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Section One: 
The Cluster Site 

 



The Cluster Site Concept 
 
 Western Michigan University has developed partnerships with schools and school 
districts as part of the design of their teacher education program in the College of Education.  
While site-based management of each site is encouraged, the major goal in each Cluster Site 
is for Interns (student teachers) to use reflective processes as they interact with Mentors 
(cooperating teachers) and University Coordinators (student teacher supervisors) in order to 
create conditions in which responsible and deliberate teacher/learning can occur for all 
participants.  
 A Cluster Site is a school serving diverse student populations in which a group of 
Interns – typically numbering 5 to 12 – is placed to participate full time in studying, 
practicing, and reflecting about teaching under the guidance of Mentor teachers.  The Cluster 
Site provides a setting for the Intern to experience the diversity and challenges faced by the 
professional teacher today.  Stakeholders in the school district (school board members, 
administrators, professional and support stuffs, students, parents, and community members) 
are partners with the University and are encouraged to participate in their district’s 
collaboration with the College of Education. 
 There are many benefits to the program for both the University and the Cluster Sites.  
Partnerships naturally open doors for collaboration among personnel in the schools and at the 
University and for the sharing of knowledge about research, curriculum, and practice.  
University and public school personnel contribute to university and district program 
development and implementation.  Opportunities exist to develop collegial relationships with 
school and University personnel and to collaborate on school and teacher education 
restructuring.  District and University personnel also have opportunities to co-teach courses, 
present at conferences, and write articles for professional publication. 
 During the course of the internship, the Mentor and Intern become a team that co-
teaches in the classroom. The co-teaching process evolves over time.  At the start of the 
internship, the Mentor takes the lead in providing the major planning design and materials, 
guiding the Intern to understand why that particular design and those particular materials are 
appropriate for the students who are in their classroom.  Together they co-teach on a daily 
basis. 
 As the Intern becomes acclimated to the individual students in the classroom, the 
daily classroom routines and procedures, and the culture of the Cluster Site, s/he takes on 
more and more responsibility for designing and selecting materials for the co-teaching. This 
process necessitates that the Mentor and Intern plan and reflect together on a regular basis.  
They become a team of teachers discovering best practices for the effective learning that all 
students are expected to achieve. 
 By the end of the internship, the Intern demonstrates the ability to be the primary 
guide of the planning, designing, and materials selection.  Throughout the process, the Intern 
demonstrates the progressive ability to integrate designing, communicating, monitoring, and 
reflecting as part of the teaching/learning process. 
 
 
 
 



The Conceptual Framework for Teacher Preparation at Western Michigan University: 
Reflective Practice and the Reflective Practitioner 
 

The conceptual framework for the Professional Education Unit is consistent with the 
mission of the university: “Western Michigan University is a student-centered research 
university, building intellectual inquiry, investigation, and discovery into all undergraduate, 
graduate, and professional programs. The University provides leadership in teaching, 
research, learning, and public service.”  Likewise, the reflective practitioner involves the 
learner and learner’s experiences in the construction of knowledge, providing opportunities 
for exploration and articulation of [his/her] own ideas, personal beliefs, knowledge, and 
experience (Osterman & Kottkamp, 2004). 

 
Reflection 

 
Reflection is defined as “the mental process of trying to structure or restructure an 

experience, a problem, or existing knowledge or insights” (Korthagen, 2001, p. 58).  It is also 
viewed as a mental process meant to increase understanding and provide direction for 
improvement, whose outcomes can be influenced by both personal and contextual variables 
(York-Barr, Sommers, Ghere, & Montie, 2001).  The reflection that takes into consideration 
social, ethical, and moral perspectives has the potential to affect community and produce 
long-lasting changes.  
 

Reflective Practice 
 

Reflective practice has been widely researched, starting with John Dewey in 1938, 
who introduced the idea of reflective thought, described as an active consideration of any 
belief in the light of the prior knowledge and future objectives (Dewey, as cited in 
Korthagen, 2001).  Schon (1983, 1987) distinguished between reflection-in-action and 
reflection-on-action.  Reflection-in-action involves experimentation and constructing of a 
new theory of the unique case in the present moment.  Reflection-on-action takes place after 
the action itself and involves inquiry into the personal theories that lie at the basis of one’s 
actions, with the ultimate goal of changing future actions.   

As an outgrowth of Schon’s research, Killion and Todnem (as cited in Reagan, Case, 
& Brubacher, 2000) distinguish among three types of reflection: reflection-on-action, 
reflection-in-action, and reflection-for action.  The first type, reflection-on-action takes place 
after an event, while reflection-in-action refers to reflection in the midst of practice.  The 
third type, reflection-for-action, serves to guide future action.  Reagan, Case, and Brubacher 
(2000) provide a similar interpretation, indicating that reflective practice involves what the 
teacher does before entering the classroom (e.g., preparation), while in the classroom, and 
after leaving the classroom. 

Reflective practice is “an inquiry approach to teaching that involves a personal 
commitment to continuous learning and improvement” (York-Barr et al., 2001, p. 3).  It 
implies “a deliberate pause to assume an open perspective, to allow for higher-level thinking 
processes” (York-Barr et al., 2001, p. 6).  These higher-thinking processes allow for a careful 
examination of personal beliefs, goals, and practices, meant to deepen understanding and 
lead to actions that improve student learning.  The deliberate pause assumes “a purposeful 



slowing down of life to find time for reflection” in which a psychological space gets created 
to allow for an open perspective to be held (p. 6).  An open perspective means living 
mindfully in the present moment and being open to other points of view.  This open attitude 
fosters the emergence of new understandings and more effective responses.  Reflection also 
involves the presence of higher-level thinking processes, such as inquiry, metacognition, 
analysis, integration, and synthesis.  The focus of reflection usually involves an examination 
of personal beliefs, goals, and practices.  Personal beliefs significantly influence our ways of 
thinking and acting.  Goals indicate desired outcomes and intentions, which through the 
process of reflection can be easily adjusted, creating room for more realistic ones.  Practice 
refers to one’s repertoire of skills, dispositions, and abilities in specific areas.  A desirable 
outcome of reflection is deeper understandings and insights, which constitutes the foundation 
for new forms of action.  The new understanding and insights need to translate into outward 
behavioral changes, otherwise they will not produce differences in students’ lives.   

