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Part I Foundational ToPics

reason. If you are always the target of someone else's thinking, you may become

go"a ", foilowing ordeis but noi at developing abilities that will guide your per-

ional-professionil growth. Sergiovanni (1992) notes that when teachers engage in

continuous professional study, they no longer need to be told how to teach' They

become responsibly empowered professionals. sergiovanni ( I 992) writes:

A comrnitment to exemplary practice means staying abreast of the latest research in

practice, researching ot.', o*t practice, experimenting with nerv approaches' and

inuri'rg one's insighis. Once established, this . . . results in teachers accePtrng resPon-

sibility"for their own professional growth, thus reducing the need for someone else to

plan and implement itaff development Programs for them' (p' 43)

Teacher inquiry-studying your own teaching-is also an im^portant considera-

tion in discussions of eduJiional reform. The improvement of teachers is central

to the improvement of education. Barth (1990) stresses this connection as follows:

Thosewhova lue . . . educa t i on , t hosewhohope to improveou rschoo l s , shou ldbe
worried about the stunted growth of teachers. Teacher growth is closely related to

pupil growth. probably nothlng within a school has more impact on sfudents in terms

of skills development, sef-corilrdence, or classroom behavior than the personal and

professional gror'vth of their teachers'' . . . I nqu i r y fo r teache rscan takep iacebo th inandou to f t hev iewo fs tuden ts ,bu t

to teache, and student alike there must be continuous evidence that it is occurring'

For when teachers obsewe, examine, question, and reflect on their ideas and develop

new practices that lead toward their ideals, students are alive. \Arhen teachers stop

g.o*itg, so do their students. (pp' a9-50)

An example of two reachers' differing apploaches to the same topic will help clar-

ifi the value of reacher inquiry. JachDuJett is a sixth-grade teacher preparing to

teach a social srudies uni; on Christopher Columbus's 
"discovery" of America'

Mr. Dusett wants to rake a questioning approach with his students. In effect, he

wants his students to relate ih"i, o*n experiences and interests to the content of

the unit. He turns to the teacher *utt.til for a social studies text that he will be

using in this unit, and he discovers some useful guiding questions' For example'

he dlcides to use the following questions from the manual:

If christopher columbus hadn't discovered America in 1492, how might the

history ofihe United States have been different? Have you e'er discovered

,o*.thing in your neighborhood, such as a new playground' a new movie

theater, or a new restai.a.tt? How did this discovery make you feel? How do

youthinkChristopherColumbusfeltlvhenhediscoveredAmerica?

The students learn about christopher columbus's voyage to the new world, but

they are not overly excited aboui this social studies unit; in fact, they generally

p.ic.iu. Mr. Dusett as a mechanical, unimaginative teacher. Furthermore,

t..u.r." he isn't particularly inquiring about his work, Mr. Dusett's teaching has

remained fairly cbnstant from y.ur to year. Past students have also felt that he was

mechanical. In fact, Mr. Duseti has developed the reputation of being a very rou-
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t ine instrlrctof-a repLltation that l ' i l l  prclbabh' ltot chanse ttt l less he begins a

nrore svstematic studv of his teaching practices.

Klr'e1 Smilc,v is zrlso a sixtli-srade teacher, br-rt I'rer Practices are guided by a

deep comnt i tnrent  to  pefsonal-prof 'ess ional  s tuc l l ' .  ' \s  she p lans hel '  L ln i t  on

Cl11llrnbgs, she looks l irr mateli:r ls that he\t her ct' i t icallt '  examine the topic. She

reacls Kirkpatrick Szrle's 7}e CortqLLest o.f 'PartLdise; Cltristoflter Colrntbus and the

Cohtnbicut Legatl (1990), r,r ' l 'r ich questions Columbtis's motiles and ecological val-

ues. Based on this examination, she decides to include zlctivit ies that u'i l l  broaden

her. stndents' multicultural per-spectives. She shorvs stttdents a segnent of an old

ccrr,r'bo,v mor,ie in r,hich Native Arreric:rns are portr:l\'ed as savages' Then she asks

stuclents to l ist adjectives that express horr thet' { 'eel about Natite Americans'

\Vhile teaching the unit, N{s. Srnile1,presents itrfclrmation from the Native Ameri-

can asl,ell zis the liur-opean point of vier,. \'\Ihen the stlldents hal'e completed the

unit, she :rsks thent to ntake anothel list of adjectives explessitlg hou' they feel

abgut Native Antericans. She anall.zes zlnd discusses zrnl' dil lerences behl'een the

trvo lists r,r,ith l-rer students. She zrlso \\'ants to knort' hol' her- str-rdents feel about

her teaching. 
-lo 

get f 'eedbiick on her rvclt 'k, she cottducts an open-ended class-

room con\:ersaticln on the foll<tu'ing types clf 'qtlestions:

\Ve challengeci the motives behincl Christopher (lolumbus's "discovett"' of'

Anerica. \Vhat c19 ,vou think about this t)'pe of charllenge? Do t'ou et'er

challenge -vour fl ' iends' urotir,es? l)o l 'or-r think it 's good to be so questioning?

Did 1.ou enjov our :rpprozrch to this social studies Llnit? ls thel-e an,vthing I

coulcl do to nrake srtcial stuclies l11ore interesting for'1'ori?

N{s.  Sl t i le l 's  i lqu i r ies at 'en ' t  l imi ted to the context  of  hel  c lassrot lm.  She has

developed an inquirine relationship u'ith several colleagues u'ho enjol ' exchang-

ing icleas zrncl er,aluating one anclther's tcaching practices. Once rlr trvice a u'eek

the1, gather after school to discuss their exper"iences. 
-Ibgether 

they exatl ine the

quality of t lreir teacl'r ing n'ith the idea of'const:rutlv imploving their instruction'

At ur," of these meetings N{s. Smilev cliscusses her r-urit on Ccilumbus. They col-

Iabor-ate oYer the Yirtues of her currictihrm decisions. One colleague arranges to

<)bsenc several of N{s. Smiler"s lessons and s}rares cotrstlllctive f'eeclback rvith the

qrogp. Nl of the tcachers look folivard to learning ne\f ideas and approaches

iic,trithet. group inqtrin- experieuces. Thel'have talked zrbout changes in their

school that wcitrlcl encollraqe urore pr-oi-essional collaboration, and thel' are begin-

ning tcl consicler 11,;i1's to plovide leadership firr such institr-rtior-ral reforu.

Ai ,vgu czrn see, thele is a qualitative difference betrt'eett.Jack Dusett and Karen

Smile,v's reflectir,e pl 'actices. r\Ir. I)usett 's cot'tttuitnteut to thinking about his

teachiirg is quite l imited, u,hile N{s. Srnilet. is dedicatecl tc.r t ite plofessional studv

cif het.practices. Her deeper commitment t 'esults in the continuorts it l t l lr-orement

of her igork. She consranth' seeks oppcirtunities for- mutual qtlestioll ir lg and dis-

coyery among btith her- str.rclents and her- peer-s. Itr lhct, she l'rcipes that il'r time

her elt ir.e school u,i l l  become an inqr-rir ing comurunitv in the spirit o{'Deu'ey's

(1g39/1989) r ' is ion of  c lenrocrar ic  leanr ing orsanizat ions:  
"Sel f -so ie ln ing inst i t t t -
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can secure its fullest realization in
rions are the means by which l:"tu:^11'"t"
the qreatest number o[ persons'  (p '  t  u t  t

ffittt.t"tivist Teaching Practices

Aconst ruc t iv is t teach ingprac l i cecanbedef inedasanyde l ihera te ' thought fu l
educational acriviry tt-,ut'iJ designecl to facilitate studenis' active understanding'

