools large
numbers of students express concerns about being bullied
(Raskauskas & Stoltz, 2007). Also, surveys indicate that as many
as three fourths of high school students admit to cheating on
tests, and cheating appears to be on the rise in elementary
schools through college (Bracey, 2005; Murdock & Anderman,
2006). Outside of schools, corruption that led to the collapse of
businesses such as Enron and WorldCom, and theloan scandals  cheating is a persistent problem in classrooms. How students think about this
that resulted in the housing crisis in this country, in the latter  problem and how teachers respond to it depend on students’ levels of moral
part of the decade, have sent shock waves through the financial ~ development.
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Social conventions. Societal norms and
ways of behaving in specific situations.
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community and American society in general. The American public is increasingly looking to edu-
cation for solutions to problems such as these (L. C. Rose & Gallup, 2007).

Moral issues are also embedded in the school curriculum. History is not a mere chronol-
ogy of events; it is also a study of people’s responses to moral issues, such as poverty, human
suffering, peace, justice, and whether decisions to go to war are justified.

Ethical issues are also found in literature written for young people. For instance in
E. B. White’s (1974) children’s classic Charlotte’s Web, moral issues are involved when Charlotte,
the spider, devises an ingenious plan to save Wilbur the pig from slaughter. And teachers com-
monly choose books such as The Yearling (Rawlings, 1938), The Scarlet Letter (Hawthorne,
1850), and A Tale of Two Cities (Dickens, 1859), not only because they are good literature but
also because they examine moral issues.

Moral development is an integral part of development in general. Students’ beliefs about
right and wrong influence their behavior; incidents of cheating and vandalism, for example,
decrease if students believe they are morally unacceptable. Socially and emotionally healthy
learners have a moral compass that guides their behavior. Research also indicates that the moral
atmosphere of a school (e.g., democratic and prosocial versus authoritarian) can influence mo-
tivation and the value students place on their learning experiences (Christenson & Havsy, 2004;
Murdock, Miller, & Kohlhardt, 2004). Understanding moral development helps us better guide
our students in this vital area.

Moral, Conventional, and Personal Domains
To begin this section, consider the following questions:

Is it all right to take a pencil that doesn’t belong to you?
Is it okay to spread untrue rumors about another person?
Should young people call adults by their first names?

Is it all right to pierce your ears, eyebrows, nose, or navel?

Researchers investigating children’s moral development differentiate between moral, con-
ventional, and personal domains (Nucci, 2001, 2006; Turiel, 2006). Moral domains deal with ba-
sic principles of right, wrong, and justice; it's wrong, for example, to take someone’s pencil or
to hurt them by spreading false rumors.

Social conventions, in contrast, are societal norms and ways of behaving in specific situ-
ations. They would suggest, for instance, that it’s okay to yell at an athletic event but not in a
classroom. Social conventions also vary according to culture and setting. For example, young
people addressing adults by their first names is acceptable in some cultures, but in others it isn’t.
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Teachers can help students understand differences between moral, conventional, and personal
domains with class discussions that focus on reasons for each.
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Finally, the personal domain refers to decisions that are not socially regulated and do not
harm or violate others’ rights. Parents and other adults may object to tattoos and body pierc-
ing, but they aren’t morally wrong, and they aren’t usually addressed by social conventions such
as dress codes.

Research suggests children as young as 2 or 3 years can distinguish among these domains
(Nucci, 2001, 2006). Young children can understand that moral transgressions are generally
wrong and do not depend on context; it’s wrong to hit and hurt someone, for example, regard-
less of where you are, and whether or not rules prohibiting it exist.

Children learn to differentiate among the domains by observing the consequences of ac-
tions. For example, when children hit and hurt someone, they see the impact of their actions
on others, and they are often reprimanded or punished by adults. Children also begin to realize
that conventions are arbitrary and situation-specific, which can result in them questioning
both school regulations and rules at home.

Teachers can help their students understand the differences among the domains by dis-
cussing them and emphasizing the reasons for each. For example, when moral rules are vio-
lated, teachers should encourage students to think about the effects of their actions on others.
Similarly, the functional value of social conventions needs to be explained (e.g., “To give every-
one a chance to participate, we need to raise our hands to speak.”)

The lines between the moral, conventional, and personal domains are often blurred and
depend on individuals’ interpretations. Some preservice teachers, for example, view giving all
students the opportunity to participate as a moral issue, whereas others are more likely to clas-
sify it in the conventional domain (Schellenberg & Eggen, 2008). Further, some researchers
view reasoning about social conventions and society’s rules as advances in moral development
(Kohlberg, 1981, 1984).

Piaget's Theory of Moral Development

Although we usually think of Piaget in the context of cognitive development, he examined the
development of ethics and morals as well. He studied cognitive and moral development in
much the same way—by observing children, presenting them with tasks, and asking questions
to probe their thinking (Krebs & Denton, 2005).

Piaget (1965) found that children’s responses to moral problems can be divided into two
broad stages. In the first stage, external morality, children view rules as fixed, permanent, and
enforced by authority figures. When Talitha said, “Shh! No talking,” and pointed to the rules,
she was thinking at this stage. It didn’t matter that Gary was only asking about the assignment;
rules are rules. In responding “Who cares? She’s not here. She won’t catch us,” Dwain demon-
strated similar thinking; he was focusing on the fact that no authority figure was there to en-
force the rule. External morality typically lasts to about age 10. Piaget believed that parents and
teachers who stress unquestioned adherence to adult authority retard moral development and
unintentionally encourage students to remain at this level.

When students advance to autonomous morality, the second stage, they develop ra-
tional ideas of fairness and see justice as a reciprocal process of treating others as they would
want to be treated (Turiel, 2006). Children at this stage begin to rely on themselves instead
of others to regulate moral behavior. Krystal’s comment,
“But he needs to know so he can do his work,” demon-
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External morality. A stage of moral
development in which individuals view
rules as fixed and permanent and enforced
by authority figures.

Autonomous morality. A stage of moral
development characterized by the belief
that fairness and justice is the reciprocal
process of treating others as they would
want to be treated.

Moral dilemma. An ambiguous,
conflicting situation that requires a person
to make a moral decision.

strates this kind of thinking; she viewed Gary’s whisper-

ing as an honest request for assistance rather than an Lawrence KOh | berg (1927-1987), born in New York,
infraction of rules. was a psychologist who became famous for his research in describing peo-

ple’s moral reasoning.

A brilliant student in psychology at the University of Chicago, he was in-

Kohlberg's Theory spired by, and built on, Piaget's work. His research focused on individuals’ jus-

of Moral Development

Lawrence Kohlberg, a Harvard educator and psychologist,

built on and extended Piaget’s work. He used moral a colleague and critic of his theory.

tifications for their actions when presented with moral dilemmas, and his
dissertation described his six stages of moral reasoning. He taught at the Uni-
versity of Chicago and later held a faculty position in social psychology and ed-
ucation at Harvard. While at Harvard, he met Carol Gilligan, who later became

dilemmas, ambiguous, conflicting situations that require Based on criteria such as citations and recognition, Kohlberg was one of
a person to make a moral decision, as the basis for his re- the 30 most eminent psychologists of the 20th century.

search. Let’s look at an example.
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Discussing moral dilemmas provides students with oppurtunities to examine

their thinking about moral issues.

Preconventional morality. An
egocentric orientation lacking any
internalized standards for right and wrong.

Punishment-obedience. A stage of
moral reasoning in which conclusions are
based on the chances of getting caught
and being punished.

Market exchange. A stage of moral
reasoning in which conclusions are based
on an act of reciprocity on someone else’s
part.

Conventional morality. A moral
orientation linked to uncritical acceptance
of society’s conventions about right and
wrong.
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Steve, a high school senior, works at a night job to help
support his mother, a single parent of three. Steve is con-
scientious and works hard in his classes, but he doesn’t
have enough time to study.

Because of his night work, and because he isn’t fond
of history, he is barely passing. If he fails the final exam, he
will fail the course and won’t graduate. He isn’t scheduled
to work the night before the exam, so he has extra time to
study. But, early in the evening his boss calls, desperate to
have Steve come in and replace another employee who
called in sick at the last moment. His boss pressures him,
so Steve goes to work at 8:00 p.m. and comes home ex-
hausted at 2:00 a.m. He tries to study but falls asleep on
the couch with his book in his lap. His mother wakes him
for school at 6:30 a.m.

Steve goes to his history class, looks at the test, and
goes blank. Everything seems like a jumble. Clarice, one of
the best students in the class, happens to have her answer
sheet positioned so that he can clearly see every answer by barely moving his eyes.

Is he justified in cheating?

This is a moral dilemma because it deals with issues of right and wrong and because any
decision Steve makes has both positive and negative consequences. If he cheats, he will pass the
test, but cheating is morally wrong. On the other hand, if he doesn’t cheat, he will likely fail the
course and not graduate.

Kohlberg (1963, 1969, 1981, 1984) used responses to moral dilemmas, such as this one, as
a basis of his research, which he later developed into his theory of moral development. Like
Piaget, he concluded that moral reasoning exists in stages, and development occurs when peo-
ple’s reasoning advances to a higher stage. On the basis of research conducted in Great Britain,
Malaysia, Mexico, Taiwan, and Turkey, Kohlberg concluded that the development of moral rea-
soning is similar across cultures.

Kohlberg originally described moral reasoning as occurring at three levels consisting of
two stages each (Turiel, 2006). They are outlined in Table 3.4 and discussed in the sections that
follow. As you read the descriptions, remember that the specific response to a moral dilemma
isn’t the primary issue; moral development is determined by the reasonsa person gives for mak-
ing the decision.

Level I: Preconventional Ethics

Preconventional morality is an egocentric orientation lacking internalized standards for right and
wrong and focusing on the consequences of actions for the self. In the punishment—obedience
stage, people make moral decisions based on their chances of getting caught and being punished;
they reason that right or wrong is determined by the consequences of an action. For example, if a
child is caught and punished, the act is morally wrong; if not, the act is right. A person who argues
that Steve is justified in cheating because he is unlikely to get caught is reasoning at this stage.

At Stage 2, market exchange, people reason that an act is morally justified if it results in
reciprocity, such as “You do something for me, and I'll do something for you.” A person rea-
soning at Stage 2 might argue that Steve should go ahead and cheat, because if he doesn’t, he’ll
have to repeat the course and quit his job. The focus remains on the self, and “The right thing
to do is what makes me the happiest.” Political patronage—the tendency of successful office
seekers to give their supporters desirable jobs regardless of qualifications—is a common exam-
ple of Stage-2 ethics.

Level II: Conventional Ethics

When moral reasoning has developed to the conventional level of morality, reasoning no
longer depends on the consequences for the individual but instead is linked to acceptance of
society’s conventions about right and wrong. Values such as family expectations, obeying the
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3.4

Kohlberg's Stages
of Moral Reasoning

Level 1 Preconventional Ethics
(Typical of preschool and
elementary students.)

Stage 1: Punishment—
Obedience

Stage 2: Market Exchange

The ethics of egocentrism. Typical of children up to about
age 10. Called preconventional because children typically
don’t fully understand rules set down by others.

Consequences of acts determine whether they’re good or
bad. Individuals make moral decisions without considering
the needs or feelings of others.

The ethics of “What’s in it for me?” Obeying rules and
exchanging favors are judged in terms of the benefit to the
individual.

Level Il Conventional Ethics
(Seen in older elementary

and middle school students and
many high school students.)

Stage 3: Interpersonal
Harmony

Stage 4: Law and Order

The ethics of others. Typical of 10- to 20-year-olds. The
name comes from conformity to the rules and conventions
of society.

Ethical decisions are based on concern for or the opinions
of others. What pleases, helps, or is approved of by others
characterizes this stage.

The ethics of laws, rules, and societal order. Rules and
laws are inflexible and are obeyed for their own sake.

Level Il Postconventional Ethics
(Rarely seen before college, and
the universal principles stage is
seldom seen even in adults.)

Stage 5: Social Contract

The ethics of principle. Rarely reached before age 20 and
only by a small portion of the population. The focus is on
the principles underlying society’s rules.

Rules and laws represent agreements among people about

behavior that benefits society. Rules can be changed when
they no longer meet society’s needs.
Stage 6: Universal Principles Rarely encountered in life. Ethics are determined by
abstract and general principles that transcend societal
rules.

law, and social order become prominent. In Stage 3, interpersonal harmony, people make de-
cisions based on loyalty, living up to the expectations of others, and social conventions. For ex-
ample, a teenager on a date who meets a curfew because she doesn’t want to worry her parents
is reasoning at this stage. A person reasoning at Stage 3 might offer two different perspectives
on Steve’s dilemma. One could argue that he needs to work to help his family and therefore is
justified in cheating. A contrasting view, but still at this stage, would suggest that he should not
cheat because people would think badly of him if they found out.

At Stage 4, law and order, people follow laws and rules for their own sake. They don’t make
moral decisions to please other people as in Stage 3; rather, they believe that laws and rules ex-
ist to guide behavior, and they should be followed uniformly. A person reasoning at Stage 4
would argue that Steve should not cheat because “It’s against the rules to cheat.”

Concern for the orderliness of society is also characteristic of Stage-4 ethics. For example,
a person might argue that Steve should not cheat, because “What would our country be like if
everybody cheated?” Concern for others is still the focus, but rules and order are key criteria.
People reasoning at Stage 4 don’t care whether the rest of the world cheats on their income
taxes; they pay theirs because the law says they should.

Level lll: Postconventional Ethics

Postconventional morality, also called principled morality, views moral issues in terms of ab-
stract and self-developed principles of right and wrong. People reasoning at Level I1I have tran-
scended both the individual and societal levels. They follow rules but, based on principle, they
also see that rules sometimes need to be changed or ignored. Only a small portion of the pop-
ulation attains this level, and most of these don’t reach it until their middle to late 20s.
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Interpersonal harmony. A stage of
moral reasoning in which conclusions are
based on loyalty, living up to the
expectations of others, and social
conventions.

Law and order. A stage of moral
reasoning in which conclusions are based
on following laws and rules for their own
sake.

Postconventional morality. A moral
orientation that views moral issues in
terms of abstract and self-developed
principles of right and wrong.
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Social contract. A stage of moral
reasoning in which conclusions are based
on socially agreed-upon principles.

Universal principles. A stage of moral
reasoning in which conclusions are based
on abstract and general principles that
transcend society’s laws.

To examine the influence of de-
velopment on moral reasoning,
g0 to the Activities and Applica-
tions section in Chapter 3 of
MyEducationLab at www.myeducationlab.
com, and watch the episode Moral Rea-
soning: Examining a Moral Dilemma. An-
swer the questions following the episode.
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In Stage 5, social contract, people make moral decisions based on socially agreed-upon
rules. Stage 5 is the official ethic of the United States. The constitutional Bill of Rights is an ex-
ample of a cultural social contract. For example, Americans agree in principle that people have
the right to free speech (the First Amendment to the Constitution), and the legal profession is
committed to interpreting the laws in this light. In addition, the American legal system has pro-
visions for changing or amending laws when new values or conditions warrant it. A person rea-
soning at Stage 5 would say that Steve’s cheating is wrong because teachers and learners agree
in principle that grades should reflect achievement, and cheating violates this agreement.

At the sixth and final stage, universal principles, the individual’s moral reasoning is based
on abstract and general principles that transcend society’s laws. People at this stage define right
and wrong in terms of internalized universal standards. “The Golden Rule” is a commonly cited
example. Because very few people operate at this stage, and questions have been raised about
the existence of “universal” principles, Kohlberg deemphasized this stage in his later writings
(Kohlberg, 1984).

Putting Kohlberg's Theory into Perspective
As with most theories, Kohlberg’s work has both proponents and critics. It has been widely re-
searched, and this research has led to the following conclusions (Nucci, 2006; Turiel, 2006):

+ Every person’s moral reasoning passes through the same stages in the same order.

+  People pass through the stages at different rates.

+  Moral development is gradual and continuous, rather than sudden and discrete.

+ Once a stage is attained, a person tends to reason at that stage instead of regressing to a
lower stage.

+ Intervention usually advances a person only to the next higher stage of moral reasoning.

These results are generally consistent with what Kohlberg’s theory would predict.

Critics, however, point out that people’s thinking, while tending to be at a certain stage, of-
ten shows evidence of reasoning at other stages. Also, although Stages 1 to 4 appear in most cul-
tural groups, postconventional reasoning isn’t seen in all cultures, suggesting that Kohlberg’s
theory more strongly focuses on Western thinking (Snary, 1995).

Moral reasoning also depends on context (Turiel, 2006). For example, people are more
likely to believe that breaking a traffic law is immoral if it can cause someone harm. They would
probably object to passing a parked school bus with the stop sign displayed, for example, but
would likely view exceeding the speed limit on an interstate to be okay.

Although Kohlberg attempted to make his stages content free, thinking about moral
dilemmas, like problem solving in general, is influenced by domain-specific knowledge (Nucci,
2006; Turiel, 2006). For example, a medical doctor asked to deliberate about an educational
dilemma or a teacher asked to resolve a medical issue may be hampered by their lack of profes-
sional knowledge.

Researchers also question the self-reports of individuals’ thought processes that Kohlberg
used in his data-gathering methods. “Using interview data assumes that participants can ver-
bally explain the workings of their minds. In recent years, this assumption has been questioned,
more and more” (Rest et al., 1999, p. 295).

Finally, Kohlberg’s work has been criticized for focusing on moral reasoning instead of
moral behavior. People may reason at one stage and behave at another, influenced by context
and personal history (Krebs & Denton, 2005). For example, an adolescent trying to decide
whether to drink alcohol when out with friends will be influenced by family and cultural val-
ues as well as peer pressure. Kohlberg’s work ignores these factors.

However, in support of a connection between moral reasoning and moral behavior,
Kohlberg (1975) found that only 15 percent of students reasoning at the postconventional
level cheated when given the opportunity to do so, as opposed to 55 percent of conventional
thinkers and 70 percent of preconventional thinkers. In addition, adolescents reasoning at the
lower stages are likely to be less honest and to engage in more antisocial behavior, such as
delinquency and drug use (Comunian & Gielan, 2000). In contrast, reasoning at the higher
stages is associated with altruistic behaviors, such as defending victims of injustice, the rights
of minorities, and free speech (Kuther & Higgins-D’Alessandra, 1997; Turiel, 2006). Moral
reasoning does influence behavior.
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Gender Differences: The Morality of Caring

Some critics of Kohlberg’s work also argue that it fails to adequately consider ways in which
gender influences morality. Early research examining Kohlberg’s theory identified differences
in the ways men and women responded to moral dilemmas (Gilligan, 1982, 1998; Gilligan &
Attanucci, 1988). Men were more likely to base their judgments on abstract concepts, such as
justice, rules, and individual rights; women were more likely to base their moral decisions on
interpersonal connections and attention to human needs. According to Kohlberg, these differ-
ences suggested a lower stage of development in women responding to moral dilemmas.

Gilligan (1977, 1982) argued that the findings, instead, indicate an “ethic of care” in women
that is not inferior; rather, Kohlberg’s descriptions don’t adequately represent the complexity of
female thinking. Gilligan suggests that a morality of caring proceeds through three stages. In the
first, children are concerned primarily with their own needs. In the second, they show concern for
others who are unable to care for themselves, such as infants and the elderly. And in the third, they
recognize the interdependent nature of personal relationships and extend compassion to all of
humanity. To encourage this development, Gilligan recommends an engaging curriculum with
opportunities for students to think and talk about moral issues involving caring.

Nell Noddings (1992, 2002) has also emphasized the importance of caring, especially for
teachers. Noddings argues that students should be taught the importance of caring through a cur-
riculum that emphasizes caring for self, family and friends, and others throughout the world.

Gilligan makes an important point about gender differences, but additional research is
mixed; some studies have found gender differences, whereas others have not (Turiel, 2006).
Like cross-cultural studies, Gilligan’s research reminds us of the complexity of the issues in-
volved in moral development.

Emotional Factors in Moral Development

“Are you okay?” her mother asks as Melissa walks in the house after school.

“I feel really bad, Mom,” Melissa answers softly. “We were working in a group,
and Jessica said something sort of odd, and I said, ‘“That’s dumb. Where did that come
from? ... She didn’t say anything for the rest of our group time. She doesn’t get really

good grades, and I know saying something about her being dumb really hurt her feel- Shame. The painful emotion aroused

when people recognize that they have

ings. I didn’t intend to do it. It just sort of came out.” failed to act or think in ways they believe
“I know you didn’t intend to hurt her feelings, Sweetheart. Did you tell her you are good.

were sorry?” Guilt. The uncomfortable feeling people
“No, when I realized it, I just sat there like a lump. I know how I'd feel if someone get when they know they've caused

said I was dumb.” distress for someone else.
“Tell you what,” her mom suggests. “Tomorrow, you go directly to her, tell her Empathy. The ability to experience the

you’re very sorry, and that it won’t happen again.” same emotion someone else is feeling.
“Thanks, Mom. I'll do it as soon as I see her. ... feel

a lot better.”

This exchange is about morality, but it doesn’t involve rea-
soning; instead, it deals with emotions. Piaget and Kohlberg fo-
cused on cognitive aspects of moral development, but emotions
are also important (Saarni, Campos, Camras, & Witherington,
2006). For instance, Melissa felt both shame, the painful emo-
tion aroused when people recognize that they have failed to act
or think in ways they believe are good, and guilt, the uncomfort-
able feeling people get when they know they’ve caused someone
else’s distress. Although unpleasant, experiencing shame and
guilt indicates that moral development is advancing and future
behavior will improve.

When Melissa said, “I know how I'd feel if someone said I
was dumb,” she was also describing feelings of empathy, the
ability to experience the same emotion someone else is feeling.

Empathy promotes moral and prosocial behavior even in the Although unpleasant, experiencing shame or guilt indicates that moral
absence of wrongdoing (Eisenberg et al., 2006). development is advancing.




86

Effective teachers in urban environments create relationships with students
that foster personal and social development.

Theory of mind. An understanding that
other people have distinctive perceptions,
feelings, desires, and beliefs.