Sparks-Langer and Colton (as cited in Reagan, Case, & Brubacher, 2000), identify 
three elements of reflective practice: the cognitive element (which refers to the knowledge 
that teachers need to have in order to make good decisions in their teaching-related 
activities), the critical element (concerned with the moral and ethical aspects of practice in 
education), and the narrative element (which stems from teachers’ accounts of their own 
experiences in classrooms). 

Grounded in constructivist learning theory, reflective practice seeks to identify, 
evaluate, and change the beliefs and assumptions that guide and influence our actions 
(Osterman & Kottkamp, 2004).  Reflective practice places a main focus on learning, by 
actively involving the learner and learner’s experiences in the construction of knowledge, 
providing opportunities for exploration and articulation of own ideas, personal beliefs,  
knowledge, and experience (thus its emphasis on experiential learning), ongoing analysis of 
personal theory-in-use, and designing activities that are collaborative in nature.  Reflective 
practice was also conceptualized as both a professional development strategy and problem-
solving strategy (Osterman et al., 2004).  As problem-solving strategy, reflective practice 
involves individuals working together to critically examine their own practice to resolve 
critical issues.  The power of reflective practice is greater when observations, assumptions, 
and interpretations are shared openly in a collegial setting. 

Korthagen (2001) conceptualizes reflective practice as a professional development 
strategy and makes a clear distinction between action, learning, and reflection, indicating that 
learning improves the quality of the action, and action exposes systems’ failure, thus creating 
learning needs.  This process is also known as the spiral of professional development, which 
represents the process of action, learning from that action, and improving on the action which 
will further reveal new areas of learning needs.   
 

The Reflective Educator/Practitioner 
 
 A reflective educator is one who is committed to improvement in practice; assumes 
responsibility for his/her own learning; demonstrates awareness of self, others, and the 
surrounding context; develops the thinking skills for effective inquiry; and takes actions that 
align with new understandings (York-Barr et. al., 2001).  Reflection can be developed at four 
levels: individual, partner, small group or team, and schoolwide.  The reflective practice 
spiral starts at the individual level (as one develops his/her individual reflection capacities), 



which can influence the reflection that occurs with partners and in small groups of which the 
individual is a member.  As group reflection develops and expands, it has the potential to 
spread throughout the school (York-Barr et. al., 2001).   
 

Korthagen and Wubbels (2001) identify the following characteristics and attributes of 
reflective teachers: 

1. Reflective teachers are capable of consciously structuring situations and 
problems, and consider it important to do so. 

2. Reflective teachers use standard questions when structuring experiences. 
3. Reflective teachers can easily answer the question of what they want to learn 
4. Reflective teachers can adequately describe and analyze their own functioning in 

the interpersonal relationships with others. 
 

The capacity of being reflective also appears to correlate with specific personal attributes.  
Korthagen et al. (2001) describe these correlates: 

1. Reflective teachers have better interpersonal relationships with students than with 
other teachers. 

2. Reflective teachers develop a high degree of job satisfaction. 
3. Reflective teachers also consider it important for their students to learn by 

investigating and structuring things themselves. 
4. Reflective student teachers have, earlier in their lives, been encouraged to structure 

their experiences, problems, and so on. 
5. Reflective teachers have strong feelings of personal security and self-efficacy as 

teachers. 
6. Student teachers with teaching experience who have a high degree of self-efficacy 

focus in their reflections about their teaching on the students.  When they have a low 
sense of self-esteem they focus on the self. 

7. Reflective teachers appear to talk or write relatively easily about their experiences. 
 

DeMulder and Rigsby (2003) researched the transformative effects of a professional 
development program focused on reflective practice on K-12 teachers.   The following 
characteristics were attributed to participation in this program: 
1. Ability to see children and classrooms through new lenses and perspectives. 
2. Newfound professional voice, judgment, and power 
3. Greater knowledge of and sense of self. 
4. Improved writing style and ability to communicate. 
5. Improved teaching practices and changed educational philosophy: 

a. Teaching/helping students to consider moral issues, to be open to new ideas and 
different views, to collaborate with others, and to connect material to their own 
lives 

b. Becoming a moral professional (more caring, trusting, willing to take risks, and 
gain courage) 

c. Stronger relationships with students (more attuned, more aware of learning 
styles) 

d. Giving students choices 
e. Developing interest in theory and research 



f. Developing reflective practice 
g. Modeling lifelong learning 
h. Listening to others 
i. Building community 
j. Behaving as a learner (admitting and learning from mistakes) 
k. Increased teaching effectiveness 
l. Renewed enthusiasm and determination 
m. Increased interaction with parents 
n. Measure success by students’ learning 
o. Improving student’s learning 
p. Focusing on continuous improvement 
q. Improved thinking and organizational skills 

6. Improved professional and personal relationships 
r. appreciation/understanding of other teachers’ investments 
s. strengthen ties with colleagues 
t. mentor other teachers 
u. inspire younger colleagues 
v. willingness to seek help 

7. Role model and advocate for others 
 

Reflective Strategies 
 
 The reflective practitioner engages in a variety of activities with narrative character, 
meant to provide a richer understanding of the experience and facilitate further learning and 
inquiry.  Some of the narratives may be developed orally or in writing and may be structured 
or unstructured.  Of these narratives, the most widely used are journals, critical incidents, 
portfolios, the left-hand column (as a means of uncovering assumptions), questioning, and 
personal inventories (Osterman et al., 2004).  Besides these self-evaluative strategies, 
reflective practitioners involve in assessment of student learning, through the use of tests, 
observations, rubrics, project-based activities, oral presentations, and student portfolios.  In 
addition, reflective practitioner also takes into consideration the organizational conditions 
that support learning, through a careful assessment of the resources, and the 
district/school/classroom’s culture climate and policies (Osterman et al., 2004). 1 
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Preparing the Reflective Practitioner at Western Michigan University 
 
 Western Michigan University’s teacher education programs strive to prepare 
practitioners who demonstrate a deep understanding of, commitment to, and skill in reflective 
practice in schools.  Such practice is predicated on a commitment to respect and affirm 
diversity, promote success for all students in schools, and respond to the multifaceted issues 
facing children and communities in a global context. 