Cohen, Mclaughlin, "li'f"ffr"r-, (lgg3) describe this type of professional sen'ice

as central to the educati^onui ,=ror,,' policies of all major iubject areas' They write:

E,ducat ionretot .mgoalschal lengeAmer ica,sschoolsandteacherstomoveawayf i -om
transmitting knowledge and facts !t lt1'Ttti"g students' deef.::J:0"^t'nding of

academic subjects-ufderstanding based in actiie engagement with subiect area con-

cepts. This vision.ol teuching a"Jlearning' tuif"a tuiching fo' rmderstandin'g to distin-

euish it tbm r'acrrtron-J-ui., or ir-rrtr.r.tior-r, *ould pr.rrt ot. students' critical think-

i"f.nff, and authentic learning' (p' xi)

Inarecentpubl icat ionof theAssociat ionlbrSuper-v is ionandCurr icu lumDevel-
opmenr, Brooks ""a g;;il^irgsgl provide un ou"*i"* of constructivist teaching:

Construct iv ismstandsincontrast tothemoredeeply lootedwayso| teachingthat
have long typified 'otrr"'itu'-' classrooms' Tiaditronaily' *-"i"-i-1":-been thought to

be a,,mimeti.,, ̂ .r*i;;;;;.;;;, invotves srudents repeating, or miming, newly

presentedinformation""Constructiui 'tttuttt i '-tgPractic;s'onthe'otherhand'help
learners to ttt"ttuttJ" uttJ'"'hup"' or ransform'-new information' (p' l5)

TherearemanySourcesof ins ight in to learn ing- for .understanding.oneof the
most signiti.u.r,.o.rr.., is reseath in cognitive-psychology' Resnick (1983) sum-

marizes three prrncrples that emerge from this research:

First, learners construct understanding' They do not simply mirror what they are told

or what they read. Learners look for *.urin'g ur'ra will try a l"^d 
regularity and order

in the events .,f th" ;;i;' *"" i'-t the abseice of complete information' This means

that naive theories will always be constructed as part of the' learmng process'

Second, to understand something i, ,o r.,-'o,,i relationships. Human krrowledge is

stored in clusters ;;;;;;"i"d iito schemata that people use both to rnterpret

familiar situattons u'-'d tt'-"u'nn about t* o'-"'' Bits of information isolated from

these structures are forgotten or become,inaccessible to memorv'

Third, all learning depends on pnor.Knowledge' l'earners tr) to link new informa-

t i on towha t theya l readyknow ino rde r to i , ' ' t ! ' . p , " t t henewmate r i a l i n te rmso f
established schemata' (pp' a72-a73)

AsBrooksandBrooks ( l gg3 )no te , t hegu id ingques t i onso fcons t ruc t l v l s t t eacn -
ing Practices arc:

.CanStudentsdemonstratecomPrehensionofconcepts,notmemor izeinfor-

mation?
' Can they imaginatively solve problems' not rotely follow procedures?

' Can they inquire into complex lssues' not parrot rehashed beliefs?



Figure 1.1
A Constructivist View of
Learning

Chapter 1 Str-rdvine Your Constructivist Practices

Br-o1lks and Brooks (1993) also identify f ive principles for constmctivist teaching:

l. Students should engaqe in active inquiry activit ies that ale based on

rneaninglirl problems.
2. Incluiry material should be orgzrnized holistically, thr-ough the use of br<lad

concepts, so as to encourzrge diverse problern-solving styles zrnd strategies.

i]. 
-leacl-rers 

lrllst eltcourage students to cultivzrte theil on'u poir-rts t>f view cln

t l r e  i r r s t l r r t  l i o r r l l  t op i t s .
4. (}-rrt ' iculum mzrterials urust be responsive to studctlts' problem-solving

suppositior.rs.
ir. l .valrration shoulcl be authentically l inkecl to stttclents' incluiry experienccs.

(lonstrtrctivist teachers see their students:ls ztctive Parti( iPit l l ts l 'ather than pas-

sive recipients cltrrinc the learning process. In metaphoric tet-tns, stuclents iu'e not

.just vessels into which the teacher portrs knowledge. Rather, stltdents are viewed

as conscious agents possc'ssine a pl'esent- and firtltt'e-oriented intentionality and

a backgrouncl of prior knowledge ancl dispositions (Searle, 1992). The construc-

tivist teacher invites these conscious agents to bec<tme fell<xv incluirers on a.iour-

ne1' of cliscovery-perhaps eventually to become cclntributing rnernbers of a p:rr-

t iclrlzrr commnnity of inquiry. If certain studetrts dot't ' t t-espond to a specil ic

inquin' invitation, the constrllctivist teacher reflecls ou three gener;rl questions:

(l)\Vhat are these students'actual learning intentions? (2) What prior knorvledge

and/or dispositions prevents them from accepting m)'learning invitation? and (3)

\\hs my incluiry invitation sulficiently compelling?

To summarize, the teacher understands constructivist learning as a complex

interaction betn'een students' personal purposes, their plior knorvledge and dispo-

sitions, and the requirements fcrr specific subject-matter inquity. Figure 1.1 shows a

diagram of this interaction. Do you have experience lvith constnrctivist teachers?

Such teachers didn't ask you to memorize facts and practice rote skills. Instead they

found rval's to inspire and facilitate meaningful inqr-riry learning.

Students' Personal
Purposes

/

/
Requirement

Subiect Matter
s for
Inquiry

Students'Prior
Knowled ge/Dispositions
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Why Study Constructivist Practices?

As a reflective teacher, you want to be careful to not embrace a new teaching

;.t-;;nstructivist'or- b.hunioristic, for example-rintil you have thought

about your purposes for using it. You.want to avoid technicizing your work, that

is, thinking only about the m"eans and not the end result of whatyou do. Elabo-

,uting on iit" dangers of technicism, Posner (1992) writes:

Technicism fbcuses on the techniques of the perspective, examining only their rela-

tive effectiveness and efficiency wiihout serious regard f'or their goals.' ' ' ' A preoccu-

pation with technique Jiue.ts utte'tio., from the theoretical assumptions from which

ih. ,..hrliq.t" derivis and by which it derives meaning'

It is possible to technicize any perspective' although some are more prone to tech-

nicism than others. The e*treme caie is the behavioral perspective. It focuses on

I.".i.pi"g effective behavior modification techniques' While claiming to be only a

technology, it contends that its techniques are appiopriate for irny 
.educational 

ends

and are therefore value-rreut.al, and it iega.ds behivioral psychologists as the experts

in, and therefore the-proper authoritie"s on, educational decision-making' These

characteristics reveal its inherent technicism' (pp' 262-263)

Toavo id techn ic iz ingyourcons t ruc t iv is tp rac t ices 'youmust thought fu l l yexam-

; yr;; purposes foi lngugit'g in this type of teaching' Three-general goals will

he oresented in this ,..iloi. iou will ,r".d to adapt each goal to the setting in

*fri'.n you work. Furthermore, other valid purposes may occur to you as you garn

"*f.riin." with constructivist teaching' The three goals are:

.Tohelpstudentsactivelyunderstandsubjectmatterwithreferencetotheir

past eiperiences and personal purposes'
. fo ft.tp students actively understand themselves'

. To help students actively understand participatory democracy'

The hrst goal is simpty a restatement of a point made in the previous section and

illustrated in Figure t.1: that the constructivist teacher sees learning as a complex

interactionbetweenstudents,personalpufposes,their.priorknowledgeanddis.