Emotional intelligence. The ability to
understand emotions in ourselves and
others.

Chapter 3 Personal, Social, and Moral Development

As children develop, they slowly acquire a theory of
mind, an understanding that others have distinctive per-
ceptions, feelings, desires, and beliefs. Emotional intelli-
gence, the ability to understand emotions, such as shame,
guilt, and empathy, in ourselves and others is an important
part of this theory of mind. The term emotional intelligence
has been popularized by Daniel Goleman (2006), who as-
serts that success in life is largely due to our ability to un-
derstand the role of emotions in our daily living. The
development of emotional intelligence is important be-
cause it is related to positive self-esteem and social skills. In
addition, low emotional intelligence and aggression are cor-
related (Lopes & Salovey, 2004).

As you see, moral development is complex, with both
cognitive and emotional components. Kohlberg’s work
doesn’t provide a complete picture, but combined with
other information about personal, social, and emotional
development, it helps us understand people’s thoughts and
feelings about moral issues. It also reminds us that moral
reasoning and development aren’t handed down from others. Rather, they are constructed
from within by individuals as they attempt to make sense of their experiences.

Learning Contexts: Promoting Personal, Social,
and Moral Development in Urban Environments

Urban schools present unique challenges for students’ personal, social, and moral develop-
ment. They are often large and impersonal, “tough, confusing places where students can easily
get lost” (Ilg & Massucci, 2003, p. 69).

Establishing meaningful relationships, so essential for personal and social development, is
more challenging because of the diversity of urban neighborhoods and the distances students
must travel, often using public transportation (Kincheloe, 2004). Extracurricular activities,
which can serve as meeting points for students, may be inaccessible (R. Brown & Evans, 2002).

Establishing meaningful teacher—student relationships can also be a problem. From your
study of Bronfenbrenner’s bioecological theory, you saw that teachers are an important part of
students’ microsystems. Urban teachers commonly come from distant neighborhoods and cul-
tures different from their students’, making it more difficult for teachers to empathize with and
connect to students’ lives outside of school (Charner-Laird, Watson, Szczesuil, Kirkpatrick, &
Gordon, 2004). As a result, the bond of mutual caring, an essential element in teacher—student
relationships, is often missing. One study found that only 20 percent of urban African Ameri-
can boys and less than a third of African American girls felt that their teachers supported them
and cared about their success (Noguera, 2003b). It is difficult for teachers to influence their stu-
dents’ personal, social, and moral development when trust and caring are absent.

The challenge is to create contexts in which urban students can interact in meaningful
ways with both teachers and other students. One proposed solution is to create smaller
schools, or schools within a school, that allow for the creation of more personal learning
communities. Students in smaller schools “behave better, are more likely to be involved in ex-
tracurricular activities, . . . fight less, feel safe, and feel more attached to their schools” (Ilg &
Massucci, 2003, p. 69).

While teachers, alone, can’t create smaller schools, they can create a “small-school” feeling
in their classrooms. Teachers can emphasize that they and the students are all there to learn and
to support each other, both emotionally and academically. Effective urban teachers make a spe-
cial effort to know students as people, and they’re willing to spend extra time with them not
only to listen but also to help with classroom-related tasks (B. L. Wilson & Corbett, 2001). They
model courtesy and respect for their students and expect similar courtesy in return. And clear
standards for behavior require that students treat each other the same way. This creates a sense
of safety and attachment that students need for healthy development.
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Effective urban teachers also scaffold their lessons to increase the likelihood of student

success. One high school literature teacher commented:

Sometimes for these stories, . .

. they don’t have the background knowledge to under-

stand. They’ve never heard anything about Greek mythology. They’re like “Polyphe-
mus, Odysseus, what is that?” If they don’t have the background knowledge, then it
becomes harder for them to understand. So what I do is try to present information
about Greek mythology in language they know. I use analogies or metaphors to help

them make connections. (T. Howard, 2001, p. 192)

Urban teachers concerned about helping students develop positive academic self-concepts
know that the process begins with achievement and that success comes from connecting with
students’ prior knowledge. This is only possible when teachers know their students and the
world in which they live.

Promoting Moral Development in Your Classroom

Teachers have many opportunities to promote moral development in their students (Elias, 2004; Sten-
gel & Tom, 2006). They do so primarily through the kinds of classroom environments they create and
they way they guide students’ interactions with each other. The following guidelines can assist you as
you promote your students’ moral development:

1. Model ethical thinking, behavior, and empathy in your interactions with students.
2. Use classroom management as a vehicle for promoting moral development.

3. Encourage students to understand and respect the perspectives of others.

4. Use moral dilemmas as concrete reference points for discussions of moral issues.

Let's see how Rod Leist, a fifth-grade teacher, uses these guidelines as he works with his students:

Rod begins language arts by saying, “Let’s look in the story we've been
reading and talk about Chris, the boy who found the wallet. He was broke,
so would it be wrong for him to keep it, . . . and the money in
it? ... Jolene?”

“No, because it didn’t belong to him.”

“Ray?”

"Why not keep it? He didn't steal it;and ... "

“That's terrible,” Helena interrupts. “How would you like it if you lost
your wallet?”

“Helena,” Rod admonishes, “remember, we agreed that we would let
everyone finish their point before we speak.”

“Sorry for interrupting. . . . Please finish your point, Ray,” Rod adds.

... It wasn't his fault that the person lost it. . . . And he was broke.”

"Okay, Helena, go ahead,” Rod says.

“Just . . . how would you feel if you lost something and somebody
else kept it? Pretty bad, I think. . . . That's why I think he should give it
back.”

"That's an interesting point, Helena. When we think about these issues,
it's good for us to try to put ourselves in someone else’s shoes. . .. Of course,
we would feel badly if we lost something and it wasn't returned.

“Go ahead, . . . Juan?”

“| agree. It was a lot of money, and Chris's parents would probably
make him give it back anyway.”

"And what if the person who lost the money really needed it?” Kristina
adds.

After continuing the discussion for several more minutes, Rod says,
“These are all good points. . . . Now, | want each of you to write a short para-
graph saying whether or not you would keep the wallet and explaining why
you feel it would be right or wrong. Then, we'll discuss your reasons some
more tomorrow.”

Now, let's look at Rod’s attempts to apply the guidelines for pro-
moting moral development in his classroom. He applied the first by mod-
eling ethical thinking, behavior, and empathy in his interactions with his
students. His simple and brief apology for interrupting the discussion
communicated that he also obeyed their classroom rules. Also, in say-
ing, “That’s an interesting point, Helena. When we think about these is-
sues, it's good for us to try to put ourselves in someone else’s shoes,”
he reinforced Helena for being empathic and modeled his own empathy
and prosocial behaviors.

Efforts to be fair, responsible, and democratic in dealings with stu-
dents speak volumes about teachers’ values and views of morality (Kohn,
2004). Rod’s management system and his response to Helena applied the
second and third guidelines. When he stopped Helena to remind her of the
class agreement about interrupting, he was attempting to help his stu-
dents understand fairness and tolerance for differing opinions. Acquiring
this understanding is an important part of self-regulation, which can be de-
veloped only if students understand rules and why they are important, and
agree to follow them. This type of learning environment promotes
autonomous morality (Murdock et al., 2004).

Rod attempted to apply the fourth guideline by using the story of
the lost wallet as a reference point for discussion. Effective teachers use
moral dilemmas in literature to promote moral development and scaf-
fold instruction so that the messages are meaningful (Goodman & Bal-
amore, 2003; Koc & Buzzelli, 2004). During the discussion and in the
writing exercise, Rod encouraged students to articulate and justify their
moral positions on the issue.

Research supports this approach. Discussions that encourage stu-
dents to examine their own moral reasoning combined with exposure to
more advanced thinking promotes development (Nucci, 2006; Pyryt &
Mendaglio, 2001).
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z i chec your
To examine social and moral u n d e r S t a n d | n g
\ development in middle's'clhool
students, go to the Activities 4.1 Heavy traffic is moving on an interstate highway at a speed limit of 65. A sign ap-
and Applications section in pears that says “Speed Limit 55.” The flow of traffic continues as before. How might

Chapter 3 of MyEducationLab at www.
myeducationlab.com, and read the case

a driver at Stage 3 and a driver at Stage 4 react? Explain each driver’s reasoning.

study Social and Moral Development in 4.2 According to Gilligan, how might a woman respond to the problem of Gary’s not
Middle School Students. Answer the knowing the homework assignment (in the vignette at the beginning of this sec-
questions following the case study. tion)? How might her response differ from that of a man?

related? Explain.

4.3 To which of Kohlberg's stages are empathy and prosocial behaviors most closely

To receive feedback for these questions, go to Appendix A.

classroom
connec

1. Moral development is enhanced by opportunities to think about
concrete dilemmas and hear the positions of others. Openly dis-
cuss ethical dilemmas when they arise.

e Elementary: The day before a new student with a learning dis-
ability joins the class, a second-grade teacher invites students
to discuss how they would feel if they were new, how new stu-
dents should be treated, and how they should treat one another
in general.

e Middle School: A seventh-grade math teacher has a classroom
rule that students may not laugh, snicker, or make remarks of
any kind when a classmate is trying to answer a question. In in-
troducing the rule, she has the students discuss the reasons for
it and the importance of the rule from other students’ perspec-
tives.

e High School: A high school teacher’s students view cheating as
a game, seeing what they can get away with. The teacher ad-
dresses the issue by saying, “Because you feel this way about
cheating, I'm going to decide who gets what grade without a
test. I'll grade you on how smart | think you are.” This provoca-
tive statement precipitates a classroom discussion on fairness
and cheating.

10NS
Promoting Moral Development in Your Classroom

2. Moral development is enhanced when students are exposed to
moral behavior and moral reasoning at higher levels. Model moral
and ethical behavior for your students.

Elementary: One election November, fifth-grade students jok-
ingly ask if the teacher votes. The teacher uses this as an oppor-
tunity to discuss the importance of voting and each person’s
responsibilities in a democracy such as ours.

Middle School: A science teacher makes a commitment to
students to have all their tests and quizzes graded by the fol-
lowing day. One day he is asked if he has the tests ready. “Of
course,” he responds. “I made an agreement at the beginning
of the year, and people can’t go back on their agreements.”
High School: A group of tenth-grade business education stu-
dents finishes a field trip sooner than expected. “If we just hang
around a little longer, we don’t have to go back to school,” one
student suggests. “Yes, but that would be a lie, wouldn't it?” the
teacher counters. “We said we’d be back as soon as we finished,
and we need to keep our word.”
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Personal, Social, and Moral Development
with Different-Aged Learners

Important differences exist in the personal, social, and moral development of elementary, middle school,
and high school students. The following paragraphs outline some suggestions that will help you respond
to these differences.

As children enter preschool, they are developing autonomy and taking the initiative to search for experiences.
“Let me help!” and “I want to do it" are signs of this initiative. Criticism or overly restrictive directions detract
from a sense of independence and, in extreme cases, lead to feelings of guilt and dependency. At the same
time, children need the structure that helps them learn to take responsibility for their own behavior.

As children move through the elementary years, teachers attempt to help them succeed in learning ex-
periences challenging enough to promote feelings of competence that lead to industry. This is demanding.
Activities that are so challenging that students frequently fail can leave them with a sense of inferiority, but
success on trivial tasks does little to make students feel competent (Brophy, 2004).

During the elementary years, student need opportunities to practice perspective taking and social prob-
lem solving. Discussions and group work where students can interact with others and practice these skills
can be effective learning experiences.

The elementary grades also lay the foundation for students’ moral growth and the development of so-
cial responsibility and self-control. Teachers who help students understand the impact of their actions on oth-
ers help them make the transition from egocentric preconventional morality to conventional morality.
Students who understand the importance of rules have attained this level of morality both in classrooms and
in the world outside of school.

Working with
Elementary
Students

Adolescence is a time of physical, emotional, and intellectual changes, and adolescents are often uncertain
about how to respond to new sexual feelings. They are concerned with what others think of them and are
preoccupied with their looks. They want to assert their independence, yet long for the stability of structure
and discipline. They want to rebel but need something solid to rebel against.

Most adolescents successfully negotiate this period, however, exploring different roles and maintaining
positive relationships with their parents and other adults (W.A. Collins & Steinberg, 2006; Rudolph et al., 2001).

Students in middle and junior high schools need firm, caring teachers who empathize with them and
their sometimes capricious actions while simultaneously providing the security of clear limits for acceptable
behavior (Mawhinney & Sagan, 2007). Classroom management provides opportunities to advance moral rea-
soning from preconventional to conventional thinking. Effective teachers create classroom rules, discuss the
reasons for them, and enforce them consistently.

Instruction in middle school classrooms should promote deep understanding of the topics being stud-
ied, while simultaneously giving students practice with prosocial behaviors, such as tolerance for others’
opinions, listening politely, and avoiding hurtful comments. Effective instruction in middle schools is highly in-
teractive, and lecture is held to a minimum.

Working with
Middle School
Students

High school students are beginning to wrestle with who they are and what they want to become. Peers be-
come an increasingly important part of students’ microsystems and have an important influence on both so-
cial and moral development.

Linking content to students’ lives is particularly valuable at this age. For example, examining ideas about
gender and occupational trends in social studies and showing how math and science will influence their fu-
tures are important for these students.

Like younger learners, high school students need opportunities to try out new ideas and link them to
their developing sense of self. Discussions, small-group work, and focused writing assignments provide valu-
able opportunities for students to integrate new ideas into their developing self-identities.

Working with
High School
Students
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. Describe the components of the bioecological model, and ex-

plain how they influence development.

The components of the bioecological model include the
individual and the systems that influence the individual’s
development.

The microsystem describes the people and activities in a
child’s immediate surroundings, and the mesosystem de-
scribes interactions among the elements of the microsystem.
The exosystem (societal influences), macrosystem (cul-
tural influences), and chronosystem (time-dependent in-
fluences) also affect a child’s development.

Each of the systems influence development through the
experiences they provide for the developing learner.

. Use descriptions of psychosocial, identity, and self-concept

development to explain learner behavior.

Erikson’s psychosocial theory integrates personal and so-
cial development.

Psychosocial development occurs in stages, each marked
by a psychosocial challenge called a crisis. As people de-
velop, the challenges change. Positive resolution of the cri-
sis in each stage prepares the individual for the challenge
at the next.

The development of identity usually occurs during high
school and beyond. Identity moratorium and identity
achievement are healthy developmental states; identity
diffusion and identity foreclosure are less healthy.
Self-concept, developed largely through personal experi-
ences, describes cognitive assessments of individuals’ physi-
cal, social, and academic competence. Academic
self-concept, particularly in specific content areas, is strongly
correlated with achievement, and explains why learners who
are generally successful persevere on challenging tasks.
Attempts to improve self-concept as an outcome of in-
creased achievement in specific areas are often successful,
but attempts to improve students’ self-concepts by direct
interventions are generally ineffective.

Mééting Your Learning Objectives
3.

Describe major components of social development, and ex-
plain how teachers can promote social development in the
classroom.

Perspective taking and social problem solving are major
components of social development.

Perspective taking allows students to consider problems
and issues from others’ points of view.

Social problem solving includes the ability to read social
cues, generate strategies, and implement and evaluate
strategies for solving social problems.

Teachers promote social development when they pro-
vide examples and give students opportunities to prac-
tice social skills in the context of classroom learning
experiences.

Use theories of moral development to explain differences in
people’s responses to ethical issues.

Piaget suggested that development represents individuals’
progress from external morality, where rules are enforced
by authority figures, to autonomous morality, where indi-
viduals see morality as rational and reciprocal.
Kohlberg’s theory of moral development is based on peo-
ple’s responses to moral dilemmas. He developed a classi-
fication system for describing moral reasoning that had
three levels.

At the preconventional level, individuals make egocentric
moral decisions; at the conventional level, moral reason-
ing focuses on the consequences for others; and at the
postconventional level, individuals base moral reasoning
on principle.

The experience of the unpleasant emotions of shame and
guilt and the development of empathy mark advances in
the emotional component of moral development.
Teachers promote moral development by emphasizing
personal responsibility and the functional nature of rules
designed to protect the rights of others.

Developing as a Professional:
Preparing for Your Licensure Exam

As you've studied this chapter, you've seen how personal and so-
cial development occur, as well as factors that influence the for-
mation of identity and self-concepts.

Let’s look now at a teacher working with a group of middle
school students and see to what extent she contributes to these
important aspects of development. Read the case study, and an-
swer the questions that follow:

“This is sure frustrating,” Helen Sharman, a seventh-grade
teacher, mumbles as she scores a set of quizzes in the
teachers’ workroom after school.

“What’s up?” her friend Natasha asks.
“These students just won’t think,” Helen responds.

“Three quarters of them put an apostrophe between the
r and the s in theirs. The quiz was on using apostrophes
in possessives. | warned them I was going to put some
questions on the quiz that would make them think. Not
only that, but I gave them practice problems that were
just like those on the quiz. And I explained it so carefully,”
she sighs, shaking her head and returning to scoring her

papers.
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“What’s really discouraging is that some of the stu-
dents won’t even try. Look at this one. Half of the quiz is
blank. This isn’t the first time Karl has done this, either.
When I confronted him about it last time, he said, ‘But 'm
no good at English.' I replied, ‘But you’re doing fine in sci-
ence and math. He thought about that for a while and
said, ‘But that’s different. I wish I knew how to motivate
him. You should see him on the basketball floor—poetry
in motion—but when he gets in here, nothing.”

“That can be discouraging. I've got a few like that my-
self,” Natasha nods.

“What’s worse, I'm almost sure some of the kids
cheated. I left the room to go to the office, and when I re-
turned, several of them were whispering and had guilt
written all over their faces.”

“Why do you suppose they did it?” Natasha replies.

“I'm not sure; part of it might be grade pressure, but
how else am I going to motivate them? Some just don’t see
any problem with cheating. If they don’t get caught, fine.
I really am discouraged.”

“Well,” Natasha shrugs, “hang in there.”

The next morning, as she returns the quizzes, Helen
begins, “We need to review the rules again. You did so
poorly on the quiz, and I explained everything so care-
fully. You must not have studied very hard.

“Let’s take another look,” she continues. “What’s the
rule for singular possessives?”

“Apostrophe s,” Felice volunteers.

“That’s right, Felice. Good. Now, how about plurals?”

“S apostrophe,” Scott answers.

“All right. But what if the plural form of the noun
doesn’t end in §? . . . Russell?”

“Then it’s like singular. . . . It’s apostrophe s.”

“Good. And how about pronouns?”

“You don’t do anything,” Connie adds.
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“Yes, that’s all correct,” Helen nods. “Why didn’t you
do that on the quiz?”

“Okay, look at number 3 on the quiz.”

It appears as follows:

The books belonging to the lady were [ost.

“It should be written like this,” Helen explains, writ-
ing, “The lady’s books were lost” on the chalkboard.

“Ms. Sharman,” Nathan calls from the back of the
room. “Why is it apostrophe s?”

“Nathan,” Helen says evenly. “Remember my first
rule?”

“Yes, Ma’am,” Nathan says quietly.

“Good. If you want to ask a question, what else can
you do other than shout it out?”

“Raise my hand.”

“Good. Now, to answer your question, it’s singular. So
that’s why it’s apostrophe s.

“Now look at number 6.” Helen waits a few seconds
and then continues, “You were supposed to correctly
punctuate it. But it’s correct already because theirs is al-
ready possessive. Now that one was a little tricky, but you
know I'm going to put a few on each quiz to make you
think. You'd have gotten it if you were on your toes.”

Helen identifies a few more items that were com-
monly missed and then hands out a review sheet.

“Now, these are just like the quiz,” she says. “Practice
hard on them, and we’ll have another quiz on Thursday.
Let’s all do better. Please don’t let me down again.

“And one more thing. I believe there was some cheat-
ing on this test. If I catch anyone cheating on Thursday;,
I'll tear up your quiz and give you a failing grade. Now go
to work.”

Short-Answer Questions

In answering these questions, use information from the chapter,

and link your responses to specific information in the case.

Il

How might Erikson explain Karl’s behavior in Helen’s class?

. Using findings from the research on self-concept, explain

Karl’s behavior.

. Using concepts from Kohlberg’s theory, analyze Helen’s

cheating problem. From Kohlberg’s perspective, how well
did she handle this problem?

4. If you think Helen’s teaching could have been improved on

the basis of the information in this chapter, what
suggestions would you make? Again, be specific.

For feedback on these responses go to Appendix B.
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correct or incorrect.

and Applications.

Now go to Chapter 3 of MyEducationLab, located at www.myeducationlab.com, where you can:

+ Take a quiz to test your mastery of chapter objectives. Detailed feedback is provided to explain why your responses are

+ Deepen your understanding of chapter concepts with Review, Practice, Enrichment exercises.
« Complete Activities and Applications that will help you apply what you have learned in the chapter by analyzing real
classrooms through video clips, artifacts, and case studies. Your instructor will provide you with feedback for the Activities

+ Develop your professional knowledge and decision making in Building Teaching Skills and Dispositions exercises. Structured
feedback will be available to you, providing you with support as you practice each skill. Your instructor will provide you
with feedback on the final task that accompanies the exercise.
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“objecfives

After you have completed your
study of this chapter, you should
be able to:

1. Describe culture and ethnicity,
and explain how they can
influence learning.

2. Explain why so much linguistic
diversity exists in the United
States, and describe ways that
teachers can accommodate this
diversity.

3. Explain how gender can
influence learning, and describe
steps for eliminating gender
bias in classrooms.

4. Define socioeconomic status,
and explain how it can affect
learning.

The differences in our students are becoming ever more important. As you read the following
case study, think about some of these differences and the influence they might have on learn-

ing in your classroom.

Jay Evans is a third-grade teacher in a large urban elementary school. He has 29
students—16 girls and 13 boys—in his class. It includes 8 African Americans, 7 students
of Hispanic descent, 3 Asian Americans, and 2 Russian immigrants. English is not the
native language for several, and most of his students come from low-income families.