The Reflective Practitioner model for WMU’s teacher education programs 
demonstrates several overlapping concerns for teachers: Learner, Context, and Content.  
Each of these areas of concern for teachers may be examined independently, but the 
reflective practitioner seeks the intersection of the three when planning and implementing 
instruction.  Reflective practitioners build their understandings upon a foundation of 
interactive experiences with students, with the relevant literature, with action research, with 
community service, and with classes and seminars. 
 Reflective practitioners are, themselves, learners.  They acknowledge their own 
continual learning and seek to model lifelong learning for their students.  Intern Teachers are 
asked to explore their own learning styles and behaviors and to critically examine how their 
experiences may affect their future teaching.  Intern Teachers participate in thoughtful 
discussions about diverse learners and their needs.  Informed by developmental theories and 
supported by guided clinical experiences, they work to construct understandings about 
learners and the processes of learning. 
 Intern Teachers study the complexity of learning and the role of motivation, 
metacognition, and individual differences in professional education courses, and the theory is 
then reflected on in the context of the clinical field experience. Content knowledge, too, seen 
as both fluid and multidimensional, is an essential component of WMU’s teacher education 
programs.  Pre-service teachers engage in inquiry about the structures and principles that 
organize academic disciplines through coursework in those disciplines and through WMU’s 
general education program.  Experiences and courses in professional education further the 
inquiry about content as students seek approaches to transforming content knowledge for 
diverse learners.  Once in the field, pre-service teachers are encouraged to demonstrate their 
pedagogical content knowledge, which involves the ability to communicate, represent, and 
structure inquiry.   
 Context, too, is vital to the reflective practitioner.  Field experiences allow pre-service 
teachers to develop understandings about the variety of contexts in which learning occurs.  



Coursework and seminars challenge candidates to examine historical, economic, cultural, 
social, and ideological influences on education and schooling.  Candidates are encouraged to 
question current practices while understanding the conditions under which those practices 
were developed.  The disposition to inquire is supported through writing assignments, 
seminar discussions, and classroom experiences.   
 Finally, field experiences and professional education coursework engage candidates 
in examinations of the climate of accountability and its impact on curriculum, professional 
development, student motivation, and assessment.  PK-12 practitioners assist faculty and pre-
service teachers in understanding the contextual influences that guide, encourage, and even 
restrict teacher decision-making.  Candidates explore the interaction between standards-based 
curricula and constructivist teaching and learning. 
 Ultimately, then, the combination of course work, advocacy, and field experiences 
coalesce to form the guiding principles upon which the reflective practitioner relies: 
C.L.A.S.S. 
 
Principles: Actions: 
Child/Student 
Advocacy 

Teachers serve as advocates for all children 

Literacy Teachers develop and promote abilities and skills necessary 
for effective perceiving, reflecting, and communicating. 

Activism Teachers actively engage in social and political changes that 
improve their schools, their profession, and their society. 

Self-Development  Teachers model learning as a life-long practice. 
Socially-Grounded 
Learning  

Teachers support cooperative, diverse classroom communities 
to ensure that student learning occurs naturally in formal and 
informal social contexts. 

 
 
The University Cluster Coordinator 
 

Definition and Description 
 

 The University Cluster Coordinator is a university faculty member whose primary 
responsibilities include not only coordination of all seminars, requirements, and personnel 
involved at the site, but also facilitation of the relationships and relationship building among 
the Interns, the Mentors, the Mentor Coaches, and the University personnel involved in the 
program.  The development and support of reflective practitioners involves both a high 
degree of personal interconnectedness and openness of communication; hence, the quality of 
professional field experiences is directly related to the preparation, experience, and expertise 
of the cluster coordinators delivering the services. They should have the knowledge and 
interpersonal skills for guiding intern teachers and for working collaboratively and 
effectively with members of the cluster site as a liaison in the partnership.  According to the 
Association of Teacher Educators (1986), qualities for cluster coordinators include the 
following:   
 



1) Successful teaching experience at elementary or secondary and/or college 
or university levels; 

2) Successful experience as a coordinator or leader in education programs;  
3) Experience with and knowledge of teacher education curricula; 
4) Demonstrated competence in establishing and maintaining effective 

relationship in varied settings and organization structures; 
5) Demonstrated competence in human relations, including the ability to 

work effectively with others and to be receptive to new ideas; 
6) A knowledge of current educational research as it relates to teaching and 

learning in elementary and secondary schools, professional experiences, 
and teacher education; and 

7) The ability to contribute to the body of knowledge on professional 
experiences by participating in research activities and sharing the results 
of research through publications and presentations at state, regional, and 
national meetings. 

 
Not everyone will possess all of these traits at one time, but the effective coordinator will 
display a self-interest in further development of these types of behavior. 
 

Responsibilities of the University Cluster Coordinator 
 

 The cluster coordinator is a person designated by the University to serve as a liaison 
working with personnel at the cluster site.  The cluster coordinator works cooperatively with 
a mentor coach to facilitate opportunities for mentors to define their roles and to explore 
effective strategies for mentoring. These weekly Mentor Seminar meetings are expected to 
begin either the 3rd or 4th week of the semester and continue through the end of the semester, 
with breaks in meetings occurring only if both the Cluster Coordinator and the Mentor Coach 
will be absent, parent-teacher conferences are taking place, or a school-wide event is 
scheduled during the normal seminar time.  In addition, the cluster coordinator is responsible 
for guiding the practice of the intern teachers through regularly scheduled weekly seminars 
that help interns interpret their experiences and provide opportunities for sharing ideas.  
Again, it is expected that seminar will meet unless the Coordinator is absent, parent-teacher 
conferences are taking place, or a school-wide event is scheduled during the normal seminar 
time.  However, Coordinators do have the latitude to substitute a weekly site-based seminar 
for another event at another site.  