fori,iorr, and requirem"nt, f* specifrciubject-matter inquiry. 
Imagine you are a

trsh ,.hr"l English i.u.tr", couering a lesion on Shakespeares play Romeo and

Juliet.\Nhatcan you jo ,o nap youritudents undersrand this literature classic in

l i g h t o f t h e i r e x p e r i e n c e s a . ' d m o t i u a t i o n s ? T h e d r a m a i n t h i s p l a y i s s e t i n
motion bv the conflict between the Montagues and the Capulets, two households

in Verona, ftaly:

Two households, both alike in dignity'

In fair Verona, where we lay our scene

From ancient grudge break to new mutiny'

Where civil blood makes civil hands unclean'

From forth the fatal loins of these rwo foes
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A pair of star-cross'cl lovers take their life' ' '

(Sltakespectre, ( ' 1)95-159511952' p' 285)

HolvcanyouuseyourknowledgeofyourSt t . rdentstomaketh is . . .ancientgrudge' '
rvorrh stuclving? What expe'ierries nll::l-tt nqltt\ tt:tl t^t:tf:"1' Could thev dis-

cover anv value in stuclying " *",q::1".1"li to''tnitt Oto"t-t:-'t:: households in

I ta l1 '?Constfuct iv lst teachingrequires-you-tof inclanswelstOsuchquest irrns.I f
vouaresuccesstuli ' 'ttttotl '- 'g'-t;l lqt:l]:"u''t""itt"ttheRornr'oand'l'ul' ietsubiect"',;f :Xl**l.,lf: THIJli j:T,::;11, .' u': ll :::. :i Jj' :,,ff:',1;;i:
,,';;^;; stucrents' 

:1ruim:-:'1iil'i:1i'::';,1,:.","*,1,t# l;,,,,,, ttremser'es?
the qualitY o1'their s

I. arguing lbr this ;;t';;;;il"uI Phil";;;'N{:'*ine 
Gr"enr: writes: 

"l rvould

iit",L, th;k or,'"',n.'' "'""i"g'f l.l'd ii:i *i*ru::iil'J:::il:i':l':1
l1;::;* I'i,'8[, T'l-Ti'li';l3iilliil'n#;: ;;;;; 

J t r 9 z s I d'sc'ib" s ih i' g"ur

"' 
*.'I',1lll-, :"i$};;;'ffi l;;ill'^' o'''u pq":. t":..1::'o' t h'r .ne Pu': -

pose for teaching dJ;i;y l. t,l nelp yo.rr "t.rd"r-tt, b.t,"t rtntlerstand the mseh'es'

In N'Iaxine c"trtt''"t5t;''"yt" ;;"i 'rt"In-tli" -o" rvicle-arvake by the time

it'.'' t' u'. ri,., i, r,. d.' t" ffi ir.*'Ylj: ::.T;,* il* il:t,fl,1t# *1";T*;
fS*:"+lHt:,':":"Xt;".i".n",l"giL?.,.ir-in,ign,tt:"-iiil#:"T,'.HH:
vour students to look into their own healts' minds' and souls?^

ins these questionslyo"-o" "fltttlnl on iht "to"d constructivist goal'

1-he third goal of helping stud€nts "tj"'y 1'"aerstand lfi'T:1ffi1'Hil;
;;ilil;,i".,n. n*i ffi *"11':. 1,::.iut 

philosopher "":J;;;ri'r.-si'r"

describes partlclpatory demociacy as.a 
"process of ongotng' pr<

tion . . . fr'esulting in] the creation.of a political community capable of transform-

ine private i"tli"id;;i' ;o {iee citizen' u'-td pu'tiul ancl private interests lnto puD-

lic soocls., (Barber, 19g4, p. l5l). This p"ilfi;;;cess could.s"r'le as the referent

for-the crearion .i ;;;;;.taric classroo;;;ffi;;t'v' 
-lbaching for active under-

srancling of ,.,n1".r'*l-,i", "rJ raf ""d;;;;;;itj tt*"utily involves teacher-stu-

clent recipro.i,y. ',r;,.;;fr..- -rr, h.lP 
^i;,ileo 

students' emergin g understand-'

ins-not ptotout""nJ; ' ; - t t" '  own' The teacher must w.rk with a sense or

consrrucrivist ecluirv: 
"Within ttr. .ur-,riiui"i, ()f the lesson's sub'ject matter' I

r rn dersr ancr i,''o1:*ov ; "'* I -iT v^:: * nl*ru*:H*Xl ;:i*'-Tl;,t .
,, ;l:',1':I$:""':l ?l: i: :i: = [11': [; ; ;;" o'i a 1 * a'"i]ol; " ?:1il;:"1':i
clecide that .'e ;i;;;tt tbr tcrchi.g. this play is to encouri

cor.rflicts thr-ougtiJiit.rg.r.. H,rw mighfl,r.l .ou", the content in the pliry? lJorv

c.rtlci v.u tt'tt""'qq" ytiur stu<lent' o" *:tl'i;;;it it-'" ""a with onc another as sell-

i*r'irre in.ivitt"^l' i "|,;gi"t'"t'n htg;'ly;;;;l '"itu' ^"tl 'wicle-aw^ke" pe'ple'

Hou, rv'*ld ,lr"y.;.i;,.::"""r* ."",n"ri W'ttiati't thev be resPectfill .f lttttrtatt
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tcl  plact ice a ceri ir in tr ,pe of teachina. l i -v plact icing this tcachirrs, \ 'ort l iberal ize

t '<lr lscl l  arrc[ i  oul strrr lents. Y<rtr l -rclp votrt 'self  nncl vottt '  stLlclerl ts to be tnorc eclec-

t ic-to rrnrlcrstancl a topic f iom nrany <l i l l 'cr-ent points ol vicl ' (Scl lvab, 19713).
' l ' h is  

v i r rv  o l  l i l te la l  p r 'o lbss io r ra l  in< l r r i r f  i s  basec [  on  u  c :c t ' tu i t t  t r t t t l c rs tanc l i t tg  r i l '

l i bc ra l i za t i<111-1 ;1  111y11 '  l t cop lc  s l ro t r l c l  be  f i cc .  l Jar -bcr ' (19{ )2 )  (a l ) tu l ' cs  t l t c  cssc t tcc

o l  t l r i s  sc r rse  o l  l l ' ccc lonr  l rnc l  i t s  r -c la t ionsh ip  to  c t lucu l io t t :

l ) c ' r r r o r l i r t r  i s  t l r c ' r ' r r l t ' o l  t i t i z c ' r r s ,  a t t r l  c i t i z c t t s  l t l o r t t ' l t t c  l l t ' c .  l i r l  t i t i z c ' r r s : r l c  s t ' l l - t o t t -

s t i o r r s .  r ' r ' i l i r ' : t l  p : r l t i t i p r r r r l s  i r r  t o r r r t n r r n i l i c s  o l  c o r t u t t o n  s l t c t ' t l t ,  ( o r ) r l ] l ( ) r l  v i t l t t t ' , : t t t < l
( ( ) n l r r l ( ) n  n o l k  I l r : r t  l r l i r l g c  l x r t l r  s p : r t c  l t t t r l  l i r r r e . . . \ s  l i ' r ' c t l o r t t  v i e l r l s  c o t t t r t t t t t t i l t ' ,  s o  l l t c

l i r n r r s  o l  c o n r r r r r r r r i l r  : r r r < [  t o n r r r r o t r : r l i t ]  i r l o t t c  Y i c l < l  l i t t ' < l o r r r .  [ ' - < [ t t c t t t i o r r  r r r a k t ' s  t  i t i -

z c r r s ;  o r r l r  l i l i z t ' r r s  t : r r r  I i r l g r ' l i ' c c < l o t t t .  l ) t ' n r o < t : t t y  u l l o u s  l i c o p l t ' 1 o  g o v t ' t r t  l l t t ' t t t -

s c l r e s ;  i r r r l t ' t ' < 1 .  i t  i r r s i s t s  l l r : r t  l l r c v  < l o  s o .  l ' l < l r r r l t i o r t  1 r ' l r t l t c s  l l t t ' t t t  l l t t ' l i l > t ' r ' t y  t l r l l

r r l r kc .  t c l l -go \ ' ( ' r ' ru l l cn t  Poss i l r l t ' .  (P .  2 t i5 )