He smiles as he walks by Katia’s desk. She is his “special project,” and she is blos-
soming in response to his efforts. When she first came to school, she was hesitant to par-
ticipate because she came from Mexico, and Spanish is her native language. Initially, she
could understand simple English sentences but struggled with speaking and reading
English from textbooks. Jay made a point of involving her in classroom activities,
paired her with students whose English was more developed, spent time with her after
school, and gave her second-grade books to read at home. Her parents are supportive
of Jay’s efforts, and the home—school communication is very good. Her development
since the beginning of the year has been remarkable.

As he steps past Angelo, his glow turns to concern. Angelo struggles to keep up with
the rest of the class, and he is quiet and easily offended by perceived slights from his class-
mates. Because his parents are Mexican migrant workers, the family moves frequently,
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and he repeated first grade. His parents are separated, and his mother has settled in this
area so the children can stay in the same school.

Jay consults with Jacinta Morales, a colleague who is bilingual, about additional
things to try with Angelo. Together they develop a plan to help him with both his
English and his academic work.

Learner diversity. The group and Learner diversity refers to both the group and individual differences that we see in our
indic\j/idual differences that we see in our students. For instance, Jay has 16 girls and 13 boys in his class of 29; gender is one type of
students.

group difference. He also has students from different cultural backgrounds—African Amer-

ican, Hispanic, Asian American, and Russian. Some of his students are not na-

tive English speakers, and their socioeconomic status (SES) varies. Culture,

* ‘ language, and SES also describe common group differences. They are outlined
status in Figure 4.1.

When we consider these differences, however, we should remember that
they describe only general patterns, and a great deal of variation exists among
the groups. For instance, both Katia and Angelo come from Mexico, so their cul-
tural backgrounds are similar, and both are native Spanish speakers. However,
Katia is thriving in Jay’s class, while Angelo is struggling. Learner diversity also
involves individual differences in our students.

They lead to two questions:

diversity

Figure 4.1 Ssources of learner 1. How might learner diversity influence learning?
diversity 2. How should teachers respond to this diversity?

Research helps us answer these and other important questions about our students. We begin
by looking at studies focusing on the impact of culture on schooling.

C_ulture

Think about the clothes you wear, the music you like, and the activities you share with your
Culture. The knowledge, attitudes, values, friends. These and other factors, such as family structure, are all part of your culture, which
and customs that characterize a social includes the knowledge, attitudes, values, and customs that characterize a social group
group. (Banks, 2008). Culture pervades our lives and has a powerful influence on school success (see

Figure 4.2).
The cultural diversity in our country is rapidly increasing. Cultural minori-

@ 0 ties make up a third of the U.S. population, and the last census indicated that, for

— the first time, the Hispanic surnames Garcia and Rodriguez are among the 10

most common in our country (Roberts, 2007).
\‘[ This trend is being reflected in our classrooms, where more than 4 of 10
diversity students in the P—12 population are members of cultural minorities. Children
of color currently make up the majority of public school enrollments in six
states—California, Hawaii, Louisiana, Mississippi, New Mexico, and Texas—

and make up over 90 percent of the student population in six major cities—

Culture
Detroit, New York, Washington, D.C., Chicago, Los Angeles, and Baltimore
(D. Short & Echevarria, 2004/2005; Padilla, 2006).
Figure 4.2 sources of learner
diversity: Culture Ethnicity
Ethnicity. A person’s ancestry and the Ethnicity, a person’s ancestry and the way individuals identify with the nation from which they
way individuals identify with the nation or their ancestors came, is an important part of culture (Banks, 2008). Members of an ethnic

from which they or their ancestors came. group have a common history, language (although sometimes not actively used), value system,

and set of customs. Experts estimate that nearly 300 distinct ethnic groups live in the United
States (Gollnick & Chinn, 2006).

Immigration and other demographic shifts have resulted in dramatic changes in the eth-
nic makeup of our country’s school population. The Immigration Act of 1965, which ended
quotas based on national origin, resulted in more immigrants coming to the United States from
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a wider variety of places. For example, while most during the 70 -
early 1900s came from Europe, nearly 40 percent of more recent
immigrants come from Mexico and Central America, about 25
percent come from Asia, and 10 percent come from the
Caribbean. Less than 15 percent are now coming from Europe
(U.S. Bureau of Census, 2004). This helps us understand why the
backgrounds of Jay’s students are so diverse.

By the year 2020, the school-age population will see more
changes (see Figure 4.3). Researchers predict significant increases in
all groups of students except those that are White, non-Hispanic,
who will decrease to a little more than half of the total school pop-
ulation (U.S. Bureau of Census, 2003). By 2050, no one ethnic group
will be a majority among adults. Each of these groups brings a dis-
tinct set of values and traditions that influences learning.

Percentages of children ages 5-17

Culture and Classrooms

2000 2010 2020

When students enter our classrooms, they bring with them a set
of values and beliefs from their home and neighborhood cul-
tures, and these values often complement and reinforce class-
room practices. Sometimes they don’t, however, and when they
don’t, mismatches can interfere with learning (Greenfield et al., . _ _
2006). A cultural mismatch occurs when a child’s home culture Figure 4.3 Changes in school-age population, 20002020
.. . Source: U. S. Bureau of Census (2003).
and the culture of the school create conflicting expectations for

= White, non-Hispanic

(] Hispanic

. Black, non-Hispanic

[[ Alaskan Natives, Asian, and Pacific Islanders

students’ behavior. Awareness of these possible mismatches is a first step in dealing with them. Cultural mismatch. A cultural clash that
Let’s look at an example. occurs when a child's home culture and
the culture of the school create conflicting
A second-grade class in Albuquerque, New Mexico, is reading The Boxcar Children and expectations for a student’s behavior.

is about to start a new chapter. The teacher says, “Look at the illustration at the begin-
ning of the chapter and tell me what you think is going to happen.” A few students raise
their hands. The teacher calls on a boy in the back row.

He says, “I think the boy is going to meet his grandfather.”

The teacher asks, “Based on what you know, how does the boy feel about meeting
his grandfather?”

Trying to involve the whole class, the teacher calls on another student—one of four Na-
tive Americans in the group—even though she has not raised her hand. When she doesn’t
answer, the teacher tries rephrasing the question, but again the student sits in silence.

Feeling exasperated, the teacher wonders if there is something in the way the les-
son is being conducted that makes it difficult for the student to respond. She senses that
the student she has called on understood the story and was enjoying it. Why, then, won’t
she answer what appears to be a simple question?

The teacher recalls that this is not the first time this has happened, and that, in fact,
the other Native American students in the class rarely answer questions in class discus-
sions. She wants to involve them, wants them to participate in class, but can not think
of ways to get them to talk. (Villegas, 1991, p. 3)

Why do students respond differently to our instruction, and how does culture influence
these differences? We consider these questions in this section as we examine:

+ Cultural attitudes and values
+ Patterns of adult—child interactions
+ Classroom organization and its match with students’ home cultures

Cultural Attitudes and Values

Research helps us understand how cultural attitudes and values influence learning. For example,
Asian Americans typically score higher on achievement tests and have higher rates of college at-
tendance and completion than do other groups, including European Americans (Greenfield etal.,
2006). Asian American parents typically have high expectations for their children and encourage
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them not only to attend college but also to earn graduate or professional degrees (Gollnick &
Chinn, 2006). And Asian American parents translate these aspirations into academic work at
home. For example, one study found that Chinese American parents were 10 times more likely to
provide school-related practice activities at home for their children than were Caucasian Ameri-
can parents (Huntsinger, Jose, & Larsen, 1998).

Additional research has examined the remarkable successes of Vietnamese and Laotian
refugee children in American classrooms. In spite of being in the United States less than 4 years,
with vast language and cultural differences, these students earned better than B averages in
school and high scores on standardized achievement tests (Caplan, Choy, & Whitmore, 1992).
The researchers found that students’ families strongly emphasized hard work, autonomy, perse-
verance, and pride. Parents reinforced these values with a nightly ritual of family homework—
often doubling the amount of time spent by mainstream American counterparts—in which
both parents and older siblings helped younger members of the family (Caplan et al., 1992).

In contrast, some minorities, because of a long history of separatism and low status, defend
themselves by forming resistance cultures, cultures with beliefs, values, and behaviors that reject
the values of mainstream culture (Ogbu, 1992, 1999b, 2002, 2003; Ogbu & Simons, 1998).

To maintain their identity within their chosen group, members of resistance cultures re-
ject attitudes and behaviors that lead to school success, such as doing homework, studying, and
participating in class. To become a high achiever is to “become White,” and students who study,
want to succeed, and become actively involved in school risk losing the respect and friendship
of their peers. Low grades, classroom management and motivation problems, truancy, and
high dropout rates are often the result (Faiman-Silva, 2002).

John Ogbu (2002), a prominent researcher in this area, encourages teachers to help mem-
bers of cultural minorities adapt to the dominant culture (including schools) without losing
their cultural identities, a process he calls “accommodation without assimilation.” The chal-
lenge for teachers is to help students understand the “culture of schooling”—the norms, pro-
cedures, and expectations necessary for success—while honoring the value and integrity of
students’ home cultures.

Minority role models are especially important in this process, as one African American
doctor recalls:

It all started in the second grade. One . . . Career Day at Jensen Scholastic Academy in
my teacher, Mrs. F’s room, an M.D. came to speak to the class about his career as a doc-
tor. ... I can’t remember his name but from that day forward I knew I was destined to

m 2]
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Minority role models help members of cultural minorities understand that they can both succeed
in mainstream culture and retain their cultural identity.
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be a doctor. From that point on I began to take my work seriously, because I knew to be-
come a doctor grades were very important. Throughout my elementary career I received
honors. In the seventh grade I really became fascinated with science, which I owe all to
my teacher Mr. H. He made learning fun and interesting. I started to read science books
even when it wasn’t necessary, or I found myself watching the different specials on Chan-
nel 11 about operations they showed doctors performing. (Smokowski, 1997, p. 13)

Minority role models provide learners with evidence that they can both succeed in main-
stream culture and retain their cultural identity (Stanton-Salazar & Spina, 2003).

Stereotype Threat. As cultural minorities struggle to adapt to and compete in schools,
they sometimes experience stereotype threat, the anxiety experienced by members of a group
resulting from concern that their behavior might confirm a stereotype (Aronson, Fried, &
Good, 2002; Aronson & Inzlicht, 2004). It is most pernicious for cultural minority students
who are high achievers in a domain such as math, but at some level it exists for many groups.
For instance, stereotype threat is involved when women fear that they will do less well than men
on tests involving math or computer science because they think that these are male domains,
or when white males fear they will perform less well on math tests because they think they are
competing with Asians who are better at math.

Research suggests that stereotype threat can adversely affect performance through height-
ened anxiety. This anxiety reduces students’ capacity for thinking and problem solving
(Okagaki, 2006).

You can minimize the negative effects of stereotype threat for your students in at least three
ways. First, communicate positive expectations for all students, and do so beginning the first
day of class. Second, make individual improvement the theme of your teaching, and minimize
comparisons between students. Third, emphasize the role of hard work and effort in learning
success. As you'll see in Chapters 10 and 11, these suggestions are important for increasing
student motivation to learn.

Cultural Differences in Adult-Child Interactions
Cultural interaction patterns acquired in the home can influence how teachers and students
interact in school (Weigel, Martin, & Bennett, 2005). For example, when teachers said, “Let’s put
the scissors away now,” White students, accustomed to this indirect way of speaking, interpreted it
as a command; African American students did not (Heath, 1989). Failure to obey was then viewed
as a management problem, which resulted from a mismatch between home and school cultures.
Similar disparities can cause problems during instruction. For example, research indicates
that White children tend to respond comfortably to questions requiring specific answers, such as,
“Who are the main characters in this story?” African American children, accustomed to questions
that are more “open-ended,” such as “What can you tell us about the story?” are sometimes con-
fused by the specific questions because they aren’t viewed as information givers in their interac-
tions with adults (Rogoff, 2003). One parent reported, “Miss Davis, she complain ‘bout Ned not
answerin’ back. He says she asks dumb questions she already know about” (Heath, 1982, p. 107).
Made aware of these cultural differences, teachers incorporated more open-ended questions
in their lessons, and worded commands more directly, such as “Put your scissors away now.” They
also had all students practice answering factual questions and liberally praised their efforts to do
so. In this way, teachers built bridges between the students’ natural learning styles and the schools.
Cultural mismatches can also occur in interpretations of time and acceptable school-related
behaviors. One principal’s experience working with Pacific Island students is an example
(Winitzky, 1994). The principal had been invited to a community awards ceremony honoring
students from her school. She readily accepted, arrived a few minutes early, and was ushered to
a seat on the stage. After an uncomfortable (to her) wait of over an hour, the ceremony began.
The children received their rewards and returned to their seats, which led to an eye-opening
experience:

Well, the kids were fine for a while, but as you might imagine, they got bored fast and
started to fidget. Fidgeting and whispering turned into poking, prodding, and open chat-
ting. I became a little anxious at the disruption, but none of the other adults appeared to
even notice, so I ignored it, too. Pretty soon several of the children were up and out of
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their seats, strolling about the back and sides of the auditorium. All adult faces continued
looking serenely up at the speaker on the stage. Then the kids started playing tag, running
circles around the seating area and yelling gleefully. No adult response—I was amazed,
and struggled to resist the urge to quiet the children. Then some of the kids got up onto
the stage, running around the speaker, flicking the lights on and off, and opening and clos-
ing the curtain! Still nothing from the Islander parents! . .. I suddenly realized then that
when these children ... come to school late, it doesn’t mean that they or their parents don’t
care about learning. . . . that’s just how all the adults in their world operate. When they
squirm under desks and run around the classroom, they aren’t trying to be disrespectful
or defiant, they’re just doing what they do everywhere else. (Winitzky, 1994, pp. 147-148)

Students from different cultures bring with them ways of acting and interacting with
adults that may differ from the traditional teacher-as-authority-figure role (Trawick-Smith,
2003). Her experience with Pacific Island culture gave the principal insights into the reasons
her students often acted as they did.

Classroom Organization and Culture

In many classrooms, teachers emphasize individual performance, which is reinforced by test
scores and grades. This can lead to competition, which requires successes and failures, and the
success of one student may be tied to the failure of another.

Contrast this orientation with the learning styles of the Hmong, a mountain tribe from
Laos who immigrated to the United States after the Vietnam War. Their culture emphasizes co-
operation, and Hmong students help and support each other (Vang, 2003). One teacher de-
scribed it in this way:

When Mee Hang has difficulty with an alphabetization lesson, Pang Lor explains, in
Hmong, how to proceed. Chia Ying listens in to Pang’s explanation and nods her head.
Pang goes back to work on her own paper, keeping an eye on Mee Hang. When she sees
Mee looking confused, Pang leaves her seat and leans over Mee’s shoulder. She writes
the first letter of each word on the line, indicating to Mee that these letters are in alpha-
betical order and that Mee should fill in the rest of each word. ...

Classroom achievement is never personal but always considered to be the result of
cooperative effort. Not only is there no competition in the classroom, there is constant
denial of individual ability. When individuals are praised by the teacher, they generally
shake their heads and appear hesitant to be singled out as being more able than their
peers. (Hvitfeldt, 1986, p. 70)

Students from other cultures, such as Native American, Mexican American, and Southeast
Asian, may also experience difficulties in competitive classrooms (Aronson, Wilson, & Akert,
2005; Greenfield et al., 2006). They value cooperation and view competition as unnecessary or
distasteful. A cultural mismatch then exists when they come to school and are asked to com-
pete. Raising hands and jousting for the right to answer isn’t congruent with the ways they in-
teract at home. Also, the typical classroom sequence—teacher questions, student answers,
teacher responds—isn’t a normal part of family life in many cultures. Children aren’t routinely
asked questions for which adults already know the answer and instead are expected to quietly
observe adult interactions (Greenfield et al., 2006).

This helps us understand the problem with the students who wouldn’t respond to ques-
tions about the Box Car Children in the New Mexican classroom. The Native American chil-
dren sat quietly because doing so was consistent with their culture.

This discussion also helps us answer the first question we asked at the beginning of the
chapter: “How might learner diversity influence learning?” When cultural mismatches occur,
less learning occurs. Sensitivity to these factors is essential for teachers.

Some Cautions About Culture and Classrooms

When encountering cultural mismatches, teachers sometimes conclude that parents of minority
children don’t value schooling or don’t support their efforts. This couldn’t be less true. Research
consistently indicates that the parents of cultural minorities care deeply about their children and
want them to succeed in school (Greenfield et al., 2006; Okagaki, 2006). However, the parents of-
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ten don’t understand how their home cultures influence learning or how to help their children
succeed. This isn’t surprising; most of us grew up tacitly assuming that all homes were like ours.

Research also reminds us of the need to bridge cultural differences and adapt our instruction
to the backgrounds and needs of our students (Greenfield et al., 2006). This begins when we re-
alize that that our students may enter our classrooms with different ways of acting and believing.

Also, as we said at the beginning of the chapter, it is important to remember that our dis-
cussion of culture has focused on group differences, and individuals within groups often vary.
For example, our discussion of resistance cultures centered on Ogbu’s work, which focuses on
African American students. It is essential that we keep in mind that many African American
students very much want to succeed in school and do so (Lewis & Kim, 2008). To conclude that
they are all members of resistance cultures would be a dangerous form of stereotyping. Simi-
larly, the successes of Asian American students as a group does not mean that they are all mem-
bers of a “model minority;” a stereotypic term that some Asian Americans reject (Asian-Nation,
2005). Many encounter difficulties in school, and language and poverty are obstacles for them
(Lei, 2003; Lew, 2004).

You can help prevent cultural stereotyping by becoming informed about the characteris-
tics of the cultural groups to which your students belong. Reading is helpful, but there is no
substitute for direct interaction, both with your students and their caregivers. Parent—teacher
conferences, phone calls, and e-mail if it exists in the home all help establish and maintain com-
munication.

Paradoxically, some teachers respond to the possibility of stereotyping by assuming a po-
sition of colorblindness, the belief that students’ ethnicity or culture should not be a consid-
eration in teaching (L. Johnson, 2002; A. Lewis, 2001). When this occurs, teachers pretend that
all students are alike and intentionally try to avoid any consideration of culture. This is also a
mistake, because it ignores a powerful influence on students.

check your .

understanding
1.1 Describe culture and ethnicity, and explain how they can influence learning.
1.2 What is a resistance culture? How can teachers effectively deal with it?

1.3 Identify at least one way in which classroom organization can clash with the val-
ues of cultural minorities. What can teachers do about this problem?

To receive feedback for these questions, go to Appendix A.

Linguistic Diversity

One out of five children in U.S. schools—approximately 14 million students—
are children of immigrant parents, and they bring with them a variety of lan-
guages and dialects (Kober, 2006; Padilla, 2006). Experts estimate that the
number of students who speak a native language other than English increased
72 percent between 1992 and 2002 (Padilla, 2006; D. Short & Echevarria,
2004/2005). Increasingly, our students are bringing different native languages to
school, and their facility with English varies widely (Abedi, Hofstetter, & Lord,
2004). Let’s look at this linguistic diversity and its implications for teaching (see
Figure 4.4).

English Dialects

Anyone who travels in the United States will notice that our country has many regional and eth-
nic dialects; experts identify at least 11 that are distinct (Owens, 2005). A dialect is a variation
of standard English that is associated with a particular regional or social group and is unique in
vocabulary, grammar, or pronunciation. Everyone speaks a dialect; people merely react to those
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consideration in teaching.

A

status
N
diversity r
Culture

Figure 4.4 sources of learner diversity: Language

Dialect. A variation of standard English
that is associated with a particular regional
or social group and is distinct in
vocabulary, grammar, or pronunciation.
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language.
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Increasingly, our students are bringing different native languages to school.

different from their own. Some are more nearly accepted than others, however, and language is
at the heart of what Delpit (1995) calls “codes of power,” the cultural and linguistic conventions
that control access to opportunity in our society.

Research suggests that teachers have lower expectations for students and assess their work
accordingly when the students use nonstandard English (Godley, Sweetland, Wheeler, Minnici,
& Carpenter, 2006). These language patterns are often confused with mistakes during oral
reading (Snow, Griffin, & Burns, 2005), and some people believe that dialects, such as Black
English, are substandard. Linguists, however, argue that these variations are just as rich and
semantically complex as standard English (Godley et al., 2006; Labov, 1972).

Dialects in the Classroom: Implications for Teachers

Teachers who respond effectively to cultural diversity accept and value learner differences, and
these responses are particularly important when working with students who use nonstandard
English. Dialects are integral to the culture of students’ homes and neighborhoods, and requir-
ing students to eliminate their dialect communicates that differences are unacceptable.

Standard English, however, allows access to educational and economic opportunities,
which is the primary reason for teaching it (Snow et al., 2005). Students realize this when
they interview for a first job or when they plan for admission to college. So, what should
teachers do when a student says, “I ain’t got no pencil,” or brings some other nonstandard
dialect into the classroom? Opinions vary from “rejection and correction” to complete ac-
ceptance, but the most culturally sensitive approach is to first accept the dialect and then
build on it (Padilla, 2006). For example, when a student says, “I ain’t got no pencil,” the
teacher might say, “Oh, you don’t have a pencil. What should you do, then?” Although re-
sults won’t occur immediately, the long-range benefits, both for language development and
attitudes toward learning, are worthwhile.

Language differences don’t have to form barriers between home and school. Bidialecticism,
the ability to switch back and forth between a dialect and standard English, allows access to both
(Gollnick & Chinn, 2006). For example, one high school teacher read a series of poems by
Langston Hughes and focused on how Hughes used Black English to create vivid images. The
class discussed contrasts with standard English and ways in which differences between the two di-
alects could be used to accomplish different goals (Shields & Shaver, 1990).

English Language Learners

English Language Learners (ELLs) are students whose first or home language is not English.
As aresult of immigration and high birth rates among immigrant families, the number of non-
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English-speaking students and those with limited English has increased dramatically since the
1980s (Gray & Fleishman, 2005). In California alone, 1.6 million ELLs make up a fourth of that
state’s student population (Bielenberg & Fillmore, 2005). Projections indicate that by 2015
more than half of all P-12 students in our country will not speak English as their first language
(Gray & Fleischman, 2005). The diversity is staggering; more than 450 languages other than
English are spoken in our schools, with Spanish being the most common (Abedi et al., 2004;
Kindler, 2002).
Let’s see how language diversity can affect teaching.