 The following list represents additional responsibilities for the cluster coordinator: 
 

1) Work as a team member with the mentor coach(es) to plan, implement, 
and participate in preparation sessions for mentor teachers.  The sessions 
will include discussions regarding the roles of mentor coach and cluster 
coordinator, especially with new mentors, and provide information about 
mentoring and coaching.  Mentor teachers should be included in 
formulating ideas about how to meet the needs of interns; 

 
2) Participate as a member of the School/University Partnership Team 

(SUPT ~ the representative body from all cluster sites) in the College of 



Education and communicate with other University and school-district 
personnel to refine, implement, and evaluate the internship program; 

 
3) Contribute to the establishment and dissemination of policies necessary 

for administering the internship program; 
 

4) Participate with the cluster site’s mentor coach and principal in specifying 
criteria for selecting mentors;  

 
5) Notify Interns in writing of specific school and mentor placement and 

starting date, as well as providing them with the completed syllabus listing 
policies and requirements for the Intern Seminar; 

 
6) Plan and implement orientation for new Interns and farewell for exiting 

interns; 
 

7) Coordinate the professional experiences of the Intern teachers in the 
internship through collaborative efforts with the school’s administration 
and mentor teachers; 

 
8) Maintain appropriate records and data on the progress of the Intern 

teachers; prepare plans of assistance for Interns, when necessary, in 
collaboration with the mentor teacher; 

 
9) Complete a minimum of one formal observation before mid-term and 

another after mid-term;  
 

10) Participate with the mentor coach in planning ways to enhance the 
mentors’ and the mentor coach’s skills 

 
11) Schedule Teacher Certification and Career Development staff to meet with 

their Interns; 
 

12) Assist Interns and Mentors with evaluations, collect and turn in self-
reflective and Mentor Mid-term and Final evaluations. 

 
13) Turn in final grades for both Intern teaching and seminar.  Grades will be 

recorded on the designated University website. 
 

14) Provide written plans of assistance for Interns who have received “focused 
attention needed” marks on their mid-terms.  Coordinators will collaborate 
with the interns, mentor teacher and, if appropriate, the building mentor 
coach, in writing a plan of assistance and in conducting follow-up 
observations and meetings.  Plans of Assistance must be forwarded to the 
WMU Office of Field Placement. 

 



Additional (Optional) Responsibilities 
 

1) Participate in the annual Teacher Fair 
2) Write Reference letters, when appropriate, upon request of their Interns 
3) Act as a Telephone Reference 
4) Do informal “drop in” observations 
5) See samples of Intern Lesson Plans 
6) Familiarize Interns with relevant community services, i.e., K/RESA 
7) Provide a mock Interview experience during the semester 
8) Provide speakers to deal with issues relating to special needs students 

 
Note:  In cluster sites where there is not mentor coach, responsibilities of the mentor coach 
will be absorbed by the cluster coordinator. 
 
Mentor Coach 

Definition and Description 
 

 A Mentor Coach is an experienced teacher at a cluster site, designated by the 
University, who participates in intensive mentor teacher preparation at the University and 
who coordinates and facilitates the work at the cluster site with other mentors and with the 
University cluster Coordinator.  An effective mentor coach must perform the role of a mentor 
and a coach simultaneously, creating a shared sense of purpose and responsibility among the 
mentor teachers and possessing interpersonal skills conducive to creating comfortable team 
relationships.  Qualities that assist the mentor coach in promoting an effective coaching 
relationship (Neubert and Bratton, 1987) include being 
 
 Knowledgeable about teaching and learning; 
 
 Credible with demonstrated success in the classroom; 
 
 Supportive with honest praise and constructive feedback 
 
   Facilitative by recommending, encouraging, and assisting; 
 
 Effective as a communicator; and 
 
 Accessible to other mentor teachers for consultations. 
 
As with the Cluster Coordinators, not everyone will possess all of these traits at one time, but 
the effective Mentor Coach will display a self-interest in further development of these types 
of behaviors. 
 

Responsibilities of the Mentor Coach 
 

1) Plan, implement, and participate in Mentor Teacher Orientation 
Sessions and regular seminars to provide information about mentoring 



and to solicit questions and ideas from mentor teachers about their 
roles as mentors.  This may be carried out in a collaborative or teaming 
relationship with the cluster coordinator. (At cluster sites where no 
mentor coach is assigned, the cluster coordinator absorbs these 
responsibilities.) 

 
2) Participate on the School/University Partnership Team and maintain 

ongoing communication with other University and school district 
personnel; 

 
3) Study and evaluate the cluster program in order to suggest 

programmatic adjustments based on carefully documented 
information; 

 
4) Complete necessary paperwork assigned by the Coordinator of Field 

Placements and Director of Teacher Education as it relates to working 
with University interns in the cluster site; 

 
5) Model a sense of commitment to the cluster program; 

 
6) Model the actions of self-analytical behavior through reflective 

thinking practices in working with the mentor teachers; 
 

7) Use appropriate questioning and listening skills in guiding the mentor 
teachers to use similar strategies when working with the intern 
teachers; 

 
8) Demonstrate the benefits of reflective thinking, collaboration, and 

group problem-solving; 
 

9) Attend Intern seminars as time permits; and 
 

10) Support the development of all Interns in Collaboration with the 
Cluster Coordinator and Mentor Teachers 

 
Mentor Teacher 
 

Definition and Description 
 
 A Mentor Teacher is an experienced teacher who guides the practice of an individual 
Intern Teacher, or an Intern pair, and who participates regularly in studying and reflecting 
about his/her role with other mentor teachers and a University cluster coordinator.  Highly 
effective and influential mentor teachers are 
 

1) Respected by students, parents, and professional colleagues; 



2) Participants in local, regional, state and/or national professional organizations 
and/or community service groups; 

3) Lifelong learners; 
4) Knowledgeable about subject matter, developmental learning, and instructional 

strategies with a repertoire of skills for applying their knowledge in classroom 
teaching; 

5) Experienced in working positively with adults; 
6) Sensitive to the viewpoints and the diversity in thinking of other colleagues; 
7) Active, open, and critical listeners; 
8) Competent communicators; 
9) Competent in using appropriate social and public relations skills; and 
10) Accessible and approachable for team work, planning, and problem-solving. 

 
This profile does not suggest that mentor teachers possess every characteristic listed.  Instead 
this profile suggests characteristics that mentor teachers are beginning to model and work 
toward developing.  Mentor teachers should have a minimum of three years of successful 
teaching experience. 
 