In  t l r i s  l rook ,  r 'o r r  u lc  l r luc t i c i r rs -  t r  s tu ( lv  t t i c t l to r l  < [ t : s ignc< l  to  f i rc i l i t i r t c  vo t t l ' g t rxv l l t

i r s  t r  t ca t l rc r - r r l ro  cur r  l rc l l r  s t r rc len ts -ar r< l  o t l t c t ' s ,  l t s  \ 'ou  rv i l l  l eur r r -c t t l t i v r t t c  Lhcr

t l i sc i l t l i r rc .  o f  < [c r r roc lu t i t  *c ' l [ -govc l l ]n lcn t .  
' l - l r ink  

back  to  t l rc  t l r rcc  cor rs t t ' t t c t i v is t

go i r l s :  t c t r ( l l i r rg .  f i l '  uc t i v r :  s r r I r j cc t  lna t tc l '  r r t rc lc ts t rLnc [ ing ,  se l { - t r t r t I c t -s ta t tc [ i t tg ,  a t tc l

r l c r r roc l t r t i t '  r r r r i l c r -s ta r r< [ i r rg .  l ' l r i s  tcx t  r ' r ' i l l  en( 'ou l 'ag 'c ]  \ ' ( )u  t ( )  i r t c 'o l 'por -a te  a l l  t l r rec

goa ls  in to  r 'o r r r -  teach ing-  dc l i l r c la t ions .  
' l  

l r i s  ruar  L re  a  cha l l c r rg i r rg  c lc i 'e lopnrcn ta l

ir le:r l ,  l tut l l tat ar-c t l ie alternativcs? Shoulcl teut: lrct 's onlr f :rci l i tatc srrbicct t l t i l t tel '

tun< lc rs tanc l inc , :  
- l -h is  

t r ,pe  o f ' learn ing  shot r l c l  he lp  thc i r  soc ie ty 's  ccouot t t r .  Bu t

l .hut alrout i ts cir. ics? Shotr lcl  teuchers I irci l i tate self ' -rrt iclct-stancl ing i t i thr)ut. ct lcour-

ng-ino- a strolrs, l l l i r t ic ipatol 'r 'c lenrocratic c' thic? \\ 'hatrr 'otr ld l te the qtral i ty o{ ' l i lc i t t

:r  societr.  coniposecl o{ 'pcr-sonally insicht{ ir l  btrt  hishlr.  pl ivatc incl iviciLrals?

: *  j : ; : : i : " 1 ; i . . '

How to Study Constructivist Practices

\'<tu will Lre inr.itccl to strrcll' \'our cronstrlrctivist Practices as ii progressive decision-

maker. 
-Ibachels 

n'lto :rre proercssive clecisi<in-nrakcls cxhibit firul kev char-acfet-istics:

1 .  The i t ' c [ec is i< l r rs  u re  sens i t i ve  to  the  co l l tex t  o [ ' t l r c  s i t l ra t ions  in  r ' r ,h ich

those t lccisir)ns are c'urbeclclecl.

2 .  I  hc i l  c lcc is ions  a lc  g r r i c lec l  by  u  cout inuous  c lc le  o f ' { l r r i t l  p la t t r r i r rg .

enrporve l 'ec l  ena( ] t l l ) cn t ,  pa l t i c ' ipar r t  o l rscn 'a t ion ,  l r t t r l  u  p t 'ae t t t : t l i t  t ' c to t t -

s i< le  la t io r r  r i f  the i l  knorv lec lge .

i l .  
' l  

he i l  r I cc is ions :u 'c  in lo t - r r rec [  by  persor ra l -pnr less ionu l  k r r<x l l c< lgc  tha t  i s

t rn r lc r -  ( ' ( ) l l t i l ru ( ) r . rs  c r - i t i c r l  t : xa t r t i r ta t io t t .

{ .  
" l ' l r c i r ' < l e c i s i o r r s  

a r c  c n h a n c c r l  l r y  i n f i r l n l t l  u r r r l  l i r t ' r t u r l  s t L r < l v  l ) t ( ) i ( ' ( t \ .

\ \e  r r<xv  t ru 'n  t ( )  i r  canr l i r l  cx r r r r r i r r i r t io r r  o I  t l r csc  l i l r t  c l i l t t ' l t c : t r : t ' i s t i cs  l rcc i t t t sc  t l i c \ "  I i r l r t r

: r  l l ' : r r r r r .  o { '  rc lc lc r rcc  l i r l  t l r i s  l took .  l i : l i t  l r i t te ' - i rs -p t r rg rcss ivc - r l c t  i s io r r - r r rak i r rc  i s  t l r i s

t c x t ' s  g t r i r l i r r g -  i t I c 1 l .  l ' l r c  l t c t l c r ' ) ' ( ) r . l  ( 1 r n  t o r r r p t c l t c t t r l  i t r r < l  a p p l c t i a t c  t l r i s  v i c u ' o I

c r r l ie 'h tcnc( [  t c l rc l r t ' r ' r casor r i r rg ,  t l r c  n rore  vor r  i v i l l  L r t t< [c t ' s t r t r t t l  t l r c  l rook 's  s t t t r l r -  l t rh , i cc .
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Context Sensitivity

Teachers must make decisions in the context of their interactions with their stu-
dents. If they are not sensitive to the many subtleties and nuances associated with
their students' meaningful learning, they will not be successful as constructivist
educators. They must base their actions on their best perceptive and judicious

abilities. Van Manen (1991) calls this pedagogical thoughtfulness:

Children are not empty vessels who come to school merely to be filled with curricular
content by means of special instructional methods. Moreover:, children who come to
school come from somewhere. Teachers need to have some sense of what it is that chil-
dren bring with them, what defines their present understandings, mood, emotional
state, and readiness to deal with the subject matter and the world of the school. . . . It
is possible to learn all the techniques of instruction but to remain pedagogically unfit
as a teacher. The preparation of educators obviously includes much more than the
teaching of knowledge and skills, more even than a professional ethical code or moral
craft. To become a teacher includes something that cannot be taught formally: the
most personal embodiment of a pedagogical thoughtfulness. (pp. 7, 9)

Teachers must also be sensitive to other contexts. They must understand the per-
spectives of those who supervise their work, the expectations of their students'
parents, the norms and values in their school's surrounding neighborhood, and
the social trends of the society in which they work. Teachers have a lot to consider
as they engage in decision-making. Their work is embedded in many subtly
unique and overlapping contexts.

This book contains many teaching stories, and you will notice that each narra-
tive is embedded in its own unique context. The study advice in this book is gen-
eral in nature. It will be up to you to adapt the advice to the specific setting in
which you work. The idiosyncrasies in the narratives should serye as a reminder
that progressive decision-making requires context sensitivity.