Ellie Barton, a language arts teacher at Northeast Middle School, is the school’s ELL co-
ordinator. Her job is challenging, as her students vary considerably in their knowledge
of English. For instance, one group of Somali-Bantu children just arrived from a
refugee camp in Kenya. They cannot read or write, because there is no written language
for their native tongue. Language isn’t their only challenge; many had never been in a
building with more than one floor, and others found urinals and other aspects of
indoor plumbing a mystery. At the other end of the continuum is a young girl from
India who can read and write in four languages.

To sort out this language diversity, the district uses a placement test that cate-
gorizes students into three levels: newcomer classrooms for students who have little
or no expertise with English; self-contained ELL classrooms, where a primary em-
phasis is on learning to read and write English; and sheltered English, where stu-
dents get help in learning academic subjects such as science and social studies. The
process is problematic, however, because the school cannot communicate with some
parents, and a few parents don’t know the exact ages of their children. Ellie’s princi-
pal deals with this information void in creative ways; he recently asked a dentist
friend to look at a child’s teeth to estimate one student’s age. (Adapted from Rom-
boy & Kinkead, 2005)

Being an ELL creates obstacles for students; they typically lag behind in achievement and
are more likely to be referred for special education services. They are also much more likely to
drop out of school (Bielenberg & Fillmore, 2005; D. Short & Echevarria, 2004/2005). How
should schools respond to this linguistic challenge? Considerable controversy surrounds this
question.

Types of ELL Programs

Have you ever tried to learn a foreign language? How proficient were you after 2 or 3 years?
How successful would you have been if all the instruction in your other classes were in that lan-
guage? Your answer to the last question provides some insight into the challenges faced by
ELLs. Teaching English is the primary goal of ELL programs, but the way they attempt to reach
the goal varies considerably (see Table 4.1).

Immersion Programs. Immersion programs place ELLs in regular classrooms to help
them learn both English and academic content (Padilla, 2006). Pure immersion programs
offer no extra assistance to ELLs; the idea is that continual exposure is sufficient to learn
English.

Structured immersion, in contrast, attempts to assist ELLs by teaching both English and
introducing academic topics at a slower pace. You may have encountered a form of structured
immersion in foreign language classes, where your teacher attempted to do as much instruc-
tion as possible in that language. Several states, including California and Arizona, have man-
dated a year of structured immersion as the beginning point for ELL instruction, which is
followed by complete immersion (Padilla, 2006).

Maintenance ELL Programs. Maintenance ELL programs build on students’ native
language by teaching in both English and the native language (Peregoy & Boyle, 2005).
Found primarily at the elementary level, these programs have the goal of developing stu-
dents who can speak, read, and write in two languages. They have the advantage of retain-
ing and building on students’ heritage language and culture, but they are difficult to
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Immersion programs. English language
programs that place ELLS in regular
classrooms without additional assistance
to help them learn both English and
academic content at the same time.

Structured immersion. A type of
immersion program that attempts to assist
ELLs by teaching both English and
academic subjects at a slower pace.

Maintenance ELL programs. Programs
for English language learner (ELL) students
that build on students’ native languages by
teaching in both English and the native
languages.
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4.1

Type of Program

ELL Programs

Description

Advantages

Disadvantages

Immersion

Places students in classrooms where
only English is spoken, with few or any
linguistic aids.

Increased exposure to new language
and multiple opportunities to use it.

Sink or swim approach may be
overwhelming and leave students
confused and discouraged.

Maintenance

Students maintain first language
through reading and writing activities
in first language while teachers
introduce English.

Students become literate in two
languages.

Requires teachers trained in first
language. Acquisition of English may
not be as fast.

Transitional

Students learn to read in first language,
and teachers give supplementary
instruction in English as a Second
Language. After mastering English, stu-
dents enroll in regular classrooms and
discontinue learning in first language.

Maintains first language. Transition to

English is eased by gradual approach.

Requires teachers trained in first
language. Literacy skills in first
language not maintained and may
be lost.

ESL Pullout Programs

Pullout programs in which students
are provided with supplementary
English instruction along with regular
instruction in content classes.

Easier to administer when dealing
with diverse language backgrounds
because it requires only the pullout
teachers to have ELL expertise.

Students may not be ready to
benefit from content instruction in
English. Pullout Programs
segregate students.

Sheltered English

Teachers adapt content instruction to
meet the learing needs of ELL students.

Easier for students to learn content.

Requires an intermediate level of
English proficiency. Also requires

teachers with ELL expertise.

Transitional ELL programs. English
language learner (ELL) programs that
attempt to use the native language as an
instructional aid until English becomes
proficient.

ESL pullout programs. Programs for
English language learner (ELL) students
who receive most of their instruction in
regular classrooms but are also pulled out
for extra help.

Sheltered English. An approach to
teaching ELL students in academic
classrooms that modifies instruction to
assist students in learning content.

Basic interpersonal communication
skills. A level of proficiency in English that
allows students to interact
conversationally with their peers.

Academic language proficiency. A
level of proficiency in English that allows
students to handle demanding learning
tasks with abstract concepts.

implement because they require groups of students with the same native language and
bilingual teachers who speak the students’ first language.

Transitional ELL Programs. Transitional ELL programs attempt to use the native lan-
guage as an instructional aid until English becomes proficient. Transitional programs begin by
teaching reading and writing in the first language and gradually develop learners’ English skills.
Often, the transition period is too short, leaving students inadequately prepared for learning in
English (Echevarria & Graves, 2007). In addition, loss of the first language and lack of empha-
sis on the home culture can result in communication gaps between children who no longer
speak the first language and parents who don’t speak English.

ESL Pullout Programs. In English as a Second Language (ESL) pullout programs, stu-
dents receive most of their instruction in regular classrooms but are also pulled out for extra
help (Peregoy & Boyle, 2005). Instruction in these programs focuses on English language de-
velopment, with emphasis on pronunciation, grammar, vocabulary, and oral comprehension.
In addition, ESL teachers assist with the content, such as math or social studies, that is being
taught in regular classrooms. The programs require students whose English skills are developed
to the point that they can benefit from regular instruction. When this isn’t the case, sheltered
English classes are more effective.

Sheltered English. Sheltered English classrooms modify instruction to assist students in
learning content. Also called Specially Designed Academic Instruction in English, these classes re-
quire students with intermediate levels of English proficiency as well as instructors who know
both content and ELL strategies.

When working with ELL students, teachers should avoid overestimating their English pro-
ficiency (Echevarria, Vogt, & Short, 2004; Padilla, 2006). After about 2 years in language-rich
environments, students develop basic interpersonal communication skills, a level that allows
them to interact socially with their peers (Cummins, 2000). Students may need an additional
5 to 7 years to develop academic language proficiency, a level that allows them to handle de-
manding learning tasks.



Chapter 4

classroom

1. Students’ cultural attitudes and values can have a powerful effect
on school learning. Communicate that you respect and value all cul-
tures, and emphasize the contributions that cultural differences
make to learning.

e Elementary: A third-grade teacher designs classroom “festi-
vals” that focus on different cultures and invites parents and
other caregivers to help celebrate and contribute to enriching
them. He also emphasizes values, such as courtesy and respect,
which are common to all cultures. He has students discuss the
ways different societies display these values.

e Middle School: An art teacher decorates the room with pic-
tures of Native American art. The teacher discusses how it con-
tributes to art in general and how it communicates Native
American values, such as a sense of harmony with nature and
complex religious beliefs.

¢ High School: An urban English teacher assigns students to read
works written by African American and Middle Eastern, South
Asian, and far Eastern authors. They compare both the writing
approach and the different points of view that the authors rep-
resent.

2. Language development is facilitated when teachers use concrete
examples to refer to abstract concepts. Begin language develop-
ment and concept learning activities with experiences that provide
a concrete frame of reference.

e Elementary: A fifth-grade teacher, in a unit on fractions, in-
structs students to fold pieces of paper into halves, thirds,
fourths, and eighths. At each point, she asks them to state in
words what the example represents, and she writes important
terms on the board.

+ Middle School: A science teacher begins a unit on the skeletal
and muscular systems by having students feel their own legs,

connections

Working Effectively with Culturally and Linguistically
Diverse Students in Your Classroom

Learner Diversity 105

arms, ribs, and heads. As they touch parts of their bodies, such
as their Achilles tendon, she asks them to repeat the term
tendon and say, “tendons attach bones to muscles.”

High School: An English teacher stops whenever an unfamiliar
word occurs in a reading passage or discussion and asks for a
definition and example of it. He keeps a list of these words on a
bulletin board and encourages students to use them in class
and in their writing.

3. Learning a second language requires that students use the lan-
guage in speaking, writing, and reading. Provide students with mul-
tiple opportunities to practice language in your classroom.

Elementary: The fifth-grade teacher who had the students fold
the papers asks them to describe each step they take when
they add fractions with both like and unlike denominators.
When they struggle to put their understanding into words, she
prompts them, in some cases providing essential words and
phrases for them.

Middle School: A social studies teacher requires students to
prepare oral reports in groups of four. Each student must make
a 2-minute presentation to the other three members of the
group. After students practice their reports with each other in
groups, each person presents a part of a group report to the
whole class.

High School: A history teacher calls on a variety of students to
provide part of a summary of the previous day’s work. As she
presents new information, she frequently stops and asks other
students to describe what has been discussed to that point and
how it relates to topics discussed earlier.

Evaluating ELL Programs

ELL programs are controversial. For example, advocates of immersion programs claim that this

approach teaches English more rapidly and efficiently; critics question whether this “sink or

swim” approach is either effective or humane. They also argue that immersion dismisses the

first language, resulting in a loss of bilingualism, the ability to speak, read, and write in two  Bilingualism. The ability to speak, read,

languages. and write in two languages.
Maintenance and transitional ELL programs are also controversial. Critics contend that

these programs are

+ Divisive, encouraging groups of nonnative English speakers to remain separate from
mainstream American culture

+ Ineffective, slowing Ell students” development of English

+ Inefficient, requiring expenditures for the training of bilingual teachers and materials that
could be better spent on quality English programs (Schlesinger, 1992; U.S. English, 2007)

Proponents counter that the programs build on the student’s first language and pro-
vide a smooth and humane transition to English. In addition, they argue that being able to
speak two languages has practical benefits in today’s world (Gutiérrez et al., 2002; Merisuo-
Storm, 2007).

Research is also controversial. Some suggest that students in maintenance programs
achieve higher in math and reading, students have more positive attitudes toward school and
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Teaching Culturally and Linguistically Diverse Students
in Your Classroom

Itis a virtual certainty that you will teach students who are members of cultural minorities, and it is highly

Multicultural education. An approach likely that English will not be the first language for some of them. Multicultural education attempts to
to education that attempts to make make classrooms welcome places for all students by recognizing, valuing, and building on their perspec-
classrooms welcoming for all students by tives and experiences (B. Gay, 2000; G. Gay, 2005).

recognizing, valuing, and building on the You can implement aspects of multicultural education by being culturally responsive in your teach-
perspectives and experiences of all ing (Zirkel, 2008). The following guidelines can help you in your efforts, and they begin to answer the sec-
students’ cultures. ond question we asked at the beginning of the chapter: “How should teachers respond to this diversity?”

1. Communicate that you respect all cultures and value the contributions that cultural differences
make to learning.

2. Involve all students in learning activities.

3. Use concrete experiences as reference points for language development.

4. Target important vocabulary, and provide opportunities for all students to practice language.

Let's see how Gary Nolan, a fourth-grade teacher, uses these guidelines as he works with his students.

Of Gary's 28 students, 9 are Hispanic, 6 are African American, 4 are Asian, “Okay, story time,” Gary says when Anna is finished. He reads a story
and 2 are from Morocco. Eight are ELLS. from a book that is liberally illustrated with pictures. As he reads, he holds
"You're improving all the time,” Gary smiles at his ELL students as the up the pictures and asks the students to identify the object or event being

rest of the class files into the room. He spends a half hour with them each
morning to help them keep up with their classmates.

"Good morning, Tu. . . . Nice haircut, Shah,” Gary greets the other stu-
dents as they come in the door.

“Who's up today?” he asks as the students settle down.

“Me,” Anna says, raising her hand.

“Go ahead, Anna.”

Anna moves to the front of the room. “I was born in Mexico, but my fa-
ther is from Spain, and my mother is from Columbia,” she explains, pointing
to each of the countries on a map at the front of the room.

Every Friday morning, Gary has one of the students make a presenta-
tion. They bring food, costumes, art, and music that illustrate their back-
grounds, and they place a push pin with their name on it on the map.

Gary frequently comments about how lucky they are to have class-
mates from so many parts of the world. “Remember when Shah told us
about Omar Khayyam?” Gary had once asked. “He solved math problems
that people in Europe didn't solve until many years later. If Shah weren't in
our class, we would never have learned that.”

Gary also has a chart displaying common words and phrases such as
“Hello,” “Goodbye,” and “How are you?" in Spanish, Vietnamese, Arabic, and
English. He has labeled objects around the room, like the clock, windows,
and chairs, in the students’ native languages and English. And he displays a
calendar that identifies holidays in different cultures. Students make special Culturally responsive teachers build on the strengths that children
presentations on the holidays, and parents are invited. bring to school.

themselves, and the knowledge and skills acquired in a native language transfer to the second
language (Krashen, 2005; Slavin & Cheung, 2004). However, other research suggests that stu-
dents in immersion programs learn English faster and achieve higher in other academic areas
(Barone, 2000; K. Hayes & Salazar, 2001).

Making valid comparisons is difficult, because researchers use varying criteria for evaluat-
ing the merits of different programs (Padilla, 2006). Some researchers use the speed of English
acquisition, while others use content-area achievement measures, such as standardized tests or
grades, as criteria. The debate is likely to continue, because the issues are both complex and
emotional (Hawkins, 2004).



illustrated. One picture shows a cave in a woods that the boy and girl in the
story explore.

"Everyone say, ‘cave,” Gary directs, pointing at the picture, and the stu-
dents say “cave” in unison. He does the same with other objects in the pic-
ture, such as tree, rock, and stream.

After finishing, he begins, “Tell us something you remember about the
story. ... Carmela?”

" ..Aboyandagirl...are lost,” Carmela responds in her halting En-
glish.

"Yes, good. . . . The story is about a boy and a girl who got lost in a
cave,” Gary says slowly and clearly, pointing again to each of the objects in
the picture.

"Have any of you ever been in a cave?. .. How is a cave different from
a hole?”

Gary asks the students to talk briefly to each other, and then asks them
to share their experiences with digging holes and going into caves. When
they struggle with a term, Gary provides it, asks the class to say it in unison,
and he repeats the process with another student.

“Good, everyone,” Gary smiles after they've discussed the story for
several more minutes. “Let’s get ready for math.”

Now, let's look at Gary's efforts to apply the guidelines. He imple-
mented the first by having students make presentations about their cul-
tural heritage and emphasizing how lucky they are to have classmates
from different parts of the world. His emphasis on the contributions of
Omar Khayyam, for example, and comments such as, “If Shah weren't in
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Effective teachers call on all students, regardless of students’
backgrounds.
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our class, we probably would never have learned that,” communicates that
he respects and values students’ cultures, which can promote pride and
motivation (Banks, 2008; Gollnick & Chinn, 2006). The personal time he
spent before school helping his non-native English speakers and his greet-
ing as students enter his room also communicated that he cared for each
one. These gestures are subtle but important with members of cultural mi-
norities (Gollnick & Chin, 2006).

Gary applied the second guideline by calling on all his students. Do-
ing so signaled that he expected each to participate, and when they
struggled, he prompted them to help them answer.

Some teachers believe that students don't want to answer ques-
tions. This isn't true. A synthesis of research on learner motivation indi-
cates that students, including those from cultural minorities, want to be
called on if they believe they will be able to answer, and you emphasize
that answering incorrectly is simply a part of learning (Eggen & Kauchak,
2002).

Gary further implemented the second guideline by combining
whole-class and small-group instruction in an attempt to accommodate
possible differences in cultural learning styles. (We examine strategies
for involving all students in learning activities in Chapter 13.)

By using concrete experiences to facilitate language development,
Gary implemented the third guideline. For example, as he read the story,
he referred to pictures in the book, which provided concrete reference
points for vocabulary (Echevarria & Graves, 2007). He also encouraged
students to share their personal experiences with the concepts, and he
linked language to them.

Gary applied the fourth guideline by specifically targeting key
terms. Vocabulary, and especially the technical vocabulary found in
many content areas, is challenging for ELL students (S. Baker, Gersten,
Haager, & Dingle, 2006). Context clues together with specific strategies
that differentiate closely related words, such as Gary did with cave and
hole, are particularly important. He further applied both the third and
fourth guidelines by labeling objects around the room in both English
and students’ native languages, he spoke slowly and clearly in rephras-
ing students’ responses, and he had the students repeat terms in unison
(Peregoy & Boyle, 2005).

Finally, Gary had all of his students practice language. Language is
a skill, and students learn English by using it in their day-to-day lives.
Open-ended questions, such as “Tell us something you remember about
the story. ... Carmela?” that allow students to respond without the pres-
sure of giving specific answers are particularly effective (Echevarria &
Graves, 2007).

As you saw in Gary's efforts, working with students whose first lan-
guage is not English is challenging. However, these students respond
very positively to displays of caring and genuine attempts to help them
adapt to both school and mainstream American culture. Their responses
will be among the most rewarding you will receive as a teacher.
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ways that teachers can accommodate this diversity.
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To receive feedback for these questions, go to Appendix A.

2.1 Explain why so much linguistic diversity exists in the United States, and describe
2.2 What are English dialects? Explain why understanding them is important for teach-

2.3 Describe the major approaches to helping ELL students. Explain how they are sim-

s

) To examine another teacher’s

attempts to make her instruc-
k tion effective for culturally and

linguistically diverse students,
g0 to the Activities and Applications sec-
tion in Chapter 4 of MyEducationLab at
www.myeducationlab.com, and watch the
episode The Effective Teacher. Answer the
questions following the episode.
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Gender

What Marti Banes saw on the first day of her advanced-placement chemistry class was
somewhat disturbing. Of her 26 students, only 5 were girls, and they sat quietly, re-
sponding only when she asked them direct questions. Sharing her interest in science
was one reason she had chosen teaching as a career, but this situation gave her little op-
portunity to do so.

‘ ‘ Why did you choose your current major? Did your gender play a role in the de-
ocioeconomic

status
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Figure 4.5 Sources of learner diversity: Gender

Gender-role identity. Beliefs about
appropriate characteristics and behaviors
of the two sexes.

cision? If you are like students in other areas, there is a good chance it did. For
example, research indicates that over 85 percent of all elementary teachers are
female, as are more than 6 of 10 middle and secondary teachers (National Ed-
ucation Association, 2007).

Gender can also influence learning. The fact that some of our students are
boys and others are girls is so obvious that we may not even think about it.
When we’re reminded, we notice that they often act and think differently. Many
differences are natural and positive, but problems can occur if societal or school
influences limit the academic performance of either girls or boys. Let’s look at
some of these differences (Figure 4.5).

Boys and girls are different. Girls tend to be more extroverted and anxious,
and they’re more trusting, less assertive, and have slightly lower self-esteem than boys
of the same age and background (Halpern, 2006; Wigfield, Byrnes, & Eccles, 2006). Girls develop
faster, acquire verbal and motor skills at an earlier age, and prefer activities with a social compo-
nent. Boys are more oriented toward roughhouse play and playing with blocks, cars, or video
games—activities that are physical and visual. Both prefer to play with members of the same sex.
These tendencies, together with societal expectations, create gender-role identities, beliefs about
appropriate characteristics and behaviors of the two sexes.

Why do these gender-based differences exist? Most experts believe they result from an in-
teraction between genetics and the environment (S. M. Jones & Dindia, 2004; Lippa, 2002).
Genes control physical differences such as size and growth rate and probably differences in
temperament, aggressiveness, and early verbal and exploratory behaviors. Girls and boys are
also treated differently by parents, peers, and teachers, and this treatment influences how they
view gender roles (Bleeker & Jacobs, 2004; Lippa, 2002; Rogoff, 2003).

Schools and curriculum also subtly influence gender-role identity (Garrahy, 2001; Lopez,
2003). For example, male characters in stories are typically presented as strong and adventurous,
but seldom warm and sensitive (L. Evans & Davies, 2000). Video games and computer software
programs are heavily oriented toward boys, with male heroes as the main characters (Meece,
2002). These messages influence the ways boys and girls view themselves.

How should teachers respond? Suggestions are controversial, with some people believing
that most differences between boys and girls are natural and little intervention is necessary,
whereas others argue that every attempt should be made to minimize gender differences.

School-Related Gender Differences

Gender differences are real and result in achievement differences between girls and boys. Some
include the following:

+ In the early grades, girls score as high or higher than boys on almost every standardized
measure of achievement and psychological well-being. By the time they graduate from
high school or college, they have fallen behind boys in some areas.

+ Girls score lower on the Scholastic Aptitude Test (SAT) and American College Test
(ACT), both of which are important for college admission. The greatest gaps are in sci-
ence and math.

+ Women score lower on all sections of the Graduate Record Exam, the Medical College Ad-
missions Test, and admissions tests for law, dental, and optometry schools.

+ Women still lag far behind men in traditionally male college majors, such as mathematics,
physics, engineering, and computer science (Alperstein, 2005; Perkins-Gough, 2006).
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On the other hand:

+ Boys outnumber girls in remedial English and math classes, are held back in grade more
often, and are more than twice as likely to be classified as special-needs students.

+ Boys receive the majority of failing grades, drop out of school four times more often than girls,
and are cited for disciplinary infractions as much as 10 times more often than girls.

+ Boys score lower than girls on both direct and indirect measures of reading and writing
ability, and with the addition of the writing component on the SAT, girls’ and boys’ per-
formance has become essentially even.