Responsibilities of the Mentor Teacher 
 

 Being a Mentor Teacher involves work beyond the demands of being a classroom 
teacher.  However, we assume that the mentor teacher will benefit from having another 
prepared adult in the classroom with whom s/he will co-teach.  We also assume that the 
mentor teacher will involve other professional staff in the building to help provide support 
and information for the intern.  The role of a mentor teacher includes the following: 
 

1) Co-teaching on a daily basis 
 

2) Assisting Intern teachers in continuing to build a philosophical and pedagogical 
foundation; 

 
3) Guiding Intern teachers to apply newer conceptions of learning; 

 
4) Creating a supportive environment in which to practice instructional strategies 

without fear of failing; 
 

5) Modeling and involving Intern teachers in the practice of reflective self-
assessment; 

 
6) Facilitating the independence of Intern teachers in planning, teaching, and self-

evaluation; 
 

7) Involving Intern teachers in collaborative team efforts; 
 

8) Observing Interns on a regular basis and providing them feedback regarding their 
teaching; 



 
9) Assessing and evaluating the growth and progress of Intern teachers; and 

 
10) Collaborating with the cluster coordinator and Mentor Coach by attending and 

participating in weekly Mentor Seminars. 
 
 
 
The Intern Teacher 
 
 An Intern Teacher is a University student who is assigned full time for one semester 
to a school and who is preparing to be a teacher by studying and practicing under the 
guidance of a Mentor teacher.  Being an Intern teacher is a very demanding personal, 
professional, intellectual, and emotional experience.  Students come to the situation with 
varied stages of readiness for meeting expectations of the program and will different talents 
and degrees of prior knowledge and experiences.  Some know intuitively what to do and 
some will require more guidance.  Listed below are suggested areas where Intern teachers my 
need assistance: 
 

1) Exhibiting basic acts of professionalism regarding confidentiality and procedures 
for following proper channels in communications and problem-solving; 

 
2) Applying instructional strategies in the classroom; 

 
3) Using technological equipment and instructional materials; 

 
4) Asking questions or seeking assistance from the Mentor Teacher or other 

personnel; 
 

5) Communicating concerns about their abilities and potential to carry out 
expectations; 

 
6) Reflecting about practice and requesting feedback from the Mentor teacher; 

 
7) Dealing with feeling overwhelmed; 

 
8) Pacing themselves; 

 
9) Setting realistic goals and expectations for themselves; and 

 
10) Moving through phases of developmental growth. 

 
 
 
 

 



 
Dispositions for Professional Educators 

 
“Enabling Dispositions” 
These must be demonstrated prior to beginning the internship.  Students will be evaluated 
during classes and field experiences.  If any instructor has a concern about a student’s 
understanding or demonstration of any of these dispositions, the student will be referred to a 
Professional Standards Committee at the department or college level. 
 

PERSONAL QUALITIES PROFESSIONAL QUALITIES 
•       Consistent Punctuality • Commitment to professional growth 
• Consistent Dependability • Willingness to work in partnership 
• Honesty with colleagues • Demonstrated commitment to  

diversity 
• Fairness • Values intellectual inquiry 
• Tolerance of diverse views • Demonstrated social and moral 

responsibility 
• Professional Appearance • Demonstrated self-reflection 
• Professional judgment • Demonstrated genuine caring for 

other people 
• Personal initiative  
• High Expectations for professional        

performance 
 

 
“Professional Dispositions” 
These dispositions must be demonstrated during the internship experience and will be 
evaluated by the mentor teacher and by the teacher education candidate. 
 
Understands the central concepts, tools of inquiry, & structures of the discipline(s). 

1. The Candidate demonstrates recognition that subject matter knowledge in not a 
fixed body of facts but is complex and ever evolving.  S/he keeps abreast of new 
ideas and understandings in the field. 

2. The Candidate demonstrates appreciation of multiple perspectives and conveys to 
learners how knowledge is developed from the vantage point of the knower. 

3. The Candidate demonstrates enthusiasm for the discipline(s) s/he teaches and sees 
connections to everyday life. 

4. The Candidate demonstrated commitment to continuous learning and engages in 
professional discourse about subject matter knowledge and student’s learning of 
the discipline. 

 
Understands how children learn and develop. 
5. The Candidate demonstrates appreciation of individual variation within each area 

of development, shows respect for the diverse talents off all learners, and 
demonstrates commitment to help them develop self-confidence and competence. 

6. The Candidate demonstrates a disposition to use students’ strengths as a basis for 
growth, and their errors as an opportunity for learning. 



 
Understands how students differ in their approaches to learning. 
7. The Candidate demonstrates a belief that all students can learn at high levels and 

persists in helping all students achieve success. 
8. The Candidate demonstrates an appreciation and value of human diversity, shows 

respect for students’ varied talents and perspectives, and demonstrates 
commitment to the pursuit of “individually configured excellence.” 

9. The Candidate demonstrates respect for students as individuals with differing 
personal and family backgrounds and various skills, talents, and interests. 

10. The Candidate demonstrates sensitivity to community and cultural norms. 
11. The Candidate makes students feel valued for potential as people, and helps them 

learn to value each other. 
 
Understands and uses a variety of instructional strategies. 
12. The Candidate demonstrates that s/he values the development of students’ critical 

thinking, independent problem solving, and performance capabilities. 
13. The Candidate demonstrates that s/he values flexibility and reciprocity in the 

teaching process as necessary for adapting instruction to student responses, ideas, 
and needs. 

 
Understands individual and group motivation and behavior. 
14. The Candidate takes responsibility for establishing a positive climate in the 

classroom and participates in maintaining such a climate in the school as a whole. 
15. The Candidate demonstrates an understanding of how participation supports 

commitment, and demonstrates commitment to the expression and use of 
democratic values in the classroom. 

16. The Candidate demonstrates that s/he values the role of students in promoting 
each other’s learning and recognizes the importance of peer relationships in 
establishing a climate of learning. 

17. The Candidate demonstrates recognition of the value of intrinsic motivation to 
students’ lifelong growth and learning. 

18. The Candidate demonstrates commitment to the continuous development of 
individual students’ abilities and shows consideration of how different 
motivational strategies are likely to encourage this development for each student. 

 
Uses knowledge of effective verbal, nonverbal, and media communication 
techniques. 
19. The Candidate demonstrates recognition of the power of language for fostering 

self-expression, identity development, and learning. 
20. The Candidate demonstrates that s/he values many ways in which people seek to 

communicate and encourages many modes of communication in the classroom. 
21. The Candidate is a thoughtful and responsive listener. 
22. The Candidate demonstrates an appreciation of the cultural dimensions of 

communication, responds appropriately, and seeks to foster culturally sensitive 
communication by and among all students in the class. 

 



Plans instruction based upon knowledge of subject matter, students, the community, 
and curriculum goals. 
23. The Candidate demonstrates that s/he values both long term and short term 

planning. 
24. The Candidate demonstrates a belief that plans must always be open to adjustment 

and revision based on student needs and changing circumstances. 
25. The Candidate demonstrates that s/he values planning as a collegial activity. 
 