Decision-Making Cycle

When teachers function as empowered agents rather than as subjects of other
people's decisions, they are free to engage in a proactive decision-making cycle.
This cycle has four phases: (l) a fluid, open-ended, experimental type of plan-
ning; (2) teaching-learning enactments that flow from this planning; (3) sensitive
participant observations of the consequences of these enactments; and (4) a prag-
matic reconsideration of knowledge in light of these consequences. The final
phase may involve some personal discomfort. When reconsidering their per-
sonal-professional knowledge, teachers may experience some cognitive disso-
nance (Festinger, 1957) before altering their ideas and beliefs. Cognitive disso-
nance is a feeling of discomfort engendered by experiences that are perceived to
be in conflict with fundamental constructs. For example, suppose a teacher
believes that he treats students fairly. Then, through careful observation, he dis-
covers that he consistently pays more attention to certain children-maybe white
males, high-achieving middle-class females, or athletes. A strong feeling of disso-

Figure f .i
The Deciq
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nance is likely to occur. The teacher can resolve this dissonance through a recon-
sideration of basic constructs or future plans and actions. Figure 1.2 provides a
schematic i l lustration of the four-phase decision-making cycle. McCutcheon
(1995) provides an example of a teacher engaging in this decision-making cycle.
This brief narrative illustration begins with the participant observation phase:

. . . Mark Schaefer, third-grade teacher . . . recently observed that his students did
not understand the definition of even numbers in his school system's mathematics
curriculum and that he was to implement the concept that "even numbers are num-
bers that can be divided by two." compared to previous classes he taught in Maple-
ton, he viewed these students as somewhat less capable, but he was momentarily per-
plexed because not even his brightest students in class understood this definition
until they had learned about division (which was not to occur until fourth grade,
according to the graded course of study). He saw it as a sequencing problem in the
graded course of study. He used this reflection in his [planning] decision to remind
students of the chant, "Two, fou6 six, eight, who [sic] do we appreciate" and to return
to the definition later in the year after he introduced division (he was permitted to
exceed the grade objectives). Following the [enacted] teaching of the chant, students
were able to sort numbers into odd and even on worksheets fthat] he made. . . . (p.
40)

Three related foundational concepts provide important insight into the deci-
sion-making cycle: pragmatic intell igence, action research, and experiential
learning. The concept of pragmatic intelligence is drawn from the philosophical
tradition of pragmatism. This tradition includes rhe works of Ralph waldo Emer-
son, C. S. Peirce, William James, W. E. B. Du Bois, John Dewey, and Richard
Rorty.r John Dewey is arguably the most influential member of the pragmatist
group. rn How we Think (1910/1933), Dewey analyzes pragmatic intelligence.
Grimmett (1988) provides a precise summary of Dewey's analysis. First, we expe-
rience "a state of doubt, hesitation, perplexity, or mental di{ficulty. . . . " (p. 6).

l 3

Figure 1.2
The Decision-Making Cycle Fluid
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We then seek to resolve this problematic experience in a suitable way. We arrive at
a tentative conclusion that is based in part on our past experiences with solving
problems. This conclusion also infers to some degree that what we did in the past
to solve our problems will work again. We act tentatively because we do not know
if our inference will lead to a productive solution. Sometimes our problem-solv-
ing inferences are correct, and sometimes they are not. Because we act tentatively,
we are willing to engage in further inquiry and, as necessary reconstruct our
knowledge until we arrive at a conclusion that we believe is "trustworthy" (Dewey,
1910/1933, p.47). This means that we must be "willing to endure suspense and
toundergo the trouble of searching" (Dewey, 1910/1933, p. 16).This suspense is
based on a paradox of pragmatic intelligence (Grimmett, 1988, p. 8). We cannot
know if our tentative efforts will be successful until we act. but it is difficult to act
without knowing exactly what to do. To be intelligent problem solvers, we must
persist despite this paradox. Action research also has a long history and Kurt
Lewin is a central figure in this intellectual tradition. In Resolaing Social Conflicts
(1948), Lewin discusses the key dimensions of good acrion reseirch: analyze a
problematic situation, gather additional useful information, define the problem,
hypothesize a solution, act to solve the problem, observe the results of your
actions, and make a judgment as to how best to proceed. In the past half century
there have been many adaptations of Lewin's work in teaching and teacher edu-
cation.2 Kolb (198a) providies a sophisticated analysis of the piocess of experien-
tial learning. He notes that during experiential learning "one moves in varying
degrees from actor to observer, and from specific involvement to general analyti-
cal detachment" (p. 3 I ). You can best realize this type of learning when you main-
tain a balance between acting and observing and between participation and
thoughtful detachment. Examine the decision-making cycle as illustrated in Fig-
ure 1.2. You will note how it is guided by this principle of dual balancing.

Though this book cannot provide specific guidance for idiosyncratic and
unique teaching settings, you will receive general advice on how to move through
the decision-making cycle as a constructivist educator. The study guidance in
chapters 3-6 focuses on four constructivist practices: solving complex learning
problems in a constructivist way (chapter 3); creating a constructivist curriculum
design (chapter 4); enacting constructivist transactions (chapter 5); and creating a
classroom learning community (chapter 6). Chapters 3-6 follow the same pat-
tern. In each chapter you will read a vignette that introduces the ,constructivisr
practice. Next you will study a protocol of that practice. The protocol is a general
application of the decision-making cycle and is designed to facilitate your experi-

I For a sophisticated review of pragmatism, see Cornel West's Tfte Ameri,can Elasion of Phitosophy: A
Genealogy of Pragmatism (1989).
2 For a concise overview of this history seeJ. McKernan's'Action Research and Curriculum Develop-
ment" in the Peabody Joumal of Ed,wation (1987\; for a current discussion of action research in teach-
ing, see M. Cochran-Smith and S. L. Lytle's Insi.d.e/Outsidc: Tbacher Research and Knowledge (1993).
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ential learning on that particular constructivist practice. Y19u will then read a nar-

ratir,e writtenly un experienced teacher that illustrates the protocol. The narra-

tive provide, u p.rronilized and contextualized description of the pragmatics of

the chapter's constructivist practice.

uop.r.,tty this material will help you practice the decision-making cycle as a

constiucti'ist educator' As you study chapters 3-6, keep in mind that the con-

structivist practices u.. pr...nt"d separately to facilitate your professional learn-

ing. In the real n,orld of teaching, th. fo.t. constructivist practices are usually

clJsely inregrared. It will be up to you to find a meaningful way to apply this

study material to your own teaching circumstances'

Critical Examination of Personal-Professional Knowledge

Our examination of the second characteristic of progressive decision-making

r-evealed that the decision-making cycle includes a pragmatic type of reflection.

The third characteristic-the continuous critical examination of personal-profes-

sional knowledge-incorporates two other types of reflection. These are called

critical reasoning and critical engagement. Both types of reflection are neces-

sary because t"u.f,"rr' pragmatic decisions are grounded in rational and intuitive

considerations. In other wirds, progressive teachers base their decisions on justi-

fred reasons and on more personalized tacit knowledge, conscious and uncon-

scious feelings, and guiding metaphors.3 Crit ical reasoning is the process of

examining oi.', ..urJrls for particular decisions. Ennis (1987) writes that 
"Criti-

cal thinking . . . is a practi;al reflective activity that has reasonable belief'or

acrion as its"goal" tp. iOl.You can practice this type of thinking in diverse ways'

Consider yor. o*r, style of criticil reflection. When you confront competing

interpretaiions on a topic, how do you justify your position, and what do you

inclube and exclude in your justifrcations? For example, are you deductive, acting

on rhe basis of general'priniiples? If so, what are these principles? Or' when you

are r-ational, do you t.rld to be inductive, carefully studying a situation befor-e

deciding how to act? What is included in yorrr inductive observations? Are you

more tacit in your approach? Do you act; and when necessary think of your rea-

sons for acting afterwards? Is your critical reasoning eclectic? When fbrmulating

or defending"a position, do you combine reasoning strategies and cover a wide

r-ange of top"ics?^ Is your critical reasoning situational? Do you reason differently

in different circumstances ?

critical engagement is a correlate of critical reasoning. It is the complementarJ'

process of .o"nsi"ide.ing or becoming attuned to the tacit awareness, feelings, and