+ The proportion of both bachelor’s and master’s degrees earned favors women by a ratio of
53 to 47 (Gurian & Stevens, 2005; National Assessment of Educational Progress, 2001).

To put gender differences in perspective, we should note that the overlap between boys’
and girls’ performance is much greater than any differences; in any group of boys and girls, we
are likely to see both struggling and excelling. On tests of general intelligence, gender differ-
ences are neglible, which is to be expected, because these tests are designed to be gender neu-
tral. Boys’ performance, however, exhibits greater variability on achievement tests, with more
boys at the upper and lower ends of the spectrum (Halpern, 2006). In addition, boys perform
better on visual-spatial tasks, a difference perhaps attributable to the kinds of toys they play
with, participation in sports, or greater exposure to computers and computer games.

Some researchers explain these differences by suggesting that boys” and girls’ brains are
wired differently for learning (Gurian & Stevens, 2005; Lippa, 2002). Components of the brain
that build word centers and fine-motor skills are a year ahead in girls, which gives them an ad-
vantage in reading, use of pencils, cursive writing, and other small-motor tasks. Centers in the
brain that control emotions are also advanced for girls, making them calmer and more able to
sit still for the long periods that school often requires (G. Gay, 2006). Some argue that school
systems as a whole are more compatible with girls’ genetic characteristics.

Gender Differences in Classroom Behavior

Given these differences, it is not surprising that boys and girls behave differently in classrooms.
Boys participate in learning activities to a greater extent than girls, and they are more likely to
ask questions and make comments (Brophy, 2004). Teachers also call on them more often
(S. M. Jones & Dindia, 2004), probably because boys are more verbally assertive (Altermatt,
Jovanovic, & Perry, 1998).

Gender-related differences are particularly pronounced in science and math (L. O’Brien &
Crandall, 2003). Boys are more likely to lead in setting up science experiments, relegating girls
to passive roles such as recording data (Sanders & Nelson, 2004). These experiences are impor-
tant because they influence girls’ perceptions of their ability to participate effectively in science.
Differences become greater as students move through school, with a significant decrease in girls’
participation in science and math activities during the middle school years. In addition, girls are
more likely to attribute success in science to luck and failure to lack of
ability. In general, girls are less confident about their abilities, even
when aptitude and achievement are comparable (L. Hoffman, 2002;
Nosek, Banaji, & Greenwald, 2002; Wigfield et al., 2006).

Although the areas of concern differ for boys and girls, evidence
suggests that schools aren’t effectively serving the needs of either boys
or girls.

Gender Stereotypes and Perceptions

Society and parents communicate, both directly and unconsciously, dif-
ferent expectations for their sons and daughters (Tenenbaum & Leaper,
2003). For example, researchers found that mothers’ gender-stereotyped
attitudes toward math and science adversely influenced their adolescent
daughters entering these fields after high school (Bleeker & Jacobs, 2004).
One woman recalled:

It was OK, even feminine, not to be good in math. It was even cute.  |nyolving girls in designing and conducting experiments helps combat
And so I locked myself out of a very important part of what itis  stereotypes about the sciences being male domains.
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Responding to Gender Differences in Your Classroom

You can do a great deal to eliminate gender bias in your classroom (Ginsberg, Shapiro, & Brown, 2004).
The following guidelines can assist you in your efforts:

1. Communicate openly with students about gender issues and concerns.
2. Eliminate gender bias in instructional activities.
3. Present students with nonstereotypical role models.

Let’s return to Marti's work with her students to see how she attempts to apply these guidelines.

Marti decides to take positive steps to deal with the gender issue in her
chemistry class. First, she initiates a discussion. “I almost didn’t major in
chemistry,” she begins. “Some of my girlfriends scoffed, and others were
nearly appalled. “You'll be in there with a bunch of geeks,” some of them
said. ‘Girls don't major in chemistry,” others added. They all thought science
and math were only for guys.”

"It is mostly for guys,” Amy shrugs. “Look at us.”

"It isn't our fault,” Shane responds. “Guys didn’t try to keep you out of
the class.”

After several other students make comments, Marti continues. “I'm
not blaming either you guys, or the girls. . . . It's a problem for all of us, and
I'm not saying that just because I'm a woman. I'd be just as concerned if |
were a man, because we're losing a lot of talented people who could be ma-
joring in science.”

As the discussion continues, she discusses historical reasons for gen-
der stereotypes and encourages both the boys and the girls to keep their
career options open. “There’s no rule that says that girls can’t be engineers
or boys can't be nurses,” she emphasizes. “In fact, there's a shortage of
both.”

She has similar discussions in her other classes. During learning activ-
ities, she makes a special effort to be sure that girls and boys participate as
equally as possible, and she tells her students why she is doing so. For Ca-
reer Week, Marti invites a female chemistry professor from a nearby univer-
sity to come into her classes to talk about career opportunities for women
in chemistry, and she invites a male nurse from one of the local hospitals to
talk about the role of science in his job and his experiences in a female-
dominated profession.

Marti also talks with other science teachers and counselors about gen-
der stereotyping, and they work on a plan to encourage both boys and girls
to consider career options in nonstereotypical fields.

Let's look now at Marti's attempts to apply the guidelines in her
work. She implemented the first by openly discussing the issue of gen-
der, and got responses from both boys and girls. The discussions in-
creased their awareness of stereotyping subjects and career choices,
and the discussions with her colleagues helped increase their sensitiv-
ity to gender issues in the school.

Second, Marti made a special effort to ensure equal treatment of
boys and girls, and again she openly communicated why she was mak-
ing the effort. She called on girls and boys equally, and she monitored lab
activities to ensure that girls didn‘t slide into passive roles. She expected
the same academic behaviors from both girls and boys.

Notice the term academic behaviors. No one suggests that boys
and girls are the same in every way, and they shouldn’t be expected to
behave in the same ways. Academically, however, boys and girls should
be given the same opportunities and encouragement, just as students
from different cultures and socioeconomic backgrounds should be. In
this way, Marti applied the second guideline, to eliminate gender bias in
instructional activities.

Marti applied the third guideline by inviting a female chemistry pro-
fessor and a male nurse into her classes to discuss careers in those
fields. Seeing that both men and women can succeed and be happy in
nonstereotypical fields can broaden the career horizons for both girls
and boys (Sanders & Nelson, 2004).

to be a human being, and that is to know all of oneself. I just locked that part out be-
cause I didn’t think that was an appropriate thing for me to do. . .. [But] it was not OK
for the men to not do well in math. It was not OK for them to not take calculus. It was
not manly. (Weissglass, 1998, p. 160)

The perception that certain areas, such as math, science, and computer science, are

male domains has a powerful effect on career choices (J. D. Lee, 2002). As you saw earlier,
girls are much less likely than boys to major in math, physics, engineering, and computer
science in college (Alperstein, 2005; American Association of University Women, 1998).
The problem of gender-stereotypic views of math and science-related careers seems to be
especially acute for low-SES and minority females (Bleeker & Jacobs, 2004). One study
found that only 2 percent of new math faculty at U.S. colleges and universities were minor-
ity women (Herzig, 2004).

On the other hand, the fact that America’s teaching force is primarily composed of white,
middle-class women is also troublesome (National Education Association, 2007). Boys, and
particularly members of cultural minorities, need male role models as they move through the
school years, and these role models are presently lacking.

What does this information suggest to you as a teacher? We attempt to answer this ques-
tion in the Theory to Practice section above.



1. Gender bias often results from a lack of awareness by both teach-
ers and students. Actively attack gender bias in your teaching.

e Elementary: A first-grade teacher consciously deemphasizes
sex roles and differences in his classroom. He has boys and girls
share equally in chores, and he eliminates gender-related activ-
ities, such as competitions between boys and girls and forming

classroom
connections
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portray men and women in nontraditional roles. She matter-of-
factly talks about nontraditional careers during class discus-
sions about becoming an adult.

High School: At the beginning of the school year, a social
studies teacher explains how gender bias hurts both sexes,
and he forbids sexist comments in his classes. He calls on

lines by gender. boys and girls equally, and emphasizes equal participation in
¢ Middle School: A middle school language arts teacher selects discussions.
stories and clippings from newspapers and magazines that

c your

heck .
understanding

3.1. Explain how gender can influence learning, and describe steps for eliminating gen-
der bias in classrooms.

3.2. What is gender-role identity, and why is understanding it important for teachers?

3.3. You're working with your students in a learning activity. What important factor that
can help reduce gender bias should you attempt to apply as you conduct these ac-
tivities? Hint: Think about the way Marti interacted with her students.

To receive feedback for these questions, go to Appendix A.

Socioeconomic Status

Were finances ever an important concern in your family? Did your parents go to college? What
kinds of jobs do they have? These questions relate to your socioeconomic status (SES), the  Socioeconomic status (SES). The
combination of parents’ income, level of education, and the kinds of jobs they have. It describes combination of parents’ income,
people’s relative standing in society and is one of the most important factors that exists in in- occupation, and level of education that
fluencing student achievement (see Figure 4.6). describes the relative standing in society of
: . o oo . . a family or individual.
Sociologists divide families into four classes: upper, middle, working, and lower. Table 4.2
outlines some of the characteristics of these classes.
Socioeconomic status consistently predicts intelligence and achievement
test scores, grades, truancy, and dropout and suspension rates (J. P. Byrnes,

2003; Macionis, 2006). It exerts its most powerful influence at the lower income ‘ ‘
levels. For example, low-SES fourth-graders are more than twice as likely as Language Socioeconomic
L . . status
their higher-SES peers to fall below basic levels of reading, and dropout rates for - >
students from the poorest families exceed 50 percent (Allington & McGill- *
Franzen, 2003). Students from families in the highest income quartile are eight diversity r
times more likely to graduate from college than are their low-SES peers (B.
Young & Smith, 1999).
Some disconcerting statistics exist in our country with respect to SES. The TR Culture

rate of childhood poverty in 2006 was more than 17 percent, and the percent-

age of U.S. families below the poverty level—defined in 2002 as an income of

$20,614 for a family of four—is five times greater than in other industrialized  Figure 4.6 sources of learner diversity: Socioeconomic
countries. Minorities and single-parent families are overrepresented (Biddle, status
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4.2 Characteristics of Different Socioeconomic Levels
Upper Class Middle Class Working Class Lower Class
Income $160.000+ $80,000-$160,000 (%) $25,000-$40,000 Below $25,000
$40,000-80,000 (%)
Occupation Corporate or professional (e.g., White collar, skilled blue Blue collar Minimum wage unskilled
doctor, lawyer) collar labor
Education  Attended college and professional Attended high school and Attended high school; may or Attended high school or less;
schools and expect children to do the  college or professional may not encourage college  cost is a major factor in
same schools. education
Housing Own home in prestigious Usually own home About half own a home Rent
neighborhood

Source: Macionis, 2006; U. S. Bureau of Census, 2007.

2001; Education Vital Signs, 2005; U.S. Bureau of Census, 2007). Biddle (2001) describes the
impact of poverty on this segment of our school population. These children

are likely to be experiencing poverty-associated problems such as substandard housing,
an inadequate diet, threadbare or hand-me-down clothes, lack of health insurance,
chronic dental or health problems, deprivation and violence in their communities, lit-
tle or no funds for school supplies, and whose overburdened parents subsist on welfare
or work long hours at miserably paid jobs. These facts pose enormous problems for
America’s schools. (Biddle, 2001, p. 5)

The important effect that poverty can have on learning is reflected in integration-by-income
programs implemented by a number of school districts in our country (Kahlenberg, 2006). These
programs use a variety of ways to integrate students from different SES levels, including magnet
schools, vouchers, and even busing. All are based on the belief that high concentrations of students
from impoverished backgrounds detract from a school’s ability to successfully meet students’
learning needs. Initial results of these programs are promising; in North Carolina, for example,
nearly two thirds of integrated-by-income students passed state-mandated, end-of-course exams
compared to less than half in comparable surrounding areas (Kahlenberg, 2006).

How SES Influences Learning
SES influences learning in at least three ways:

+ Basic needs and experiences
+ Parental involvement
« Attitudes and values

Basic Needs and Experiences
Many low-SES children lack medical and dental care and live on inadequate diets in substan-
dard housing (Rothstein, 2004a, 2004b). In 2006, over 35 million people in America went hun-
gry, and cultural minorities and single-parent families make up a disproportionate share of this
number (U.S. Department of Agriculture, 2007). Of the 35 million, over 12 million were chil-
dren, and the figure did not include homeless families, because these families are hard to iden-
tify and count. Research also indicates that poor nutrition can affect attention and memory and
even lead to lower intelligence test scores (Berk, 2008).

The school nurse in high-poverty schools often serves as a substitute for the family doc-
tor, because many families in poverty don’t have insurance and can’t afford to seek medical care
(F. Smith, 2005). One school nurse reported,

Mondays we are hit hard. It’s not like in the suburbs, where families call the pediatrician.
When our kids get sick on the weekends, they go to the emergency room, or they wait.
Monday morning, they are lined up, and they have to see the nurse. (F. Smith, 2005, p. 49)
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It’s hard to learn when you’re sick.

Economic problems can also lead to family and marital conflicts, which result in less-stable
and less-nurturant homes (Rainwater & Smeedings, 2003). Children of poverty often come to
school without the sense of security that equips them to tackle school-related tasks. Research in-
dicates that students from poor families have a greater incidence of depression and other emo-
tional problems than do their more advantaged peers (G. W. Evans & English, 2002).

Children of poverty also relocate frequently; in some low-income schools, mobility rates
exceed 100 percent (Rothstein, 2004a). Researchers have found that nearly a third of the poor-
est students attend at least three different schools by third grade compared to only 1 in 10 for
middle-class students. These frequent moves are stressful for students and a challenge for
teachers attempting to develop caring relationships with them (P. Barton, 2004).

The problem is particularly acute for the homeless. Experts estimate that between one-
half to one million children make up 40 percent of the homeless population (National Law
Center on Homelessness and Poverty, 2006). At least one fifth of homeless children fail to
attend school regularly (U.S. Department of Education, 2005), and they are three times
more likely to repeat a grade and four times more likely to drop out of school (Macionis &
Parillo, 2007).

SES also influences the background knowledge that children bring to school (Orr, 2003;
Wenner, 2003). High-SES parents are more likely to provide their children with educational
activities, such as travel and visits to art galleries and science museums. They also have more
computers, reference books, and other learning materials in the home, and they provide more
formal training outside of school, such as music and dance lessons. These activities comple-
ment classroom learning (Lareau, 2003; V. E. Lee & Burkam, 2002).

Parental Involvement

Higher-SES parents tend to be more involved in their children’s schooling and other activities
(K. Brown et al., 2004; Diamond & Gomez, 2004). One mother commented, “When she sees
me at her games, when she sees me going to open house, when I attend her Interscholastic
League contests, she knows I am interested in her activities. Plus, we have more to talk about”
(M. Young & Scribner, 1997, p. 12). Time spent working, often at two jobs or more, is a major
obstacle to school involvement for low-SES parents (H. Weiss et al., 2003).

In general, high-SES parents talk to their children more and differently than do those who
are low SES. They ask more questions, explain the causes of events, and provide reasons for
rules. Their language is more elaborate, their directions are clearer, and they are more likely to
encourage problem solving (Berk, 2008; Tomasello, 2006). Children expect the same in school
and are more likely to pay attention and follow directions (Stright, Neitzel, Sears, & Hoke-
Sinex, 2001). Sometimes called “the curriculum of the home,” these rich interaction patterns,
together with the background experiences already described, provide a strong foundation for
future learning (Holloway, 2004; Lareau, 2003).

Attitudes and Values

The impact of SES is also transmitted through parental attitudes and values. For example,
many high-SES parents encourage autonomy, individual responsibility, and self-control; low-
SES parents are more likely to emphasis conformity and obedience (Greenfield et al., 2006; Ma-
cionis, 2006).

Values are also communicated by example. For instance, children who see their parents
reading and studying learn that reading is valuable and are more likely to read themselves. And,
as we would expect, students who read at home show higher reading achievement than those
who don’t (Weigel et al., 2005).

High-SES parents also have higher expectations for their children and encourage them to
graduate from high school and attend college (K. Brown et al., 2004). They also know how to
play the “schooling game,” steering their sons and daughters into advanced high school courses
and contacting schools for information about their children’s learning progress (Lareau, 2003).
Low-SES parents, in contrast, tend to have lower aspirations for their children, allow them to
“drift” into classes, and rely on the decisions of others. Students often get lost in the shuffle,
ending up in inappropriate or less challenging classes.
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SES: Some Cautions and Implications for Teachers

As with culture, language, and gender, it’s important to first remember that the research find-
ings we report here describe group differences, and individuals within the groups will vary
widely. For example, many low-SES parents read and talk to their children, encourage their in-
volvement in extracurricular activities, and attend school events. Both of your authors come
from low-SES families, and we were given all the enriching experiences we’ve discussed in ref-
erence to high-SES parents. Conversely, belonging to a high-SES family does not guarantee a
child enriching experiences and caring, involved parents.

Second, although we know that certain home conditions make it more difficult for stu-
dents to succeed in school (Rothstein, 2004a), we also know that schools and teachers can do
much to overcome these problems (P. Barton, 2004; Darling-Hammond & Bransford, 2005).
Schools that are safe, nurturing, and demanding, and teachers with high expectations who use
effective instruction can make a significant difference in all students’ lives.

Students Placed at Risk

Laurie Ramirez looks over the papers she has been grading and shakes her head.
“Fourth grade, and some of these kids don’t know what zero means or how place value
affects a number. Some can’t add, others can’t subtract, and most don’t understand
multiplication. How am I supposed to teach problem solving when they don’t under-
stand basic math facts?”

“Reading isn’t much better,” she thinks. “I have a few who can actually read at a
fourth-grade level, but others are still sounding out words like dog and cat. How can I
teach them comprehension skills when they are struggling with ideas this basic?

Failing students can be found in any school. Many reasons exist, but some students share
characteristics that decrease their chances for success. Students placed at risk are learners in
danger of failing to complete their education with the skills necessary to succeed in today’s
society. Educators used to call these students underachievers, but the term at-risk more clearly
reflects the long-term consequences of school failure. Many jobs requiring few specialized skills
no longer exist, and others are becoming rare in a world driven by technology. Research con-
sistently indicates that high school dropouts earn less than their more educated peers and also
have an increased incidence of crime, alcoholism, and drug abuse (Hardre & Reeve, 2003;
Macionis, 2006).

Characteristics of students placed at risk include the following:

« Poverty and Low SES. As we saw earlier, poverty creates a number of stress factors that de-
tract from learning (P. Barton, 2004; Biddle, 2001; V. E. Lee & Burkam, 2002, 2003).

+ Member of a Cultural Minority. Being a member of a cultural minority can pose problems
when schools are not responsive to cultural differences (Borman & Overman, 2004;
Noguera, 2003a, 2003b).

*+  Non-native English Speaker. Learning is demanding for all students; struggling with both
language and content can be overwhelming (Bielenberg & Fillmore, 2005; Zwiers, 2005).

These characteristics can result in a history of low achievement, which makes new learn-
ing even more challenging because students lack the knowledge and skills on which this learn-
ing depends (Barr & Parrett, 2001). A history of low achievement is often compounded by
motivation and self-esteem problems (Dubois, 2001), disengagement from schools (R. Brown
& Evans, 2002), and misbehavior (Barr & Parrett, 2001). The problem is often exacerbated by
the fact that students who need quality education the most are often provided with substan-
dard buildings and equipment as well as underqualified teachers (Crosnoe, 2005; Perkins-
Gough, 2004; Thirunarayanan, 2004).

How do teachers react to these problems? Some are clearly overwhelmed:

I just don’t know what I'm going to do. Every year, my first grade class has more and
more of these kids. They don’t seem to care about right or wrong, they don’t care about
adult approval, they are disruptive, they can’t read and they arrive at school absolutely
unprepared to learn. Who are these kids? Where do they come from? Why are there
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more and more of them? I used to think that I was a good teacher. I really prided my-
self on doing an outstanding job. But I find 'm working harder and harder, and being
less and less effective. (Barr & Parrett, 2001, p. 1)

Elementary Teacher, Atlanta, Georgia
Other teachers respond differently,

While visiting a small elementary school, I was walking down the halls with two teachers
on our way to lunch. While passing an open classroom door, one of my friends stopped
and called out to a fellow teacher, “Come and join us for lunch.” The teacher left a small
group of students sitting around her desk and walked over to the door and replied, “I re-
ally can’t. I've got a group of kids here who are having real problems with their reading,
and I’ve been working with them over part of their lunch period all year. . . . Before they
leave my classroom I'm going to teach them to read. I can’t do much about their home
lives, but I can definitely teach them to read.” (Barr & Parrett, 2001, p. 9)

Teacher, Sunrise Elementary School, Albany, Oregon

Our goal in this section is to help you understand the nature of the problems for students
placed at risk and how you can help students respond to the conditions they encounter.

Resilience

Research on students placed at risk is now focusing on the concept of resilience, a learner char-
acteristic that, despite adversity, raises the likelihood of success in school and later life (Borman
& Overman, 2004; Downey, 2003; Knapp, 2001). This research has studied young people who
have survived and even prospered despite obstacles such as poverty, poor health care, and frag-
mented support services. Resilient children have well-developed self-systems, including high
self-esteem, optimism, and feelings that they are in control of their destinies. They set personal
goals, expect to succeed, and believe they are responsible for their success (Downey, 2003).
They are motivated to learn and satisfied with school (Borman & Overman, 2004).

How do these skills develop? Resilient children come from nurturant environments, and
one characteristic is striking. In virtually all cases, these children have one or more adults who
have taken a special interest in them and hold them to high moral and academic standards, es-
sentially refusing to let the young person fail (Reis, Colbert, & Hébert, 2005). These adults are
often parents, but they could also be older siblings or other adults such as teachers who take a
young person under their wing (E. Flores, Cicchetti, & Rogosch, 2005).

Schools also make important contributions to resilience. Next, we’ll examine schools’ im-
pact on resilience.