Understands and uses formal and informal assessment strategies. 
26. The Candidate demonstrates that s/he values ongoing assessment as essential to 

the instructional process and recognizes that many different assessment strategies, 
accurately and systematically used, are necessary for monitoring and promoting 
student learning. 

27. The Candidate demonstrates a commitment to using assessment to identify 
student strengths and promote student growth rather than to deny students access 
to learning opportunities. 

 
Is a reflective practitioner. 
28. The Candidate demonstrates that s/he values critical thinking and self-directed 

learning as habits of mind. 
29. The Candidate demonstrates a commitment to reflection, assessment, and learning 

as an ongoing process. 
30. The Candidate demonstrates a willingness to give and receive help. 
31. The Candidate demonstrates a commitment to seek out, develop, and continually 

refine practices that address the individual needs of students. 
32. The Candidate demonstrates recognition of his/her professional responsibility for 

engaging in and supporting appropriate professional practices for self and 
colleagues. 

 
Fosters relationships with school colleagues, parents, and agencies. 
33. The Candidate demonstrates that s/he values and appreciates the importance of all 

aspects of a student’s experience. 
34. The Candidate demonstrates concern about all aspects of a student’s well being 

(cognitive, emotional, social, and physical), and is alert to signs of difficulties. 
35. The Candidate demonstrates willingness to consult with other adults regarding the 

education and well being of his/her students. 
36. The Candidate demonstrates respect for the privacy of students and confidentiality 

of information. 
37. The Candidate demonstrates willingness to work with other professionals to 

improve the overall learning environment for students. 



 
SAMPLE SCHEDULE FOR INTERN TEACHER  

16-WEEK INTERNSHIP EXPERIENCE  
Please remember that this is only an example. Your situation will determine your actual schedule.  
 

PRIOR TO INTERN TEACHING  
Interview with Mentor Teacher  Determine whether this is a good “match” and set up 

additional times to meet  
Observations of Mentor Teacher  Intern observing mentor’s teaching style and developing 

understandings of curriculum & students  
Conferences and Discussions Between Intern & Mentor  Be sure to discuss expectations and any concerns, classroom 

organization & management, grading procedures, possible 
units the intern will teach, school rules & procedures.  
Make necessary introductions (clerical staff, other teachers)  

 
INTERN AND MENTOR TASKS DURING THE BEGINNING PHASE (WEEKS 1 & 2)  

Attendance procedures  Taking attendance will help the intern learn student names, 
become familiar with the school procedures, and provide an 
opportunity to immediately engage in classroom activities.  

Small group work  From the first day, interns can work with students who have 
been absent to review material, help monitor small group 
activities & labs, and assist students with special needs  

Co-teaching  In the early phases, the mentor will do the majority of the 
planning and the intern will assist. Gradually, the intern will 
take on the major responsibility for planning and teaching 
with the assistance of the mentor.  

Goals for the Initial Phase  Orientation to the school and the class, learning names and 
routines, preparing future lessons, developing a higher 
degree of comfort in the setting, grading papers and tests 
using the mentor’s rubric (to help orient the intern to the 
curriculum and the students)  

Observations  Including the Mentor, some beginning teachers, expert 
teachers, special education resource rooms, various academic 
disciplines and grade levels  
(Note: Set specific goals to guide the observations)  

Planning for the experience  Opportunities for student interaction (with and without 
mentor teacher), set schedules for the intern’s units & 
classes, add responsibilities as appropriate.  

 
THE “SUSTAINED TEACHING” PHASE (WEEKS 3-14)  

Intern Responsibilities  Specific classes and units become the responsibility of the 
intern with greater emphasis placed on the intern’s role in 
planning, implementing, and assessing instruction. The 
intern prepares a midterm self-reflective evaluation and 
shares it with the mentor.  

Mentor Responsibilities  The mentor provides support and feedback for the intern 
through frequent formal and informal observations of the 
intern’s teaching. The mentor continues to co-teach with the 
intern, with a reduced responsibility for the planning and 
implementation of lessons. The mentor maintains records of 
the intern’s performance, prepares the midterm evaluation 
and shares it with the intern and university coordinator. The 
intern will teach classes while the mentor attends mentor 
meetings and consults as needed with the university 
coordinator. A difficult but necessary task for the mentor is 
to balance supervision of the intern supervision with 
allowing the intern to develop autonomy in the classroom. 



 
University Coordinator Responsibilities  The coordinator should provide feedback to both interns and 

mentors, assess the intern’s teaching and planning skills, 
collect and read the intern and mentor midterm evaluations, 
assist the intern and mentor in problem-solving, and address 
emerging internship issues within mentor meetings and 
intern seminars.  

Other School Personnel  Administrators, school counselors, teachers and other 
professionals in the building will continue to serve as models 
for the intern, and may observe the intern’s teaching and 
interaction with students as appropriate.  

 
CONCLUDING PHASE (WEEKS 15 & 16)  

Intern  The intern will continue focused observations of other 
teachers and levels, and may schedule interviews with 
building administrator (if desired). The intern should 
complete projects and units with students, maintain clear 
records of assessments made during intensive teaching phase 
and share those records with the mentor. The final self-
reflective evaluation must be written and shared with mentor 
according to the schedule set up by the university 
coordinator. The intern must read and sign mentor’s final 
evaluation.  

Mentor  The mentor will resume major responsibility for planning, 
implementing and assessing instruction by easing the intern 
out of major teaching responsibilities for some classes. The 
mentor may assist in arranging focused observations to 
address the intern’s strengths and weaknesses. The final 
evaluation should be written and shared with the intern and 
the university coordinator.  

University Coordinator  Final evaluations should be collected, read, and signed by 
the coordinator by the deadline established by the Office of 
Field Placements. The coordinator should verify that all 
forms have been signed prior to submitting the forms to the 
Office of Field Placements. Coordinators will assist the 
intern and mentor in making a smooth transition to the 
intern’s final days of the experience. The coordinator should 
seek feedback from mentor and intern about the internship 
program and should share that information with the Office of 
Field Placements.  