-.tupho* that inspiri your teaching. It is being led more by your heart than bv

,r Ther.e is a great deai ofresearch on the tvpe ofknorvledge and understanding that guides teacher-s'

decisic,n-making. For a goocl o'ervierv of ihis research, see McCutcheon (1995), especiall,v pages

14-15.
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your head. This type of critical work is aesthetically immediate rather than ana-

lytically detached. Through critical engagement you open yourself to your high-

est intentions, your best virtues, and your deepest sense of inspiration. The great

poet John Milton writes:

Virtue could see to do what virtue would
By her own radiant light, though sun and moon
Were in the flat sea sunk. And Wisdom's self
Oft seeks to sweet retired solitude,
Where with her best nurse Contemplation
She plumes her feathers, and lets grow her wings
That in the various bustle of resort
Were all too-ruffled, and sometimes impair'd.
He that has light within'his own clear breast
May sit i' th' centre and enjoy bright day;
But he that hides a dark soul and foul thoughts
Benighted walks under the midday sun;
Himself is his own dungeon.
(Milton, 1532/1952, pp. 41-42)

Teachers often face situations that require them to make wise educational deci-

sions, and critical engagement can enlighten their decision-making with aesthetic

sensibility.
Critical engagement is as open-ended as critical reasoning. There are many

ways to become aesthetically attuned, and what is nourishing and invigorating to

one person may be ordinary and uninspiring to another. Aoki (1992) encourages

this type of reflection as follows:

I ask you now to think of a really good teacher that you have experienced in your
time. Allow him or her to be present before you. I believe that the trlrth of this good
teacher of yours is in the measure of the immeasurable. And, now, say to him or her:
he ls the teaching; she A the teaching. And after you have said these words, allow the
unsaid to shine through the said. Savor now the elusively true, the mystery of what
teaching essentially is. (p. 27)

Does Aoki's meditative invitation inspire you? If not, what would? In what ways

can you identify deep feelings that will energize your teaching life? How will you

practice critical engagement?
You may not have a good feel for your critical reasoning and critical engage-

ment preferences. You may not have yet cultivated a definitive way to critically

examine your personal-professional knowledge, and you may be interested in

several models as to how to proceed. In chapter 2, four imaginary teachers will

introduce themselves, each representing a dominant ideological position in the

teaching profession. They function as distinctive, headstrong, and contrary char-

acters in a novel, and so they are called teacher-characters. They have each culti-

vated a distinctive critical style, a unique way to critically examine their teaching.
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They will discuss their approaches, in chapter 2' fh;s; ideological discussions

have been created u. ,,.rdy material to help you ascertain^your critical slvle' The

four teacher-characters also provide commintary on the four constructivist prac-

tices in chapters 3-6; the p.,rpor. of this ideological commentary is to help you

critically e*a*i.te yo,r, p.tiottul-professional knowledge'

C h a p t e r T w i l l p r e s e n t a b r o a d ' c a r e e r - l o n g o v e r v i e w o . f t h i s b o o k ' s s t u d y
method. you will ,.uJ th" developmental storiestf two experienced teachers n'ho

have reflected on their growth is progressive decision-makers' Their autobio-

graphical reflections ur. 
"g,rid.d 

by a.consideration of four teaching virtues asso-

ciatecl rvith constru.t.irt !tu.ti..r. Th. four virtues are teaching as a calling and

a s c a r i n g , c r e a t i v e , a n d . c e n t e r e d w o r k . T h e y w i l l b e c a l l e d t h e 4 C v i r t u e s
U..urrr. fiiey all begin with the letter C' The autobiographies have been written

io h.lp you appreciite the value of sustained profe-ssional study'

Because the re f ' e ren t fo r theau tob iog raph i ca laccoun tsa fe the4Cv i r t ues ,
thel are crafted to highlight critical .*u-i.titiott. There is a reason for this nar-

rative emphasis. ln ,r?"r fast-paced world, professional work often stresses the

pr^g-",i. over rhe .riiiJ.r. Unfortunately, this understanding of professionalism

can be dangerously unbalanced. It can result in businesslike, matter-of-fact deci-

sion-makers who la[ a deep sense of the virtues of their work' They function

without a refrned upfr..iutif., for the aesthetics and ethics of the services the1"

provide.
This type of skewed professionalism is particularly proplematic when teachers

artempr to facilitate thi three constructiv'ist goals of iubject matter understand-

i"S, ,l[-""a"..tutaitg, and democratic undJrstanding' This type of educational

service requires a tealhers' best pragmatic and critical development, and this

book has be.r-t d.sig;ed to e"cou'agi this type of comprehensive personal-pro-

fessional growth.- 
-tr"pr& 7 also includes teacher-character commentary on the 4c virtues.

Their analysis should help you further craft your own.critical style' It should also

selve as a reminder that considerations of best practice in education are inher-

ently diversified. Tolerance for diversity is an important con^sideration in chap-

ters8andg, the|rnal twochaptersof th is text 'Anoverv iewof thesetwochapters
will be presented shortlY'

Continuing Study Projects

Thefour thkeycharacter is t icofprogressivedecis ion.makingisengagement ln
informal and fbrmal study projeits. 

"Personal-professional 
growth is also fed by

the stimulation of ,r"* t rro*t.ige. chaptetr 3--6 and 8-9 each conclude with a

Iist of further readings to help"facilitaie your continuing education' However'

since meanirgfirl ;;;jLr*orki.nds to be specific.to ea.ch situation, this general

study book .urrrolio*ibly prouide the personally tailored guidalgl you will

need. you will ultimitely ,re.d to rely on yo.rt own best context sensitivities.

I

:
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AN IMAGINARY CRITICAL INCIDENT
t
i:
a
t
L

I
The follouing ficti.onalizerl episod,e proaid,es a brief ilturtrailon of the four characteristics of

pro gre s sia e de cision-mahing :

carolyn Dickson has been teaching French at Lewis and clark High School for

*.f"J years. During her first year of teaching, she made a personal vow to reflect

on her reaching prictices at least four hours i week. She decided that if she could

discipline h.rrlf to exercise four hours a week, she could certainly devote the

,u-d u-o.r^t of time to her chosen profession. Over the years she has kept her

vow by engaging in a variety of formal and informal study projects, such as study

groups, workshops, and university courses'" 
Ar'pu., of her commitment to professional development, Carolyn subscribes to

three'journals. One journal recently carried several articles on cultural pluralism'

Afterieading them, Carolyn began reflecting on her teaching'.Though her

school,s popilution included African-Ameriian, Hispanic, Native American, and

White studints, her classes were predominantly \A4rite. She wondered what she

could do about this.

suddenly, carolyn had an idea. She began to think of the culturally diverse

populations in many French-speaking cultures in the caribbean, such as Haiti.
'Stri 

ttr""gfrt of the varied population in French Canada. Perhaps she could pre-

pare one or more rrrquiry .,nit, on these societies. Maybe over time, the inclusion

of th.r" units would ..t.orrrug. minority students to take French'

carolyn wondered if this experiment would work. would it be worth the time

and effort? She believed that she would only know the answer to this question

after careful planning, observation, and further reflection. She decided to start

with a unit on gaiti. this was a logical choice since this country had received so

much news coverage in recent years'

As Carolyn began her planning, she further considered her reasons for teach-

ing this ..rrrit. tr #o.rld enabte heito break away fromhe-r current emphasis on

paiisian French. After all, French is spoken in many different ways throughout the

world. It would also enable her to *otk *ith literature from countries besides

France. She could also tap into local resources she hadn't used before' For exam-

ple, there was a small Haitian subculture in her city. She soon discovered that

som. -.mbers of this ethnic group were willing to help; but if she hadn't been

working on this unit and tryins to expand her teaching horizons, she wouldn t

have made the contacts.
AsCarolyncontemplatedthepotent ia lpowerof th is i igYi tyuni tonHai t i 'she

felt fortunate to live in a crrltureihat had democratic traditions' Haiti, with its

history of military dictatorships, was such a contrast to her society. carolyn was

inspirld by the image of diveise social groups working out their differences in a

I
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peaceful way. Haiti rvas tn.ing to build this kind of society. This would be an

important point for her students to understand. Maybe then, they r:ould better

,rpp.e.iuteihe value of the democratic struggles in their own-society. Nl in all,

the more Carolvn thought about this unit, the more excited she became. She

thought to herself, 
"I cin hardly wait to begin this experiment. I wonder what I

r'vill learn about mYself and mv students?"