Schools That Promote Resilience
Research has identified four school practices that promote
resilience:

*  High and uncompromising academic standards. Teachers
emphasize mastery of content and do not accept passive
attendance and mere completion of assignments (Jesse &
Pokorny, 2001).

« Strong personal bonds between teachers and students.
Teachers become the adults who refuse to let students fail,
and students feel connected to the schools (Parish, Parish,
& Batt, 2001).

* High structure. The school and classes are orderly and
highly structured. Teachers emphasize reasons for rules
and consistently enforce rules and procedures (Ilg & Mas-
succi, 2003; Pressley, Raphael, & Gallagher, 2004).

« Participation in after-school activities. Activities such as

clubs and athletics give students additional chances to
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Resilience. A learner characteristic that,
despite adversity, raises the likelihood of
success in school and later life.

bond with school and interact with caring adults (Wig-  caring teachers promote resilience by forming personal relationships with
field et al., 2006). students and supporting their academic work.
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Teaching Students Placed at Risk in Your Classroom

In addition to the human element, what else can you do to ensure that students placed at risk will suc-
ceed? Research suggests that the same strategies that work for all students work for at-risk students
(Borman & Overman, 2004; Brophy, 2004). You don’t need to teach in fundamentally different ways; you
need to do what works with all students, but you need to do it better. The following guidelines can as-
sist you in your efforts:

1. Create and maintain a classroom environment with predictable routines.

2. Combine high expectations with frequent feedback about learning progress.

3. Use teaching strategies that involve all students and promote high levels of success.

4. Use high-quality examples that provide the background knowledge students need to learn new
content.

5. Stress self-regulation and the acquisition of learning strategies.

Let's see how the principles guide Diane Smith, a fourth-grade teacher, as she works with her
students.

Diane’s students are studying adjectives in language arts, and she now
wants them to be able to write using comparative and superlative forms of
adjectives.

Students file into the room from their lunch break, go to their desks,
and begin working on a set of exercises that has them identify all the adjec-
tives and the nouns they modify in a paragraph displayed on the overhead.
As they work, Diane identifies students who have pencils of different
lengths and those whose hair color varies.

Diane reviews the passage, has students explain their choices, and
provides feedback. When they finish, she directs, “Okay, very good, every-
one. Look up here.”

“Calesha and Daniel, hold your pencils up so everyone can see. What
do you notice?. . . Naitia?”

Diane has the students make observations, among them the fact that
Calesha’s is longer.

Diane then goes to the board and writes:

Calesha has a long pencil. _
Calesha has a longer pencil than Daniel does.

“Now, let’s look at Matt and Leroy,” she continues. “What do you notice
about their hair?. . . Judy?”

Again the students make observations, and after hearing several, Di-
ane asks, “Who's is darker?”

"LERQY!" several in the class blurt out.

“Good!" Diane again goes to the board and writes three more sentences
so the list now appears as follows:

Calesha has a long pencil.
Calesha has a longer
pencilthan Daniel does.

Leroy has black hair.

Matt has brown hair.

Leroy has darker hair
than Matt does.

“Now, how do the adjectives in the sentences compare?. ..
Heather?"” Diane asks, pointing to the bottom sentences on each list.

“...The ones at the bottom have an er on the end of them,” Heather
responds hesitantly.

"Yes, good. . . . And, what are we doing in each of the sentences?. . .
Jason?”

Effective schools are both demanding and supportive; in many instances, they serve as

homes away from home. The emphasis placed on school-sponsored activities reduces alien-
ation and increases academic engagement and achievement (B. Davidson, et al., 2001; Jordan,
2001). School-sponsored activities also give teachers the chance to know students in contexts
outside the classroom.

Teachers Who Promote Resilience
Schools are no more effective than the teachers who work in them. Becoming the adults who
refuse to let students fail often means spending extra time before or after school, both helping
students with their academic work or simply talking to them about issues important in their
lives. Spending out-of-class time with students is demanding, but this kind of commitment is

P ) at the core of promoting resilience.
What else do we know about teachers who promote resilience? Research indicates that they
j To analyze the effectiveness of interact frequently with students, learn about their families, and share their own lives (Doll,
instruction for students placed Zucker, & Brehm, 2004). They maintain high expectations, use interactive teaching strategies,
k atrisk, g0 to the Activities and and emphasize success and mastery of content (McCombs & Miller, 2007). They motivate stu-
Applications section in Chapter dents through personal contacts, instructional support, and attempts to link school to students’
4 of MyEducationLab at www.myeduca- . .

tionlab.com, and read the case study experiences (B. L. Wilson & Corbett, 2001).

Analyzing Instruction for Students Placed Let’s see what students say about these teachers. One middle school student commented,

at Risk. Answer the questions following
the case study.

“Sometimes a teacher don’t understand what people go through. They need to have
compassion. A teacher who can relate to students will know when something’s going on
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“We're comparing two things.”

“Good thinking, Jason,” Diane smiles.

She then repeats the process with the superlative form of adjec-
tives by having students compare three pencils and three different hair
colors, leading them to conclude that superlative adjectives have an est
at the end.

"Very good, everyone. In describing nouns, if we're comparing two, we
use the comparative form of the adjective, which has an -er on the end, and
if we have three or more, we have an -est on the end of the adjective.

“Now," Diane says, pointing to a softball, tennis ball, and golf ball on her
desk, “I have a little challenge for you. . . . Write two sentences each that use
the comparative and superlative forms of adjectives, and tell about the sizes
of these balls.”

As the students work, Diane checks on their progress, and when
they're finished, says, “Now let's look at your sentences. . . . Someone Vvol-
unteer, and I'll write it on the chalkboard. . . . Okay, Rashad?”

“The tennis ball is bigger than the golf ball.”

“Very good, Rashad. And why did you write bigger in your sentence?”

"We're comparing the size of two balls.”

They continue discussing the comparative and superlative forms of
adjectives and Diane then directs, “Now, | want you to write a paragraph
with at least two sentences that use the comparative form of adjectives and
at least two others that use the superlative form. Underline the adjectives
in each case.”

"And what do we always do after we write something?”

“We read it to be sure it makes sense!” several of the students say si-
multaneously.

“Very good,” Diane smiles. “That's how we become good writers.”

The students go to work, and Diane circulates among them, periodi-
cally stopping for a few seconds to comment on a student’s work and to of-
fer brief suggestions.

Now, let's look at Diane's attempts to apply the guidelines. She ap-
plied the first by creating a set of well-established routines. For exam-
ple, when students came in from their break, they went to work on
exercises on the overhead without being told to do so. Predictable rou-

Chapter 4

Learner Diversity 117

tines maximize time available for learning and provide the structure that
makes classrooms safe and comfortable.

Second, by calling on individuals and requiring that they explain
their answers, Diane communicated that she expected all students to
participate and learn. Maintaining high expectations is a simple idea but
hard to put into practice (Haycock, 2001). Most students initially have
trouble putting their understanding into words, and it is even more chal-
lenging for students placed at risk. Many teachers give up, concluding,
“They can't, do it.” They can’t, because they haven’t had enough prac-
tice and support. It isn't easy, but teachers can teach students placed at
risk to increase their use of language.

Also, Diane provided detailed feedback for the beginning-of-class
exercises and the sentences at the end of the lesson. This scaffolding
promotes success, minimizes mistakes, and increases motivation (Bro-
phy, 2004). These actions applied the second guideline.

Diane applied the third guideline with questioning that involved all
students in the lesson. Open-ended questions such as “What do you no-
tice?” and “How do the adjectives in the sentences compare?” virtually
assured student success, an essential factor for both learning and moti-
vation (Brophy, 2004). Interactive teaching methods are effective for all
students and essential for students placed at risk (Barr & Parrett, 2001;
B. L. Wilson & Corbett, 2001).

Diane applied the fourth guideline by developing her lesson around
real-world examples. Teachers who promote resilience attempt to link
school to students’ lives, and using students’ pencils and hair color to il-
lustrate comparative and superlative adjectives was a simple applica-
tion of this idea.

Finally, Diane emphasized self-regulation, and applied the fifth
guideline, when she asked, "And what do we always do after we write
something?” The fact that the students so quickly replied, “We read it to
be sure it makes sense!” suggests that she emphasized student respon-
sibility for their own learning.

The challenge for teachers who work with students placed at risk
is how to help them succed while still presenting challenging activities.
Itisn't easy. However, seeing these students meet the challenges will be
some of the most rewarding experiences you will have.

with them. If like the student don’t do work or don’t understand, the teacher will spend

a lot of time with them.” (B. L. Wilson & Corbett, 2001, p. 5)

Effective teachers go the extra mile to ensure student success.

Teachers less effective in promoting resilience are more authoritarian and less accessible.

They distance themselves from students and place primary responsibility for learning on them.
They view instructional support as “babying students” or “holding students’ hands.” Lecture is
a common teaching strategy, and motivation is the students’ responsibility. Students perceive
these teachers as adversaries, to be avoided if possible, tolerated if not. They also resent the
teachers’ lack of commitment:

There’s this teacher [over at the regular school] . . . you can put anything down and he’ll s ;
give you a check mark for it. He doesn’t check it. He just gives you a mark and says, ‘OK, '

. , N . To see how another teacher at-
you did your work. How you gonna learn from that? You ain’t gonna learn nothing. v

. tempts to promote resiliency in
(Dynarski & Gleason, 1999, p. 13) her students go to the Building

Teaching Skills and Dispositions
section in Chapter 4 of MyEducationLab at
www.myeducationlab.com, and read the
case study Building Resiliency in Students.
Complete the exercises following the case
study to develop your skills in promoting
resiliency in your students.

Student, JFY Academy, Boston, Massachusetts

As with culturally responsive teaching, much of promoting resilience lies in teachers’
attitudes and commitment to students. Effective teachers care about students as people
and accept nothing less than consistent effort and quality work (Gschwend & Dembo,
2001). Caring teachers are important for all students; for students placed at risk, they’re
essential.
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4.1. Define socioeconomic status (SES), and explain how it can affect learning.

4.2. As you work with your students, what important factor should you keep in mind
when considering SES?

4.3. Describe characteristics of schools and teachers that promote resilience in stu-
dents placed at risk.

To receive feedback for these questions, go to Appendix A.

1. Positive teacher expectations influence both motivation and
achievement. Communicate positive expectations to both students
and their parents.

Elementary: A fourth-grade teacher spends the first 2 weeks of
school teaching students her classroom procedures and ex-
plaining how they promote learning and create a learning com-
munity. She makes short assignments, carefully monitors
students to be certain the assignments are turned in, and imme-
diately calls parents if an assighment is missing.

Middle School: A math teacher carefully explains his course
procedures. He emphasizes the importance of attendance
and effort and communicates that he expects all to do well.
He also makes himself available before and after school for
help sessions.

High School: An English teacher sends home an upbeat let-
ter at the beginning of the year describing her work require-
ments and grading practices. She has students help translate
the letter for parents whose first language is not English and
asks parents to sign the letter, indicating they have read it.
She also invites questions and comments from parents or
other caregivers.

classroom
connections

Using Effective Teaching Practices for Students
Placed at Risk in Your Classroom

2. Interactive teaching strategies are essential for students placed at
risk. Use teaching strategies that elicit high levels of student in-
volvement and success.

Elementary: A fifth-grade teacher mixes students from differ-
ent ethnic groups in his classroom seating. He combines
small-group and whole-class instruction, and when he uses
group work, he arranges the groups so they include high and
low achievers, members of different ethnic groups, and boys
and girls.

Middle School: An earth science teacher gives students a short
quiz of one or two questions every day. She discusses the quiz
with the students at the beginning of the following day, and stu-
dents calculate their averages each day during the grading period.
The teacher closely monitors these scores and spends time be-
fore school to work with students who are falling behind.

High School: An English teacher builds her teaching around
questioning and examples. She comments, “My goal is to call on
each student in the class at least twice during each lesson. | also
use a lot of repetition and reinforcement as we cover the
examples.”
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While many aspects of diversity are similar across grade levels, important developmental differences ex-
ist. The following paragraphs outline some suggestions for responding to these differences.

The elementary grades pose developmental challenges for students learning a second language, as they face
the dual tasks of learning to read and write while simultaneously learning English. Although some research
suggests that young language learners may be more adaptable than older ones, they still need special assis-
tance to succeed (Echevarria & Graves, 2007). Instruction that maximizes opportunities for students to prac-
tice and use language is essential for these children. The strategies Gary Nolan used in the Theory to Practice
section on page 106 are effective for learners at all ages but are particularly important for elementary students
(O'Donnell, 2006, Tomasello, 2006; S. Waxman & Lidz, 2006). Writing assignments that encourage ELLS to use
their developing language skills are also important (Graham, 2006).

As you saw earlier in the chapter, boys develop slower than girls, and girls have more developed lan-
guage abilities (Halpern, 2006; Ruble, Martin, & Berenbaum, 2006). Some experts suggest that developmental
lags explain why boys outnumber girls in the number of special education placements (Hardman et al., 2008;
Heward, 2009). Simple strategies, such as giving children a chance to get up and move around, providing con-
crete examples, and using strategies proven effective with second language learners are also effective with
slower-developing boys.

Working with
Elementary
Students

Developmental changes, such as going through puberty, and making the move from self-contained elemen-
tary classrooms to the less personal nature of middle schools, can be more problematic for students who
come from diverse backgrounds (Chumlea et al., 2003).

Ccommunicating that all students” backgrounds are respected and valued is even more important in di-
verse middle schools than it is in elementary schools. In addition, creating safe and predictable environments
is essential. Well-established routines, consistent enforcement of rules, and emphasis on treating all students
with courtesy and respect are essential. Establishing personal relationships with students, emphasizing that
learning is the purpose of school, and de-emphasizing competition and differences among students are also
important.

Working with
Middle School
Students

High school is not only the capstone of students’ public school experience, it is also an increasingly impor-
tant transition period for both college and careers (New Commission on the Skills of the American Workforce,
2007). Many students who come from low-SES backgrounds or are members of cultural minorities are un-
aware of the career and higher-education opportunities available to them. Connecting content to students’
future lives is particularly important for these students. For example, science teachers can discuss career op-
tions in related fields, and social studies and English teachers can examine the impact of technology on our
lives.

High school is also an important time for both girls and boys, who are trying to reconcile gender-role
identities with societal expectations. For example, some high school girls are fearful that being intellectually
assertive is not compatible with being feminine, whereas boys are struggling with decisions about whether
to goto college or join the workforce. Openly discussing these topics with high school students can do a great
deal to help them resolve the issues.

Working with
High School
Students
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Learner diversity and urban schools are in an interconnected relation-
ship. For example, members of cultural minorities make up nearly 70
percent of the student population in urban schools, and in some they
are more than 95 percent. Urban schools also have a disproportionate
number of students who speak a first language other than English, as
well as a disproportionate number of low-SES students; over half of ur-
ban students are eligible for free or reduced-price lunch (Macionis &
Parillo, 2007).

Researchers often use the term cultural minority to refer to non-
White cultural groups, but this term is a misnomer in many urban
schools. In Adlai Stevenson high school in New York City, for example,
nearly all the students are African American or Hispanic; only one-half of
1 percent are White (Kozol, 2005).

In addition, urban schools tend to be larger and less personal than
their suburban counterparts. The nation’s 100 largest school districts
represent less than 1 percent of all districts in the nation, but they are
responsible for the education of nearly one-fourth of all students.

Negative stereotypes about urban schools is another issue. Two of
the most common are, “Students can’t control themselves,” and “Stu-
dents don’t know how to behave because the parents don't care” (R. A.
Goldstein, 2004, p. 43). In response to these stereotypes, urban teachers
often “teach defensively,” “choosing methods of presentation and eval-
uation that simplify content and reduce demands on students in return
for classroom order and minimal student compliance on assignments”
(LePage et al., 2005, p. 331).

Urban schools don’t have to be this way. Working with urban stu-
dents can be challenging, but research provides some guidance and
suggests that at least three factors are important:

e Caring and supportive teachers
e High structure
e Effective instruction

Caring and Supportive Teachers
We have emphasized the need for caring and supportive teachers
throughout this chapter (and will continue to do so throughout the

Learner Diversity
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book). Teachers who care are important in all schools but are critical in
urban environments. When students perceive their teachers as uncar-
ing, disengagement from school often occurs, and disengaged students
are much more likely to be disruptive than are their more-engaged peers
(Charles & Senter, 2005; V. F. Jones & Jones, 2004).

High Structure

All people need order and structure in their lives, and students in urban
schools sometimes come from environments that lack the stability that
creates a sense of equilibrium. This makes order, structure, and pre-
dictability even more important in urban environments than in other
kinds of classrooms. A predictable environment leads to an atmosphere
of safety, which is crucial for developing the sense of attachment to
school that is essential for learning and motivation. (We discuss ways of
creating safe and orderly classrooms in Chapter 12.)

Effective Instruction

As you saw earlier, students in urban classrooms are often involved in
low-level activities that detract from motivation and lead to feelings of
disengagement from school.

In my chemistry class, the teacher just keeps going and going
and writing on the board. She never stops to ask the class, “Is
everyone with me?” She’s in her own little world. She never
turns around, she just talks to the board, not to us. (Cushman,
2003, p. 8)

Exactly the opposite is needed. For example, in a comparison of more-
and less-effective urban elementary teachers, researchers found that
less-effective teachers interacted with students less than half of their in-
structional time compared to nearly three fourths of the time for their
more effective counterparts (H. Waxman, Huang, Anderson, & Weinstein,
1997). Interactive teaching is characteristic of good instruction in gen-
eral; with urban students, it is essential (Barr & Parrett, 2001; Rosen-
shine, 2006). (We discuss effective instruction in urban environments in
Chapter 13.)

Meeting Your

1. Describe culture and ethnicity, and explain how they can in-
fluence learning.

« Culture refers to the attitudes, values, customs, and behav-
ior patterns that characterize a social group. The match
between a child’s culture and the school has a powerful in-
fluence on school success.

«  Ethnicity refers to a person’s ancestry and the way individ-
uals identify with the nation from which their ancestors
came.

+ Culture and ethnicity can influence learning through the
cultural attitudes and values that students bring to
schools. Some values support learning, whereas others can
detract from it.

Learning Objectives

+ Culture and ethnicity can also influence learning through
the interaction patterns characteristic of the cultural
group. If the interaction patterns are similar to those
found in school, they enhance learning. If they are dissim-
ilar, they can detract from learning.

2. Explain why so much linguistic diversity exists in the United
States, and describe ways that teachers can accommodate this
diversity.

+ Federal legislation, which ended quotas based on national
origin, resulted in more immigrants coming to the United
States from a wider variety of places. This has resulted in
much more cultural, ethnic, and linguistic diversity.




Teachers can accommodate this diversity by first commu-
nicating that they value and respect all cultures, by involv-
ing all students in learning activities, and by representing
topics as concretely as possible.

Teachers also accommodate this diversity by providing
students with opportunities to practice language and
placing extra emphasis on important vocabulary.

3. Explain how gender can influence learning, and describe

steps for eliminating gender bias in classrooms.

Gender can influence learning if either girls or boys
adopt gender-stereotyped beliefs, such as believing that
math or computer science is a male domain, or believ-
ing that girls are inherently better at English and writ-
ing than are boys.

Teachers can attempt to eliminate gender bias by openly
discussing gender issues, expecting the same academic
behaviors from both boys and girls, and inviting non-
stereotypical role models to their classes to discuss gen-
der issues.
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4. Define socioeconomic status (SES), and explain how it can
affect learning.

SES describes the relative standing in society resulting
from a combination of family income, parents’ occupa-
tions, and the level of education parents attain.

SES can affect learning through the extent to which stu-
dents’ basic needs are met. Children of poverty sometimes
live in substandard housing, and often don’t have access to
medical care.

Low-SES children may also lack the school-related experi-
ences they need to be successful, and lower-SES parents
tend to be less involved in their children’s education than
are higher-SES parents.

SES can also influence learning through the attitudes and
values of parents. Many high-SES parents encourage au-
tonomy, individual responsibility, and self-control,
whereas lower-SES parents tend to value obedience and
conformity. High-SES parents also tend to have higher ex-
pectations for their children than do their lower-SES

counterparts.

Developing as a Professional:
Preparing for Your Licensure Exam

In this chapter, we’ve seen how culture, language diversity, gen-
der, and SES can influence learning, and how certain combina-
tions of these factors can place students at risk.

Let’s look now at another teacher working with students hav-
ing diverse backgrounds. Read the case study, and answer the
questions that follow.

Teri Hall is an eighth-grade American history teacher in
an inner-city middle school. Most of her students are
from low-income families, many of them are from diverse
cultures, and some speak English as a second language.

Today, her class is studying the colonization of North
America. Teri takes roll as students enter the room, and
she finishes entering the information into the computer
on her desk just as the bell rings.

“What were we discussing yesterday?” Teri begins im-
mediately after the bell stops ringing. “Ditan?”

¢ .. The beginning of the American colonies.”

“Good. ... Go up to the map, point out where we live,
and show us the first British, French, and Spanish
colonies. . . . Kaldya?”

Kaldya walks to the front of the room and points to
four different locations on a large map of North America.

Teri reviews for a few more minutes and then displays
the following on the overhead:

In the mid-1600s, the American colonists were encouraged to
grow tobacco, because it wasn't grown in England. The colonists
wanted to sell it to France and other countries, but were told no.
In return for sending the tobacco to England, the colonists were
allowed to buy textiles from England. They were forbidden, ow-

ever, from making their own textiles. All the materials were car-
ried on British ships.

Early French colonists in the New World were avid fur trap-
pers and traders. They got in trouble with the French monarchy,
fowever, when they attempted to make fur garments and sell them
to Spain, England, and others. They were told that they fiad to buy
the manufactured garments from dealers in Paris instead. The
monarcfy also told them that traps and weapons would be made in
France and sent to them as well. One of the colonists, Jean Forjea,
complied with the monarchy’s wishes but was fined when fie fiired
a Dutch ship to carry some of the furs back to Nice.

“Now let’s take a look,” she begins. “Take a few sec-
onds to read the paragraphs you see on the screen. Then,
with your partner, write down as many similarities as you
can about the French and English colonists. You have 5
minutes.”