Other Reminders  Grades are determined by the university coordinator after 
consultation with the mentor. All parties should remember 
that interns frequently feel “ready to go” a few weeks before 
the internship is completed. Some tact may be required in 
helping the intern understand the important tasks of this 
phase of internship. Evaluation forms must be signed by all 
parties with original copies of the evaluations submitted to 
the Office of Field Placements. Both interns and mentors 
should retain copies of the evaluations for their own files.  



 
 
 
 

Section Two: 
In Partnership with Interns 



 
ED 4100: Intern Teaching Seminar 

ED 4710 or ED 4750:  Intern Teaching ~ Field Component 
 
Semester/Year 
 
Instructor: Name, e-mail address, office, phone, best contact method and time 
 
Place and Time for Seminar: 
 
Course Prerequisites: Successful completion of all professional studies courses. 
 
Required Texts and Materials: Intern Handbook (Download from WMU/College of 

Education/Field Studies web site)  
(Include any other required materials here.  If you’ve optional 
materials you’d like to suggest, add those under a separate heading, 
“Optional Materials.”) 
 

Course Description: “The seminar will be directly related to the student’s classroom 
experiences; it will further the student’s practical understanding of research on effective teaching and 
effective schools, help to refine their techniques of effective classroom management and curriculum 
design, and enhance the students’ sense of their own teaching style.  The seminar will build the students’ 
self-images as professionals as they are encouraged to take professional responsibility and to practice 
professional ethics.  It is in the seminar that the ongoing Teaching Portfolio will be completed and 
reviewed by faculty committee.”  
 --WMU Undergraduate Catalog 
 
The Conceptual Framework, Program Goals/Outcomes, and Course Objectives 
 

Since the early 1990’s, WMU’s teacher education programs have reflected the theme “Preparing 
the Reflective Practitioner,” based on the work of Zeichner & Liston (1987), Shulman (1987), and Schon 
(1983).  The task of bringing the Conceptual Framework into the 21st Century has been predicated on the 
belief that the “reflective practitioner” continues to be a valid and dynamic focus for teacher preparation. 
Materials used throughout the teacher education programs reflect the theme, its sources, and the broad 
goals it implies for the preparation of professionals for the schools. 
 

GUIDING PRINCIPLES: C.L.A.S.S. 
 
The following principles have guided the development of the teacher preparation programs at WMU and 
continue to serve as the foundational beliefs reflected by faculty, staff, and students.  The principles were 
developed through discussions with faculty, candidates, and practitioners during seminars, faculty 
meetings and School/University Partnership Team (SUPT) meetings over the course of several years. 
These principles inform decisions about curricular changes, candidate admission and progress, cluster site 
selection, and faculty hiring.  They are embedded throughout coursework and are demonstrated in the 
components of “Preparing the Reflective Practitioner.” 
 
Principles: Actions: 
Child/Student Advocacy Teachers serve as advocates for all children 
Literacy Teachers develop and promote abilities and skills necessary for 

effective perceiving, reflecting, and communicating. 



Activism Teachers actively engage in social and political changes that 
improve their schools, their profession, and their society. 

Self-Development 
 

Teachers model learning as a life-long practice. 

Socially-Grounded 
Learning  

Teachers support cooperative, diverse classroom communities to 
ensure that student learning occurs naturally in formal and informal 
social contexts. 

 

PROGRAM GOALS AND INTENDED CANDIDATE OUTCOMES 
 

Implementation of the conceptual framework is supported through the following six outcome 
statements.  Students are encouraged to examine the extended descriptions of the outcome areas available 
through the College of Education website and provided in professional education course syllabi. 
 

I. Teaching Practice: The candidate demonstrates best practices in teaching to assure 
student learning. 

II. Understanding Learners: The candidate studies and uses a developmental, 
student-centered approach that nurtures the whole person. 

III. Assessment: The candidate analyzes and sets appropriate goals and utilizes various 
methods of assessment. 

IV. Professional Conduct and Self-Development: The candidate possesses the 
knowledge, skills and dispositions necessary for effective teaching and learning and 
commits to the idea that learning how to teach is a lifelong process. 

V. Professional Understanding: The candidate reflects about and demonstrates 
understanding of pedagogy and content areas central to teaching. 

VI. Diversity in the School Environment: The candidate creates cooperative, 
multicultural communities of learning within classrooms and demonstrates 
culturally responsive practice. 

 
Course Objectives (MI Entry-Level Teacher Standards) 

 
 All Intern teachers will be expected to either meet expectations for an entry-level teacher in the 
current Michigan State Standards, or be progressing toward expectations by the end of the intern teaching 
semester.  Please consult the Office of Field Placements website for the current Michigan State Standards. 
 
Course Policies 
 
Diversity Statement: Western Michigan University’s College of Education maintains a strong and 
sustained commitment to the diverse and unique nature of all learners, and to maintaining high 
expectations for each student. 
 
Academic Integrity: You are responsible for making yourself aware of and understanding the policies 
and procedures in the Undergraduate Catalog (pg 268-269) that pertain to academic integrity.  These 
policies include cheating, fabrication, falsification and forgery, multiple submission, plagiarism, 
complicity and computer misuses.  If there is reason to believe you have been involved in academic 
dishonest, you will be referred to the Office of Student Conduct.  You will be given the opportunity to 
review the charge(s).  If you believe you are not responsible, you will have the opportunity for a hearing.  
You should consult with me if you are uncertain about an issue of academic honesty prior to the 
submission of an assignment or test. 



 
Students with Special Needs:  Any student with a documented disability (physical, learning, psychiatric, 
vision, hearing, etc) or other special needs who needs to arrange reasonable accommodations must contact 
the professor and the appropriate Disabilities Services office at the beginning of the semester. 
 
Western Michigan University Student Code: Appendix D: President’s Statement on Racial and 
Ethnic Harmony: 
 Western Michigan University is firmly committed to the principles of racial equality and 
nondiscrimination.  On its campus, students, faculty, and staff of many races and ethnic backgrounds live 
and work closely together day by day.  This racial and ethnic mix brings richness and diversity to the 
cultural, intellectual, and personal dimensions of campus life.  The University benefits from this diversity 
and seeks to enhance it. 
 All members of the University are expected to contribute to an atmosphere of racial and ethnic 
harmony on campus, displaying tolerance for cultural differences and courtesy and civility in discourse 
with students, faculty, and staff to diverse backgrounds and origins.  In this environment there is no room 
for derogatory comments of a racial nature, be they in the form of slurs, posters, songs, jokes, graffiti, or 
the like. 
 Most members of the campus community need not be reminded of the institutional position in this 
regard.  The very few who need the admonition must realize that the University will take the strongest 
possible action, including dismissal, against those who through racist acts bring discord to this campus. 
 