You have now been introduced to the study method that wil l be used in this

book-and in the rvorkbook that accompanies this text. You will be guided to

approach yolrr constluctivist practices as a progressive decision-maker' You will be

given the iatitude to develop your own reflective approach, but with the encour-

Ig.-"rrt that you undertake a balanced pragmatic and critical study.

An image may help you visualize the study method advocated in this book. To

repeat a point made at the beginning of this chapter, you ale studying your

teaching iu u, tn facilitate your pefsonal-professional growth. In effect, you are

working on constrllcting your beit teaching self as a constmctivist educator. This

de'eloimentai rvor-k .o.ria b. likened to weaving a fabric using three types of

fiber. The three types of hber represent the three forms of refler:tion introduced

in this chapter: pragmatic reconsideration, critical reasoning, and critical engage-

ment. Thethree fibers are pictured in ligure 1.3. Teachers canuse slightly modi-

fied versions of each fiber, ind they may weave in many dillerent ways. The result

is that each teacher weaves his or her or'vn distinctive fabric. Each teacher's devel-

opmenl  unfo lds in  i ts  c lvn unique way.

Figure 1.4 portrays a medliy of weavings, representing the developmental

diveisity that iesults from the study method in this book. It may take you time to

learn holv to function as a progressive decision-maker. This book presents a study

method that requires hard *,ork and perseverance. This chapter began with an

Pragmatic Reconsideration

Critical Reasoning -

c r i t i c a l E n g a g e m e n t ' . - - ' '

Figure 1.3
The Text's Three Forms of Reflection
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Figure 1.4
Teachers' Development: A Medley of Weavings

invitation for you to become a career-long student of your constructivtst practlces.

Rome l.asn't built in a day, nor wil l you be able to take full advantage of'this

book's study method in a day.
Few inclividuals can practice progressive decision-making rvithout svstelnatic

collegial and institutional support. Chapter 8 presents strateS;ies otr hort' to stud,v

vour constructivist practices in collaboration with other teachers. Chapter 9, the

final chapter, addresses the topic of transformative teacher leadership. This is a

tvpe of leadership in which teachers function as agents of fundirmental chatrge.

T'he,v rvork to help initiate and sustain prog;ressive decision-rnaking and to facili-

*l*4{kftrEffi{

w#w{g1$'effi
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Metacognitive Guidance

- fhest t rdyadr, icernth isbookhasbeen'orgurnized.as.metacogni t iveguidance.

Metacognition is the conscious monitoring"of 9ne'-s 
thought pr-ocesses (Haller'

Child, & Walberg, 1988; \\rittrock' 1986)' tnltttt of metacognition as a mental

prompt analogotts - u tnoppi"g list that you use rvhen yott go to the store' You

5;;;;".h;nicalll' follorv titi' ti't' but you use it t. remind y.urself of things you

may neecl. A metacognitir e^su'ateg1 is a nrental 
::Tid"tl 

t 
lt-l]-e 

you begin to

regulateyourth ink ingbvfo l lor r , ingconsctousth ink ingStrategies,par t ic t r lar ly in
a supportive collesial envit-onment' the better you wilibe able to intesrate these

,rruLgi., into yotu everyclav tearching (\gotsky' 1978)'

Metacognrttr..g.. ' .1,. ' . 'c.irreducati.oncanbepictureclasscaffoldedinstruction.
A scaffolcl is an 

"adjustable and temPorary" yqq"tt.f lslem (Palincsaq 1986' p'

75). In effect, rhi, b";f'p;,lJ.r,"o.r r"itl-, r.offolai"g for becoming a career--long

student of'vottr .n'-t"'lttt'llt'i't p'uctittt' Use it in this spirit 
1-:,L."" 

begin to inter-

nalize this stnrctr.rrecl assistance-to integfate the metacognitive guidance into

your continuing professional inquitit'-. di""td the scaffolding' In the future'

you may \\'ant to ,t;;;;;;gniiiue guidance i' vour teaching' You can easily

engage in this practice U,v ptoi'idi'"tg lottr- students with a relevant but temporary

th ink ingscaf fo ldtheyCanLrSetomonl tor thei r inqui r iesdur ingspeci f icconstruc-
tivist lessons.

tate the necessaln, organiz-ational changes that must accomPany this sophisticated

reflective przrctice.
Toconc lude th i ssec r i on , keep inm ind theunde r l y i ng re fe ren t fo r th i s tex t ' s

studymethcld.Thror.rghcontinttouspragmaticreconsideration,crit icalreasoning,
and critical .rgug.r,.,J.,,;;; ";-" [t .roily educating yourself in a particulaf way'

you ar-e developrng y,u.,t- utiliti"s to govern vour own teaching-you are democra-

tically empou'.rirlg ;'o;tJio'-ta poJiti"ning yourself to help others with democ-

ratic self- governtrrellt'

C O N C L U S I O N

you have norv read respollses to the.three questions that opened this chapter' Do

you agree rvith the "'a1'' these questions h.ave been answered? If so' why? If not'

u,hy not? Keep rn -"ia'tr'"i ; y;" r'ead this book' you will be encourased to

think for vourself. l 'unctioning as an independent thinker is at the heart of

emporveredprofessional inqui ry 'Hotvel ,er , .suchindependencerequiresaSt long
sense of responsibilitl'- t'-' thi' book' you will be urged to-consider your responsr-

bilities as an educ;rt.r, i,t u ji''t'sified' ideological\ complex democratic society'



22 Part l Foundational Topics

R E F E R E N C E S

Aoki. T, T (1992). Layered voices of teaching: The uncannily correct and the elusively

rrue. In W. F. Pinar & W. M. Reynolds (Eds.), Understanding curriculum as phenornenologi-

cal and deconstructed text (pp. 17-27). New York: Teachers College Press'

Barber, B. R. (1984). Strong democracy: Participatorl poli.tics for a neu age. Berkeley: Univer-

sity o[ California Press.

Barber, B. R. (1992). An aristocracy of eueryone: The politics of education and the funre of Amer-

ica. New York: Oxford University Press'

Barth, R. S. (1990). Improaing schools from within: Tbachers, parents, and principals can mtt'ke the

difference. San Francisco: Jossey-Bass'
Beyer, L. E., Feinberg, w., Pagano, J. A., & \'Vhitson, J. A. (1989). Preparing teachers os profes-

siolak: The role of educational studies and other hheral disciplines. New York: Teachers College

Press.

Brooks, J. G., & Brooks, M. G. (1993). In search of undersnnding: The case for constructiaist

classroonzs. Alexandria, VA: Association for Supervision and Curriculum Development.

Cohen, D. K., Mclaughlin, M. W., & Thlbert, J. E. (1993). Preface' In D' K' Cohen, M' W'

Mclaughlin, & J. E. Thlbert (Eds.), Tbaching for understanding: Challenges for policy and

practice (pp. xi-xvii). San Francisco: Jossey-Bass.