Teri does a considerable amount of group work in her
class. She sometimes has students work in pairs, and at
other times in groups of four. The students are seated to-
gether, so they can move into and out of the groups
quickly. Students initially protested the seating assign-
ments, because they weren’t sitting near their friends, but
Teri emphasized that learning and getting to know and re-
spect people different from themselves were important
goals for the class. Teri persisted, and the groups became
quite effective.

Teri watches as students work, and at the end of the
5-minute period, she says, “Okay, you've done a good job. . ..
Turn back up here, and let’s think about this.”
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The class quickly turns its attention to the front of the
room, and Teri asks, “Serena, what did you and David
come up with?”

“ .. Both of the paragraphs deal with a colony from
Europe.”

“Okay, Eric, how about you and Kyo?”

... The colonies both produced something their
countries, England and France, wanted—Ilike tobacco or
furs.”

“Excellent observation, you two,” Teri smiles. “Go on
Gustavo. How about you and Pam?”

“ .. They sent the stuff to their country,” Gustavo re-
sponds after looking at his notes.

“And they couldn’t send it anywhere else!” Tito adds,
warming up to the idea.

“That’s very good, all of you. Where do you suppose
Tito got that idea?. . . Connie?”

“It says it right in the paragraphs,” Connie responds.

“Excellent, everyone! Connie, good use of informa-
tion to support your ideas.”

Teri continues to guide the students as they analyze the
paragraphs. She guides the class to conclude that, in each in-
stance, the colonies sent raw materials to the mother coun-
try, bought back finished products, and were required to use
the mother country’s ships to transport all materials.

Learner Diversity

She then tells them that this policy, called
mercantilism, was a strategy countries used to make
money from their colonies. “Mercantilism helps us under-
stand why Europe was so interested in imperialism and
colonization,” she adds. “It doesn’t explain everything, but
it was a major factor in the history of this period.

“Let’s look at another paragraph. Does this one illus-
trate mercantilism? Be ready to explain why or why not
when you've made your decision,” she directs, displaying
the following on the screen:

Canada is a member of the British Commonwealth. Canada is a large
grain producer and exporter and derives considerable income from sell-
ing this grain to Great Britain, France, Russia, and other countries.
This trade fas also enhanced the shipping business for Greece, Nor-
way, and Liberia, who carry most of the products. Canada, however,
doest’t rely on grain alone. It is now a major producer of clothing,
high-tech equipment, and heavy industrial equipment.

The class discusses the paragraph and, using evi-
dence from the text, concludes that it does not illustrate
mercantilism.

Short-Answer Questions

3. Success and challenge are essential for effective instruction
for students placed at risk. Evaluate Teri’s attempts to
provide these components.

In answering these questions, use information from the chapter
and link your responses to specific information in the case.

1. What strategies did Teri use to eliminate gender bias in her
? i ?
classroom? What else might she have done? 4. What strategies did Teri use to actively involve her students?
2. One of the principles of effective teaching for students
placed at risk recommends the use of high-quality examples
that supplement students’ background knowledge. How
well did Teri apply this principle?

For feedback on these responses, go to Appendix B.

Now go to Chapter 4 of MyEducationLab, located at www.myeducationlab.com, where you can:

+ Take a quiz to test your mastery of chapter objectives. Detailed feedback is provided to explain why your responses are
correct or incorrect.

+ Deepen your understanding of chapter concepts with Review, Practise, Enrichment exercises.

« Complete Activities and Applications that will help you apply what you have learned in the chapter by analyzing real
classrooms through video clips, artifacts, and case studies. Your instructor will provide you with feedback for the Activities
and Applications.

+ Develop your professional knowledge and decision making in Building Teaching Skills and Dispositions exercises. Structured
feedback will be available to you, providing you with support as you practice each skill. Your instructor will provide you
with feedback on the final task that accompanies the exercises.
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Important Concepts

academic language proficiency
(p-104)
basic interpersonal
communication skills
(p- 104)
bidialecticism (p. 102)
bilingualism (p. 105)
colorblindness (p. 101)

cultural mismatch (p. 97)

culture (p. 96)

dialect (p. 101)

English Language Learners
(ELLs) (p. 102)

ESL pullout programs (p. 104)

ethnicity (p. 96)

gender-role identity (p. 108)

immersion programs (p. 103)
learner diversity (p. 96)
maintenance ELL programs
(p. 103)
multicultural education
(p- 106)
resilience (p. 115)
resistance culture (p. 98)

sheltered English (p. 104)

socioeconomic status (SES)
(p.111)

stereotype threat (p. 99)

structured immersion (p. 103)

students placed at risk (p. 114)

transitional ELL programs
(p-104)
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“objecfives

After you have completed your
study of this chapter, you should
be able to:

1. Describe differences in the way
intelligence is viewed, and
explain how ability grouping can
influence learning.

2. Describe the major provisions
of the Individuals with
Disabilities Education Act (IDEA)
and the amendments to it.

3. Describe the most common
learning problems that
classroom teachers are likely to
encounter.

4. I|dentify characteristics of
learners who are gifted and
talented, and describe methods
for identifying and teaching
these students.

5. Describe general education
classroom teachers’ roles in
inclusive classrooms, and
identify teaching strategies that
are effective for working with
students having
exceptionalities.

Have you ever struggled in a class and received a D or an F? Or excelled and been the “smartest”
one? How did it feel? How did other students in the class treat you? These are questions that
students with exceptionalities face every day.

Virtually every classroom in our country includes learners who have exceptionalities. As
you read the following case study, think about these issues and what teachers might do to ac-
commodate the students who have them.

Celina Curtis, a beginning first-grade teacher in a large elementary school, has survived
her hectic first weeks. She is beginning to feel comfortable, but at the same time, some
things are bothering her.
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Learners with exceptionalities.
Students who need special help and
resources to reach their full potential.

Disabilities. Functional limitations or an
inability to perform a certain act.

Gifts and talents. Abilities at the upper
end of the continuum that require
additional support to reach full potential.

Special education. Instruction designed
to meet the unigue needs of students with
exceptionalities.

Intelligence. The ability to acquire and
use knowledge, solve problems and reason
in the abstract, and adapt to new
situations in the environment.

Chapter 5 Learners with Exceptionalities

“It’s kind of frustrating,” she admits, as she shares her lunch break with Clarisse, a
veteran who has become her friend and confidante. “I think 'm teaching, but some of
the kids just don’t seem to get it.”

“Maybe you're being too hard on yourself,” Clarisse responds. “Students are differ-
ent. Remember what you studied in college? One thing the profs emphasized was that
we should be trying our best to treat students as individuals.”

“Yes, . . . I understand that, but it seems too simple. For instance, there’s Rodney.
You've seen him on the playground. He’s cute, but his engine is stuck on fast. I can
barely get him to sit in his seat, much less work. The smallest distraction sets him off.
He can usually do the work if T can get him to stick to it, but it’s a challenge. I've talked
to his mother, and he’s the same way at home.

“Then there’s Amelia; she’s so sweet, but she simply doesn’t get it. I've tried every-
thing under the sun with her. I explain it, and the next time, it’s as if it’s all brand new.
I feel sorry for her, because I know she gets frustrated when she can’t keep up with the
other kids. When I work with her one-on-one, it seems to help, but I don’t have enough
time to spend with her. She’s falling farther and farther behind.”

“Maybe it’s not your fault. Youre supposed to do your best, but youre going to
burn yourself out if you keep this up,” Clarisse cautions. “Check with the Teacher
Assistance Team. Maybe these students need some extra help.”

As you begin your study of this chapter, consider these questions:

1. What does the law say about our responsibilities in working with students having
exceptionalities?

2. Are Rodney and Amelia displaying exceptionalities, and if so, how should they be
described?

3. How can teachers accommodate students with exceptionalities in their classrooms?

Learners with exceptionalities are students who need special help and resources to
reach their full potential (Kauffman, McGee, & Brigham, 2004). This category includes stu-
dents with disabilities—functional limitations or an inability to perform a certain act, such
as walk or listen—as well as students with gifts and talents—abilities at the upper end of the
continuum that require additional support to reach full potential. Some students have both
disabilities and gifts and talents. It is a virtual certainty that you will have students with ex-
ceptionalities in your classroom. Special education refers to instruction designed to meet
the unique needs of these students.

Because it plays an important role in understanding, diagnosing, and helping students
with exceptionalities, we begin by examining the concept of intelligence.

Intelligence

Although experts don’t totally agree on a definition, intelligence is often defined as the ability
to acquire and use knowledge, solve problems and reason in the abstract, and adapt to new sit-
uations in the environment. Most experts also agree that it depends on culture (Ackerman &
Lohman, 2006; J. Li, 2004; Sternberg, 2004).

From another perspective, intelligence is simply defined as the attributes that intelligence
tests measure. Items such as the following are commonly found on these tests, and people’s in-
telligence is inferred from their responses.

1. Cave:Hole:Bag: (Cave is to hole as bag is to ?)
a. paper
b. container
c. box
d. brown
2. Sharon had x amount of money, and this could buy 8 apples. How much money would it
take to buy 4 apples?
a. 8x
b. 2x
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c. x/2
d. ¥
3. Inspect the following list of numbers for 5 seconds:
974621839
Now cover them, and name the digits in order from memory.

As these items suggest, experience is an important factor in test performance (Ackerman
& Lohman, 2006; Halpern & LaMay, 2000). Practice with vocabulary and analogies, for exam-
ple, would improve the score on the first item. The second requires background in math, and
even the third, a seemingly simple memory task, can be improved with training (A. Brown,
Bransford, Ferrara, & Campione, 1983). Clearly, intelligence tests measure more than innate
ability (Sternberg, 2007).

Intelligence: One Trait or Many?

Because scores on different measures of intelligence, such as verbal ability and abstract rea-
soning, are correlated, early researchers believed intelligence to be influenced by a single
trait (W. Johnson & Bouchard, 2005; Waterhouse, 2006). For example, Charles Spearman
(1927) described it as “g,” or general intelligence, a basic ability that affects performance on
all cognitive tasks but also includes task-specific abilities. This helps us understand why
people who do well on verbal tests also do well on tests in math, but typically do better on
one than the other.

A second perspective contrasts fluid intelligence, the flexible, culture-free mental ability
to adapt to new situations, with crystallized intelligence, a form of intelligence that is culture-
specific and depends on experience and schooling (Cattel, 1963, 1987). Fluid intelligence is of-
ten related to nonverbal abilities and is influenced by brain development, whereas crystallized
intelligence increases throughout our lives as we acquire new knowledge and skills. Current
conceptions of intelligence typically include a general component as well as specific knowledge
that people use every day (Ackerman & Lohman, 2006; Phelps, McGrew, Knopik, & Ford, 2005).

Gardner’s Theory of Multiple Intelligences

Howard Gardner, a Harvard psychologist, analyzed people’s performance in different domains
and concluded that intelligence is composed of eight relatively independent dimensions (Gard-
ner, 1983; Gardner & Moran, 2006). Table 5.1 outlines the eight dimensions that currently ex-
ist, and he is also considering additional dimensions, called existential and spiritual
intelligences, which deal with life’s fundamental questions, such as “Who are we?” and “Where
do we come from?” (Gardner & Moran, 2006).

The concept of multiple intelligences makes intuitive sense. We all know people who don’t
seem particularly “sharp” analytically but who excel in getting along with others, for example. This
ability serves them well, and in some instances, they’re more successful in life than their “brighter”
counterparts. Others are extraordinary athletes or accomplished musicians. Gardner describes
these people as high in interpersonal, bodily-kinesthetic, and musical intelligence, respectively.

Applications of Gardner’s Theory. Gardner recommends that teachers present content
in ways that capitalize on as many different intelligences as possible, and teachers’ efforts
should also focus on helping students understand their strengths and weaknesses in each
(Denig, 2003; Kornhaber, Fierros, & Veenema, 2004). Table 5.2 outlines ways to differentiate in-
struction. Gardner warns, however, that not all topics can be adapted for each intelligence:
“There is no point in assuming that every topic can be effectively approached in [multiple]
ways, and it is a waste of effort and time to attempt to do this” (Gardner, 1995, p. 206).

Criticisms of Gardner’s Theory. While popular with teachers (Cuban, 2004), Gardner’s
theory also has its critics. Some caution that the theory and its applications have not been val-
idated by research (Corno et al., 2002; Waterhouse, 2006), and whether or not it even qualifies
as a theory has been questioned (J. Chen, 2004). Others disagree with the assertion that abili-
ties in specific domains, such as music, qualify as separate forms of intelligence (McMahon,
Rose, & Parks, 2004; Sattler, 2001).
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Fluid intelligence. The flexible, culture-
free mental ability to adapt to new
situations.

Crystallized intelligence. Culture-
specific mental ability, heavily dependent
on experience and schooling.
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Sternberg believes that experiences requiring students to think
analytically, creatively, and practically can increase intelligence. sary (Sternberg, 2007).
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E . I Gardner’s Theory

of Multiple Intelligences

Dimension

Example

Linguistic Intelligence

Sensitivity to the meaning and order of words and the
varied uses of language

Poet, journalist

Logical-Mathematical Intelligence
The ability to handle long chains of reasoning and to
recognize patterns and order in the world

Scientist, mathematician

Musical Intelligence
Sensitivity to pitch, melody, and tone

Composer, violinist

Spatial Intelligence

The ability to perceive the visual world accurately

and to re-create, transform, or modify aspects of the world
on the basis of one’s perceptions

Sculptor, navigator

Bodily-Kinesthetic Intelligence
A fine-tuned ability to use the body and to handle objects

Dancer, athlete

Interpersonal Intelligence
The ability to notice and make distinctions among others

Therapist, salesperson

Intrapersonal Intelligence
Access to one’s own “feeling life”

Self-aware individual

Naturalist Intelligence
The ability to recognize similarities and differences in the
physical world

Naturalist, biologist,
anthropologist

Source: Adapted from Gardner and Hatch (1989) and Chekley (1997).

Failure to account for the role that a centralized working memory system plays in intelli-
gent behavior is one of the most important criticisms of Gardner’s work (Lohman, 2001). (We
examine working memory in detail in Chapter 7.) For example, when students solve word
problems, they must keep the problems’ specifics in mind as they search their memory for sim-
ilar problems, select strategies, and find solutions. This cognitive juggling act occurs in all types
of intelligent behavior. Because it views intelligence as consisting of separate dimensions, Gard-
ner’s theory ignores this factor (Lohman, 2001).

berg, 2003b).

Sternberg'’s Triarchic Theory of Intelligence
Robert Sternberg (Sternberg, 2003a, 2003b, 2004), another multitrait
theorist, describes intelligence as existing in three dimensions:

+ An analytical dimension, which is similar to traditional definitions
of intelligence and is used in thinking and problem solving (Stern-

* A creative, or experiential, dimension, which involves the ability to
deal effectively with novel situations and solve familiar problems ef-
ficiently. Intelligent individuals quickly move from conscious learn-
ing in unfamiliar situations to performing tasks automatically as
they become more familiar (Sternberg, 1998a, 1998b).

* A practical, or contextual, dimension, which is the ability to deal
effectively with everyday tasks. Intelligent behavior involves
adapting to the environment, changing the environment if adap-
tation isn’t effective, or selecting a better environment if neces-
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E . ! Instructional Applications

of Gardner’'s Multiple Intelligences

Application

Linguistic

How can | get students to talk or write about the idea?

Logical-Mathematical

How can | bring in number, logic, and classification to encourage
students to quantify or clarify the idea?

Spatial What can | do to help students visualize, draw, or conceptualize the idea
spatially?
Musical How can | help students use environmental sounds or set ideas into

rhythm or melody?

Bodily-Kinesthetic

What can | do to help students involve the whole body or to use hands-

on experience?

Interpersonal How can | use peer, cross-age, or cooperative learning to help students
develop their interactive skills?

Intrapersonal How can | get students to think about their capacities and feelings to
make them more aware of themselves as persons and learners?

Naturalist How can | provide experiences that require students to classify different

types of objects and analyze their classification schemes?

Sternberg’s emphasis on the creative and practical aspects of intelligence is what sets his
theory apart from other views. He sees functioning effectively in the real world as intelligent
behavior, and because of this emphasis, he believes that individuals considered intelligent in
one setting or culture may be viewed as unintelligent in another (Sternberg, 2004, 2006, 2007).

Influenced by Piaget’s emphasis on experience as essential for development, Sternberg be-
lieves that providing students with experiences in which they’re expected to think analytically,
creatively, and practically can increase intelligence. Some examples of applying Sternberg’s the-
ory are outlined in Table 5.3.

Content Area
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Applying Analytic, Creative, and Practical Thinking
in Different Content Areas

Analytic

Creative

Practical

Math

Express the number 44 in base 2.

Write a test question that measures
understanding of three different
number bases.

How is the base 2 used in our
everyday lives?

Language Arts

Why is Romeo and Juliet considered a
tragedy?

Write an alternative ending to
Romeo and Juliet to make it a
comedy.

Write a TV ad for the school’s
production of Romeo and Juliet.

Social studies

In what ways were the American and the
French revolutions similar and different?

What would our lives be like today if
the American revolution had not
succeeded?

What lessons can countries take away
from the study of revolutions?

Science

If a balloon is filled with 1 liter of air at

room temperature, and it is then placed in
a freezer, what will happen to the balloon?

How would the balloon filled with air
behave on the moon?

Describe two common examples
where heating or cooling affects solids,
liquids, or gases.

Art

Compare and contrast the artistic styles
of Van Gogh and Picasso.

What would the Statue of Liberty
look like if it were created by
Picasso?

Create a poster for the student art
show using the style of one of the
artists we studied.
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Nature view of intelligence. The
assertion that intelligence is essentially
determined by genetics.

Nurture view of intelligence. The
assertion that emphasizes the influence of
the environment on intelligence.

Ability grouping. The process of placing
students of similar abilities into groups and
attempting to match instruction to the
needs of these groups.

Tracking. Placing students in different
classes or curricula on the basis of
achievement.
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Intelligence: Nature Versus Nurture

No aspect of intelligence has been more hotly debated than the influence of heredity versus en-
vironment, and this debate relates to our earlier discussion of crystallized and fluid intelligence.
The extreme nature view of intelligence asserts that it is essentially determined by genetics; the
nurture view of intelligence emphasizes the influence of the environment. Most experts take
a position somewhere in the middle, believing that a person’s intelligence is influenced by both
(Coll, Bearer, & Lerner, 2004; Shepard, 2001). This view holds that a person’s genes provide the
potential for intelligence, and stimulating environments make the most of the raw material.

Evidence supports Sternberg’s contention that experience can increase intelligence. For ex-
ample, children exposed to enriched learning experiences, both in preschool and in later
schooling, score higher on intelligence tests than those lacking the experiences (Christian,
Bachnan, & Morrison, 2001; Ramey, Ramey, & Lanzi, 2001).

Ability Grouping

Schools most commonly respond to differences in students’ capabilities by ability grouping,
the process of placing students of similar abilities into groups, and attempting to match in-
struction to the needs of the groups (Chorzempa & Graham, 2006; McCoach, O’Connell, &
Levitt, 2006). Though controversial, most elementary teachers endorse it, particularly in read-
ing and math.

Ability grouping in elementary schools typically exists in three forms, described and illus-
trated in Table 5.4. In middle, junior high, and high schools, ability grouping goes further, with
high-ability students studying college preparatory courses and lower-ability students receiving
vocational or work-related instruction (Oakes, 2005). In some cases, students are grouped only
in certain content areas, such as English or math; in others, ability grouping involves tracking,
the process of placing students in different curricula on the basis of achievement. Some form
of tracking exists in most middle, junior high, and high schools.

Ability Grouping: Research Results
Why is ability grouping so pervasive? Advocates argue that it is easier for teachers because it al-
lows them to keep instruction uniform for each group, and it enables them to adjust the pace,
methods, and materials to better meet learners’ needs.

Critics counter by citing several problems:

+  Within-class grouping creates logistical problems because different lessons and assign-
ments are required, so monitoring students is difficult (Good & Brophy, 2008).

« Improper placements occur, which tend to become permanent. Members of cultural mi-
norities and students with low socioeconomic status (SES) are underrepresented in high-
ability classes and overrepresented in low-ability classes (McDermott, Goldman &
Varenne, 2006; C. O’Conner & Fernandez, 2006).

E . ! Types of Ability Grouping

in Elementary Schools

Description Example

Type

Between-class Divides students at a certain A school with 75 third graders divides

grouping grade into levels, such as high, them into one class of high achievers, one
average, and low of average achievers, and one of low
achievers.
Within-class Divides students in a class into A fourth-grade teacher has three reading
grouping subgroups based on reading or groups based on reading ability.
math scores
Joplin plan Regroups across grade levels Teachers from different grade levels place

students in the same reading class.




Chapter 5 Learners with Exceptionalities

+ Members of low-ability groups are stigmatized by being labeled as low achievers
(Oakes, 2005).

+ Homogeneously grouped low-ability students achieve less than heterogeneously grouped
students of similar ability (Good & Brophy, 2008).

The negative effects of grouping are related, in part, to the quality of instruction. Research in-
dicates that presentations to low groups tend to be more fragmented and vague, and they focus
on low-level tasks to a greater extent than those to high groups. Students in low-ability classes are
often taught by teachers who lack enthusiasm and stress conformity instead of autonomy and the
development of self-regulation (Chorzempa & Graham, 2006; Good & Brophy, 2008). As a result,
self-esteem and motivation to learn decrease, and absentee rates increase. Tracking can also result
in racial segregation of students, which negatively influences social development and opportuni-
ties to form friendships across cultural groups (Oakes, 2005).

Ability Grouping: Implications for Teachers

Suggestions for dealing with the issues involved in ability grouping vary. At one extreme, crit-
ics argue that its effects are so negative that the practice should be abolished. A more moder-
ate position suggests that grouping may be appropriate in some areas, such as reading and math
(Good & Brophy, 2008), but that every effort should be made to deemphasize groups in other
content areas. In addition, the groups should be flexible, allowing students to move between
groups as their skills increase (Castle, Deniz, & Tortora, 2005). Researchers have found that the
Joplin plan, which uses homogeneous grouping in reading, but heterogeneous grouping in
other areas, can increase reading achievement without negative side effects (Slavin, 1987). At
the junior and senior high levels, between-class grouping should be limited to the basic aca-
demic areas.