Dewey, J. (1933). How we think: A restatement of the relation oJ'reJlecth,te thinhing to the educatiae

process (2nd ed.). Boston: D. C. Heath. (Original work published 1910)

Dewey, J. (1989). Freed,om and culture. Buffalo: Prometheus Books. (Original work published

1939)

Ennis, R. H. (1987). A raxonomy of cr i t ical thinking disposit ions and abi l i t ies. In J.
Boykoff Baron & R. J. Sternberg (Eds.), Tbaching thinking skills: Theory and practice (pp.

9-26). New York: W. H. Freeman.

Festinger, L. (1957). Theory of cognitiae dissonanca. Stanford, CA: Stanford University Press.

Greene, M. (1978). Landscapes of learning. New York: Teachers College Press'

Greene, M. (1986). In search of a critical pedagogy. Haruard Education'al Reuieu,55,42744l.

Grimmett, P P (1988). The nature of reflection and Schon's conception in perspective. In

P. P Grimmett & G. L. Erickson (Eds.), Reflection in teacher education (pp. 5-15). New

York: Teachers College Press.

Haller, E. P, child, D. A., & walberg, H. J. (1988). Can comprehension be taught? A quan-

titative synthesis of "metacognitive" studies. Ed,ucational Researcher, 17(9), 5-8.

Kolb, D. A. ( 1984). Experiential learning: Experience as the source of learning and deuelopment-

Englewood Cliffs, NJ: P T R Prentice-Hall.

Lewin, K. (1948). Resoltting social conflicts. New York: Harper and Brothers'

McCutcheon, G. (1995). Deueloping the curriculum: Solo and group deliberafion. White Plains,

NY Longman.

Milton, J. (1952). Comus. English minor poems, Paradise Lost, Samson Agonistes, AIe-

opagitica. In R. M. Hurchins (Ed.), Great Books of the westem world (pp.33-56). Chicago:

Encyclopaedia Britannica. (Original work published 1632)



Chapter i Studying Your Constmctivist Practices

P a l i n c s a r , A . S . ( 1 9 8 6 ) . T h e r o l e o f d i a l o g u e i n p r o l , i d i n g s c a f f o l d e d i n s t r u c t i o n . E d u c a .
tional P$thologist, 2 1, 73-98'

Posner, G. J. (1992). Anuhzing the currinthtttt' New York: McClraw-Hill'

Resn ick , l , .B . (1983) .Mathemat icsandsc ience learn ing :Anervconcept \on 'Sc i 'ence '29 '
472-473.

sale, K. (1990). Tlte conqttest of parad,ise: christopher colum'bus and the columlti(tn legrzcl' New

York: KnoPf.

schwab,J .J . (1978) .Sc ignce,c ro t i c r i l tun 'and l ib r t ra ledut :a t ion :se lec tedas 'sa1s ' ( I 'Westbury&
N.1. WifLf eds.).  Chicago: University of Chicago Press'

Searle,J. R. (1992). The rediscoi'ery of tnind' Cambridge' MA: MIT Press'

Sergiovanni, T..J. (1992). \\4r,v te should seek substitutes for leaders\ip' Educational Lert'd-

ershiP, 19 , 1l-45 '

S h a k e s p e a r e , \ \ ' . ( 1 9 5 2 ) . R o m e o a n d J u l i e t . I n \ V . ( } . C l a r k e & W A . \ \ ' r i g h t ( E d s . ) , G r z a l
Boohs o.f ttte lVestern. World: VoI. 26. fne ph'tts and sonn'ets of WiLLiam Shrthespeare (pp'

285-3  l9 ) .  Ch i .ugn '  ; " ;yc lopaed ia  e r i tann ica '  (Or ig ina l  work  pub l i shed c i rca

23

1 595- I 596)

Sirotnik, K. A. (1989)' The school as the center

Moore (Eds') , Schooling for tonton'ottt: Directing
of change. In 

-l 
J. Sergiovanni & J' H'

reforms io issues tlt'at count (pp' 89-113)'

Boston: AllYn & Bacon'

vanManen,M.(1991).. fhetactofteaching:Them'eaningofpetla.gogi,calthoughtJulness.Albanl ' ,
NY State Universitv of Nerv York Press'

vygotsky, L. s. (1978). Mind in societt: The,cleulo\ment of higher pytcholqgtca,l process (M' Cole'

VJohn-Ste iner ,S .Scr ibner ,&E.Souberman,Ec ls .andT ians ' ) .Cambr idge,MA:Har -
vard University Press.

W i t t r o c k , M . C . ( 1 9 8 t j ) . S t u d e n t s , t h o u g h t P r o c e S S e S . I n M ' C . W i t t r o c k ( E d . ) , H a n d b o o k o J
,rrun rl'1, on teaclting (3rd ed'' pp' 297-3la)' New York: Macmillan'



Chapter 1 Studying Your Constructivist Practices

P a l i n c s a r , A . S . ( 1 9 8 6 ) . T h e r o l e o f d i a l o g u e i n p r o r , i d i n g s c a l f o l d e d i n s t r u c t i o n . E d u c a .
tional Psthologtst, 2 1, 73-98'

Posner, G. J. (1992). ArmLtzing the curricLr'ltmr' New York: McGraw-Hill'

R e s n i c k , L . B ' ( 1 9 8 3 ) . M a t h e m a t i c s a n d s c i e n c e l e a r n i n g : A n e r v c o n c e p t \ o n ' s c i e n c e ' 2 9 '
472473.

Sale, K. (1990). The cottrpLest of paratlise: cltristopher colum,bus and the colunbirt'n legacl'' New

York: KnoPf.

Schwab,J.J. (1978).Sciet tce, t t t r t ic t i l tmt ,and' l ibera ledut : r t t ion:selectedas 'sa1s ' ( I 'Westbury&
N.1. rilifiof, eds.). Chicago: University of Chicago Press'

Searle,J. R. (1992). Tlrc recliscotLerr of mind' Cambridge' MA: MIT Press'

Sergiovanni, T. J. (1992). Why u'e should seek substitutes for leaders\ip' Educational Lett'd-

ershiP,19,4 l -45.

Shakespea re , \ \ l ( 1952 ) .RomeoandJu l i e t . I n \V .G .C la rke&WA. \ \ ' r i gh t (Eds . ) ,G rz r r l
Books o.f the western worL4: vol. zi. rne phys and sonn,ets of wtl,Liam shahespeare (pp'

2 8 5 - 3 1 9 ) . C h i c a g o : E n c , v c l o p a e d i a B r i t a n n i c a ' ( O r i g i n a l w o r k p u b l i s h e d c i r c a

23

1 595-1 596)

Sirotnik, K. A. (1989). The school as the center

Moore (Eds.), Scftooling for tontorrow: Directing

vard UniversitY Press.

Wittrock, M. C. (1986). Students'

research on teaching (3rd ed.' PP

Boston: AllYn & Bacon'

vanManen,M.(1991).. fhetacto.fteac|ing:Themeaningofpetla,gogicalthoughtJulness.Albanl ' ,
NY State Universitv of Ner'v \brk Press'

vygotsky, L. s. (1g78). Mind in societ\: Tlte,cleaeLopment of higher psychologtca,l process (M' Cole'

V J o h n - S t e i n e r , S . S c r i b n e r , & E . S o u b e r m a n , E d s . a n d T i a n s . ) . C a m b r i d g e , M A : H a r -

of change. In T J. Sergiovanni & J H'

reforms io issues tltat count (pp' 89-l 13)'

thought processes. In M' C' Wittrock (Ed')' Hrtn'dbook ol

297 -g | 4\. New York: Macmillan'