When grouping is necessary, specific measures to reduce its negative effects should be
taken. Some suggestions are outlined in Figure 5.1. These suggestions are demanding. Teach-
ers must make careful decisions about group placements and closely monitor their students’
progress. The need to maintain high expectations and instructional flexibility in this process is
important.

Learning Styles

Historically, psychologists have used intelligence tests to measure mental abilities and have
used concepts such as introvert and extrovert to describe different personality types.
Researchers who study the interface between the two examine learning styles—students’
personal approaches to processing information and problem solving (Denig, 2003).
Researchers sometimes use the terms learning style and cognitive style interchangeably.

One of the most common descriptions of learning style distinguishes between deep and
surface approaches to processing information (C. J. Evans, Kirby, & Fabrigar, 2003; R. Snow,
Corno, & Jackson, 1996). For instance, as you studied the Civil War in American history, did
you relate it to the geography, economies, and politics of the Northern and Southern states? If
s0, you were using a deep-processing approach. On the other hand, if you memorized the dates

* Keep group composition flexible, and reassign students to other groups when their
rate of learning warrants it.

* Make every effort to ensure that the quality of instruction is as high for low-ability
students as it is for high-ability students.

* Treat student characteristics as dynamic rather than static; teach low-ability students
appropriate learning strategies and behaviors.

¢ Avoid assigning negative labels to lower groups.
» Constantly be aware of the possible negative consequences of ability grouping.

Figure 5.1 suggestions for reducing the negative effects of ability grouping
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Joplin plan. Homogeneous grouping in
reading, combined with heterogeneous
grouping in other areas.

Learning styles. Students’ personal
approaches to learning, problem solving,
and processing information.
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classroom
connec

in Your Classroom

. Performance on intelligence tests is influenced by a number of fac-

tors, including genetics, experience, language, and culture. Use in-

telligence test scores cautiously when making educational

decisions, keeping in mind that they are only one indicator of ability.

e Elementary: An urban third-grade teacher consults with a
school counselor in interpreting intelligence test scores, and
she remembers that language and experience influence test
performance.

¢ Middle School: When making placement decisions, a middle
school team relies on past classroom performance and grades
in addition to standardized test scores.

e High School: An English teacher uses grades, assessments of
motivation, and work samples in addition to aptitude test
scores in making placement recommendations.

. Intelligence is multifaceted and covers a wide spectrum of abilities.

Use instructional strategies that maximize student background

knowledge, interests, and abilities.

¢ Elementary: In a unit on the Revolutionary War, a fifth-grade
teacher assesses all students on basic information but bases 25
percent of the unit grade on special projects, such as research-
ing the music and art of the times.

¢ Middle School: An eighth-grade English teacher has both re-

IoNs
Applying an Understanding of Ability Differences

ments are required for everyone; the other 30 percent provide
students with choices.

High School: A biology teacher provides students with choices
in terms of the special topics they study in depth. In addition he
allows students to choose how they will report on their projects,
allowing either research papers, classroom presentations, or
poster sessions.

3. Ability grouping has both advantages and disadvantages. Use abil-
ity grouping only when essential, view group composition as flex-
ible, and reassign students when warranted by their performance.
Attempt to provide the same quality of instruction for all group
levels.

Elementary: A fourth-grade teacher uses ability groups only for
reading. She uses whole-class instruction for other language
arts topics such as poetry and American folktales.

Middle School: A seventh-grade team meets regularly to as-
sess group placements and to reassign students to different
groups based on their academic progress.

High School: A history teacher videotapes lessons to compare
his teaching behaviors in high-ability compared to standard-
ability groups. He reminds his standard classes that he will
maintain high expectations for their performance.

quired and optional assignments. Seventy percent of the assign-

of the war and dates and locations of important battles and prominent leaders, you were using
a surface approach.

As you would expect, deep-processing approaches result in higher achievement if tests fo-
cus on understanding, but surface approaches can succeed if tests emphasize fact learning and
memorization. Students who use deep-processing approaches also tend to be more intrinsi-
cally motivated and self-regulated, whereas those who use surface approaches tend to more
motivated by high grades and their performance compared to others (Schunk, Pintrich, &
Meece, 2008). (We examine motivation in detail in Chapters 10 and 11.)

Learning Styles and Learning Preferences
The concept learning style is popular in education, and many consultants use this label when
they conduct in-service workshops for teachers. However, these workshops typically focus on
students’ preferences for different learning environments, such as lighting and noise level, and
consultants encourage teachers to match classroom environments to students’ preferences.
Research on these practices is controversial. Advocates claim the match results in increased
achievement and improved attitudes (Farkas, 2003; Lovelace, 2005); critics counter by ques-
tioning the validity of the tests used to measure learning styles (preferences) (S. Stahl, 2002).
They also cite research indicating that attempts to match learning environments to learning
preferences have resulted in no increases in learning, and, in some cases, even decreases
(Coftield, Moseley, Hall, & Ecclestone, 2004; Kratzig & Arbuthnott, 2006).

Learning Styles: Implications for Teachers

The concept of learning style has at least three implications for teachers. First, it reminds us of
the need to vary instruction, because no instructional strategy will be preferred by all students
(Brophy, 2004). Second, it suggests that we should help students understand how they learn
most effectively. (We examine metacognition, the concept that describes learners’ awareness of
and control over their thinking and learning, in Chapter 7.) Third, awareness of learning style
can increase our sensitivity to differences in our students, making it more likely that we will re-
spond to our students as individuals.
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Students’ learning preferences unquestionably vary, and the idea of learning style is ap-
pealing, but many respected researchers are skeptical. “Like most other reviewers who pay close
attention to the research literature, I do not see much validity in the claims made by those who
urge teachers to assess their students with learning style inventories and follow with differen-
tiated curriculum and instruction” (Brophy, 2004, pp. 343-344).

check your .
understanding

1.1 Describe differences in the way intelligence is viewed.

1.2 Describe ability grouping. What does research indicate about its potential impact
on learning?

1.3 Describe the difference between the nature view of intelligence and the nurture
view of intelligence. What does research say about these views?

To receive feedback for these questions, go to Appendix A.

C_hanges in the Ways Teachers Help Students
with Exceptionalities

In the past, schools separated students with disabilities from their nondisabled peers and
placed them in special classrooms or schools. Instruction in these placements was often infe-
rior, achievement was no better than in general education classrooms, and students didn’t learn
the social and life skills needed in the real world (Karten, 2005; T. Smith, Polloway, Patton, &
Dowdy, 2004). A series of federal laws redefined the way teachers assist these students. In this
section, we attempt to answer the first question we asked at the beginning of this chapter, “What
does the law say about our responsibilities in working with students having exceptionalities?”

Individuals with Disabilities Education Act (IDEA)

In 1975 Congress passed Public Law 94-142, which made a free and appropriate public educa-
tion available for all students with disabilities in the United States (Sack-Min, 2007). This law,
renamed the Individuals with Disabilities Education Act (IDEA), requires that educators work-
ing with students having exceptionalities do the following:

+ Provide a free and appropriate public education (FAPE).

« Educate children in the least restrictive environment (LRE).

+ Protect against discrimination in testing.

+ Involve parents in developing each child’s educational program.

+  Develop an individualized education program (IEP) of study for each student.

IDEA has affected every school in the United States and has changed the roles of teachers
in general education and special education. Let’s look at its major provisions.

A Free and Appropriate Public Education (FAPE)

IDEA asserts that every student can learn and is entitled to a free and appropriate public edu-
cation. Provisions related to FAPE are based on the 14th Amendment to the Constitution,
which guarantees equal protection of all citizens under the law. The Supreme Court in 1982 de-
fined an appropriate education as one specially and individually designed to provide educa-
tional benefits to a particular student (Hardman, Drew, & Egan, 2008).

Least Restrictive Environment: The Evolution Toward Inclusion
Educators attempting to provide FAPE for all students realized that segregated classes and ser-
vices were not meeting the needs of students with exceptionalities. Mainstreaming, the practice
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Mainstreaming. The practice of moving
students with exceptionalities from
segregated settings into general education
classrooms.
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The least restrictive environment helps
students develop to their fullest potential.

Least restrictive environment (LRE). A
policy that places students in as typical an
educational setting as possible while still
meeting the students’ special needs.

Adaptive fit. The degree to which a
school environment accommodates the
student’s needs and the degree to which a
student can meet the requirements of a
particular school setting.

Inclusion. A comprehensive approach to
educating students with exceptionalities
that advocates a total, systematic, and
coordinated web of services.
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of moving students with exceptionalities from segregated settings into general education class-
rooms was one of the first alternatives considered. Popular in the 1970s, it began the move away
from segregated services and promoted interaction between students with and without excep-
tionalities. However, students with exceptionalities were often placed in classrooms without
adequate support (Hardman et al., 2008).

As educators struggled with these problems, they developed the concept of the least re-
strictive environment (LRE), one that places students in as typical an educational setting as
possible while still meeting the students’ special needs. Broader than the concept of
mainstreaming, the LRE can consist of a continuum of services, ranging from full-time place-
ment in the general education classroom to placement in a separate facility. Full-time
placement in the general education classroom occurs only if parents and educators decide it
best meets the child’s needs.

The LRE provision ensures that you will have learners with exceptionalities in your class-
room, and you will be asked to work with special educators to design and implement programs
for these students. The LRE means that students with exceptionalities should participate as
much as possible in the general education school agenda, ranging from academics to extracur-
ricular activities. The form these programs take varies with the capabilities of the students.
Figure 5.2 presents a continuum of services for implementing the LRE, starting with the least
confining at the top and moving to the most restrictive at the bottom. If students don’t succeed
at one level, educators move them to the next.

The concept of adaptive fit is central to the LRE. It describes the degree to which a school
environment accommodates each student’s needs and the degree to which a student can meet
the requirements of a particular school setting (Hardman et al., 2008). As educators examined
mainstreaming, LRE, and adaptive fit, they gradually developed the concept of inclusion.

Inclusion is a comprehensive approach that advocates a total, systematic, and coordinated
web of services for students with exceptionalities (Sailor & Roger, 2005; Sapon-Shevin, 2007).
It has three provisions:

1. Students with special needs are placed on a general education school campus.
2. Students with special needs are placed in age- and grade-appropriate classrooms.
3. General and special education services are coordinated.

Student placed in general classroom; IEP implemented
with no additional or specialized assistance

assistance and consultation

Student placed in general classroom for majority of day; attends special
education resource classroom for specialized instruction

!!uaenl placea In specia e!ucallon IOT mosl 0| SC”OOl aay;

attends general class in subject areas consonant with abilities

in a general school

Increasing Numbers of Students
Placement in a More Restricted Environment

for children with special needs

Figure 5.2 Educational service options for implementing the LRE
Source: U.S. Department of Education, 2002.



Chapter 5

Learners with Exceptionalities

The practice of inclusion is controversial, with criticisms coming from general education
classroom teachers, parents, and special educators themselves (Turnbull et al., 2007). Where in-
clusion works, general and special education teachers closely collaborate (Vaughn, Bos, Candace,
& Schumm, 2006). Without this collaboration, inclusion isn’t effective, and general education
classroom teachers resent being expected to individualize instruction without adequate support
(Kavale & Forness, 2000). Some parents, concerned that their children might become “lost in the
shuffle,” often favor special classrooms (J. Johnson & Dulffett, 2002).

In the special education community, advocates of inclusion contend that placement in a
general education classroom is the only way to eliminate the negative effects of segregation
(Kluth, Villa, & Thousand, 2002). Opponents counter that inclusion is not for everyone and
that some students are better served in special classes, at least for parts of the day (Holloway,
2001). Despite these controversies, inclusion is now widely accepted, and you are likely to en-
counter it in your teaching.

Fair and Nondiscriminatory Evaluation

In the past, students with disabilities were often placed in special education programs based on
invalid information. IDEA requires that any testing used for placement be conducted in a stu-
dent’s native language by qualified personnel, and no single instrument, such as an intelligence
test, can be used as the sole basis for placement. Recently, students’ classroom performance and
general adaptive behavior have been increasingly emphasized (Heward, 2009).

Due Process and Parents’ Rights

Due process guarantees parents’ rights to be involved in their children’s placement in special pro-
grams, to access school records, and to obtain an independent evaluation if they’re not satisfied
with the school’s evaluation. Parents often complain that they aren’t being told about available
services (J. Johnson, 2002). Legal safeguards are also in place for parents who don’t speak English;
they have the right to an interpreter, and their rights must be read to them in their native language.

Individualized Education Program

To ensure that inclusion works and learners with exceptionalities don’t become lost in the gen-
eral education classroom, educators prepare an individualized education program (IEP) af-
ter determing that a student is eligible for special education. An IEP is an individually
prescribed instructional plan devised by special and general education teachers, resource pro-
fessionals, and parents (and sometimes the student). It specifies the following:

+ An assessment of the student’s current level of performance
+ Long- and short-term objectives

+ Services or strategies to be used

+ Schedules for implementing the plan

+ Criteria to be used in evaluating the plan’s success

A sample IEP is illustrated in Figure 5.3. It has three im-
portant features. First, the initials of all participants indicate
that its development is a cooperative effort. Second, the in-
formation in sections 3 to 7 is specific enough to guide the
classroom teacher and special education personnel as they
implement the program. Third, the mother’s signature indi-
cates that a parent was involved in developing the program
and agrees with its provisions. Computer software is now
available to help teachers create effective IEPs by easing access
to student records through current databases (Trotter, 2005).

The IEP performs four functions:

+ Provides support for the classroom teacher, who may be
uncertain about the suggested instructional adaptations.

+ Creates a link between the general education classroom
and the resource team.

+ Helps parents monitor their child’s educational progress.

+ Provides a program to meet the individual needs of the
student.
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Inclusion creales a web of services to
integrate students with exceptionalities
into the educational system.

Due process. The guarantee of parents’
rights to be involved in identifying and
placing their children in special programs,
to access school records, and to obtain an
independent evaluation if they're not
satisfied with the school’s evaluation.

Individualized education program
(IEP). An individually prescribed
instructional plan devised by special
education and general education teachers,
resource professionals, and parents (and
sometimes the student).

Teahers and other professionals meet with parents to design on IEP that meets
a student’s individual learning needs.
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INDIVIDUAL EDUCATION PROGRAM

Date 3-1-09
(1) Student (2) Committee
o Initial
Name: Joe S. Mrs.Wrens  Principal .G W
School: Adams Mrs. Snow  General Education Teacher =4 3,
Grade: 5 Mr. LaJoie  Counselor 419
Current Placement: Regular Class/Resource Room Mr.Thomas Resource Teacher M.TC
Mr. Ryan School Psychologist H.R.R.
Mrs. S. Parent . d.
Date of Birth: 10-1-97 Age: 11-5 Joe S. Student é"’e 4~-EP from 3-15-09 {5 3-15-10
(3) Present Level of (4) Annual Goal ) N (6) Objective Criteria
Educational Functioning Statements (8) Instructional Objectives and Evaluation
MATH Joe will apply 1. When presented with 20 addition problems of Teacher-made tests
Strengths knowled.ge f’f 3-digit numbers requiring two renamings, the (weekly)
1. Can successfully compute regrouping in student will compute answers at a rate of one
clliien 2 aulsizEsien additio_n ar_wd problem per minute and an accuracy of 90%.
problems to two places with XEIne) n 2. When presented with 20 subtraction problems of | Teacher-made tests

subtraction to

regrouping and zeros.
grouping four-digit numbers.

2. Knows 100 basic multiplication
facts.

Weaknesses 3.

1. Frequently makes computational
errors on problems with which he
has had experience.

2. Does not complete seatwork. 4

Key Math total score of 2.1 Grade
Equivalent.

3-digit numbers requiring two renamings, the
student will compute answers at the rate of one
problem per minute with 90% accuracy.

When presented with 20 addition problems of
4-digit numbers requiring three renamings, the
student will compute answers at a rate of one
problem per minute and an accuracy of 90%.

. When presented with 20 subtraction problems of

4-digit numbers requiring three renamings, the
student will compute answers at a rate of one
problem per minute with 90% accuracy.

(weekly)

Teacher-made tests
(weekly)

(7) Educational Services to be provided

Duration of Individual Responsible
Services Required Date initiated Service for the Service
Reading Improvement Specialist and
Regular reading-adapted 3-15-09 3-15-10 Special Education Teacher
Resource room 3-15-09 3-15-10 Special Education Teacher
Counselor consultant 3-15-09 3-15-10 Counselor
Monitoring diet and general health 3-15-09 3-15-10 School Health Nurse

Extent of time in the regular education program: 60% increasing to 80%

Justification of the educational placement:

It is felt that the structure of the resource room can best meet the goals stated for Joe, especially when coordinated with the
general education classroom.

It is also felt that Joe could profit enormously from talking with a counselor. He needs someone with whom to talk and

with whom he can share his feelings.

(8) I have had the opportunity to participate in the development of the Individual Education Program.
| agree with Individual Education Program (V)
| disagree with the Individual Education Program ()

Parents Signature Mra /(
AN

Figure 5.3 Individualized education program (IEP)
Source: Adapted from Developing and Implementing Individualized Education Programs (3rd ed., pp. 308, 316) by B. B Strickfand and A. P. Turnbull, 1990,
Upper Saddle River, NJ: Merrill/Pearson Education.
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IEPs sometimes focus on adaptations in the general education classroom, and at others
they provide for outside support, such as a resource room. They are most effective when the
two are coordinated, such as when a teacher working on word problems in math asks the re-
source teacher to focus on the same type of problems.

Amendments to the IDEA

Since 1975, Congress has amended IDEA three times (Sack-Min, 2007). For example, amend-
ments in 1986 held states accountable for locating young children who need special education.

Amendment 1997, known as IDEA 97, attempted to clarify and extend the quality of ser-
vices to students with disabilities. This amendment clarified the features that you saw in the
previous sections, such as protection against discrimination in testing and the requirements of
the IEP. It also ensures that districts protect the confidentiality of children’s records and share
them with parents on request.

More recently, Congress enacted a change called IDEA 2004 (Council for Exceptional
Children, 2005). It has the following elements:

+ Reduce the special education paperwork burden by deleting short-term objectives and
benchmarks from IEPs.

+ Initiate a 15-state paperwork demonstration project to pilot 3-year IEPs.

+  Create discipline provisions, which allow districts to remove students who “inflict serious
bodily injury” from the classroom to an alternative setting during the appeals process.

+  Establish methods to reduce the number of students from culturally and linguistically di-
verse backgrounds who are inappropriately placed in special education.

+ Provide districts with more flexibility in meeting the highly qualified teacher requirements
of the No Child Left Behind legislation of 2001. Special education teachers who teach more
than one subject may prove their qualifications through HOUSSE (high, objective, uni-
form state standard of evaluation), which allows veteran teachers to demonstrate their
qualifications by means other than a test.

+ Provide professional development for special educators.

+ Include students with disabilities in accountability systems.

The last provision is controversial, with some educators warning that testing students with
exceptionalities in the standard ways harms them more than helps (Meek, 2006). Educators are
still assessing the impact of these legislative changes on teaching.

check your .
understanding
2.1 Describe the major provisions of the IDEA.

2.2 Describe the amendments to IDEA.
2.3 Explain how mainstreaming and inclusion relate to the FAPE provision of IDEA.

To receive feedback for these questions, go to Appendix A.

Students with Learning Problems

Educators often create labels to address student differences (Hardman et al., 2008). Disorder, dis-
ability, and handicap are common terms used to describe physical or behavioral differences.
Disorder, the broadest of the three, refers to a general malfunction of mental, physical, or psy-
chological processes. A disability, as you saw at the beginning of the chapter, is a functional limi-
tation or an inability to perform a certain act. A handicap is a condition imposed on people’s
functioning that restricts their abilities, such as being unable to enter a building in a wheelchair.
This condition could be imposed by society, the environment, or people’s attitudes (V. Lewis,
2002). Some, but not all, disabilities lead to handicaps. For example, a student with a visual
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) To examine ways to involve par-

ents in the construction of an IEP,
k €0 to the Activities and Applica-
tions section in Chapter 5 of
MyEducationLab at www.myeducationlab.
com, and watch the episode Reviewing an
IEP. Answer the questions following the
episode.

Disorder. A general malfunction of
mental, physical, or psychological
processes.

Handicap. A condition imposed on a
person’s functioning that restricts the
individual's abilities.


www.myeducationlab.com
www.myeducationlab.com
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People-first language. Language in
which a student’s disability is identified
after the student is named.

Communication
Disorders

Multiple
Disabilities 2%

Other Disabilities
(Hearing, Visual, and ——
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disability may be able to wear glasses or sit in the front of the classroom; if these measures allow
the student to function effectively, the disability isn’t a handicap.

About 6 million students with exceptionalities are enrolled in special programs, two thirds
for relatively minor learning problems (Hardman et al., 2008). Slightly less than 10 percent of
students in a typical school receive special education services, and their disabilities range from
mild learning problems to physical impairments such as being deaf or blind (U.S. Department
of Education, 2008). Federal legislation has created categories to identify learning problems,
and educators use these categories in developing special programs to meet the needs of stu-
dents in each.

The Labeling Controversy

The use of categories and their resulting labeling are controversial. Advocates argue that cate-
gories provide a common language for professionals and encourage specialized instruction
that meets students needs (Heward, 2009). Opponents claim that categories are arbitrary, many
differences exist within them, and categorizing encourages educators to treat students as labels
instead of people (Cook, 2001; National Council on Disability, 2000). Despite the controversy,
these labels are widely used, so you need to be familiar with them.

Regardless of their position, special educators agree that labels shouldn’t focus attention
on students’ weaknesses, so they endorse people-first language, which first identifies the stu-
dent and then specifies the disability. For example, they use the description students with a
learning disability instead of learning-disabled students. People-first language reminds us that
all students are human beings who need to be treated with respect and care.

Learning The percentage of st