Instructor Policies, Instructional Methods and Activities: 
 
In this section, instructors must detail individual policies (i.e., attendance, late assignments, etc.), as well 
as providing brief descriptions of the logistics of the required assignments (i.e., observations, journaling, 
etc.).  Finally, instructors must provide a brief description of the teaching models to be used in the 
seminar.   
 
Seminar Requirements: Graded Assignments 
 
 iWebfolio       50 points 
 Journaling/Reflective Writing     50 points 
 Portfolio (May include resume, philosophy of teaching, 
   Cover letter, sample lessons, etc.)  25 points 
 Seminar Attendance, Participation and Preparation  25 points 
         
Field Experience Requirements: University Required (Internship Failure without these) 
 
 Impact on Student Learning Assignment 
 Minimum of 3 formal Coordinator Observations (Cluster Site) 
 Midterm self-reflective evaluation  
 Final self-reflective evaluation 
 
Course Grading Scale 
  
 A = 94% or above  C = 72% - 76% 
 BA = 88%-93%  DC = 67% - 71% 
 B = 83% - 87%  D = 62% - 66% 
 CB = 77% - 82%  E = 61% or below 
 
Tentative Seminar Schedule 



 



 
 
 

 

 

 

 

 

 

 

 
 
 
 
 
 
 
 

HOME 

AGENDA 

ONLINE 

INTERNS 

RESOURCES 

MOTIVATION 

PLANNING 

MCOATT 

September 6th 7:30-8:15 Parkwood and Winchell Interns meet in Winchell's library.  Click 
here for the agenda. Please bring a copy of the mid-term evaluation.  You can print a 
copy and see the Intern handbook at  www.wmich.edu/coe/intern/  
 

September 7th 7:30 - 8:30 Moorsbridge interns meet in the library.  Click here for the 
agenda.  Please bring a copy of the mid-term evaluation.  You can print a copy and see 
the Intern handbook at  www.wmich.edu/coe/intern/  
 

September 12th 7:30-9:00 a.m. seminar at  Winchell - Winchell and Parkwood Interns 
meet in the library.   ITIP lesson planning Click here for the agenda and assignments. 
 

September 14th 7:30-9:00  Moorsbridge Interns meet in the library.  ITIP lesson planning. 
Click here for the agenda and assignments 
 

September 21st 7:30 Meet at K/RESA -  Moorsbridge, Winchell and Parkwood Interns 
meet at K/RESA.  Click here for K/RESA's webpage and directions. 
 

September 26 7:30-8:40 seminar in Parkwood's library.  Winchell and Parkwood Interns 
meet in the library.   Philosophy statements should be completed and uploaded to your 
iWebfolio site.  Please bring a hard copy to seminar.   
 

September 28th Moorsbridge Interns meet in the library.  Philosophy statements should 
be completed and uploaded to your iWebfolio site.  Please bring a hardcopy to seminar. 
 

October 4th 3:00 p.m. at the Fetzer Center.  Deveta Gardner will present a two hour 
session on Career Development. 
 

October 10th 7:30-9:00 a.m. seminar at Parkwood.  Winchell and Parkwood Interns meet 
in Parkwood's library.   Anticipatory sets - Click here for the agenda. 
 

October 12th 7:30-9:00 a.m. Moorsbridge Interns meet in the library.  Anticipatory sets - 
Click here for the agenda. 
 
MID-TERM SELF REFLECTIVE EVALUATIONS DUE TO MENTOR TEACHERS THIS 
WEEK. OCTOBER 16-20TH.  BRING COMPLETED AND SIGNED FORMS TO NEXT 
WEEKS SEMINAR 
 

October 17th 7:30-9:00 a.m. seminar in Marti Bielby's room.  Moorsbridge, Parkwood and 
Winchell Interns meet at Indian Prairie School. 
 

October 24th 7:30 8:40 Parkwood and Winchell Interns at Winchell.  Artifactivity (an 
activity to help prepare your iWebfolio).  We'll have an open discussion and share ideas. 
Please bring this linked evaluation sheet with you to seminar. 
 

ED 4100  
Fall 2006 Schedule  

 
Dave Clark - Seminar coordinator 

INTERVIEWS 
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October 26th 7:30 - 9:00 a.m. Moorsbridge Interns meet in the library. Artifactifity (An activity to 
help prepare your iWebfolio).  We'll have an open discussion and share an ideas.  Please bring 
this linked evaluation sheet with you to seminar. 
 

October 31st  Parkwood and Winchell at Parkwood.   Large group sharing ideas or "what's 
happening" in your room.  Discussion about solo/lead weeks, small group discussions, Brain 
Gym and "Problem Solvers.  Please plan to meet from 7:30 to 9:15 today.  If you have a conflict 
you'll need to attend Thursday's Moorsbridge seminar. 
 

November 2nd Moorsbridge Interns meet in the library.  Large group sharing ideas or "what's 
happening" in your room.  Discussion about solo/lead weeks, small group discussions, Brain 
Gym, and "Problem solvers".  Please plan to meet from 7:30 to 9:15 today.  If you have a conflict 
you'll need to attend Tuesday's seminar at Parkwood.   
 

November 7th 7:30 a.m. Parkwood, Moorsbrige and Winchell Interns meet at Winchell.  Pam Ide 
and Juliann Caldwell will present their use of "learning centers" in both 1st and 3rd grade 
classrooms.  Each teacher will make a short presentation followed by a group discussion. 
 

November 16th 7:30 - 9 a.m. Winchell, Parkwood and Moorsbridge Interns Teacher Certification 
Session at Winchell/ with Jane Kramer.  If you're unable to make this session you need to attend 
the 7:30 a.m. meeting at Arcadia Elementary or the 4 p.m. session at the West Main Professional 
Center on the 14th.  There's also a 2:30 p.m. session on November 16th at the West Main 
Professional Center.  Please let me know if you're not going to be at our seminar on the 16th and 
I'll also give you directions to the alternate sites. 
 

November 19th 8:30 p.m. online chat about parent teacher conferences. No seminars this week 
due to parent conferences and Thanksgiving break. Click here to enter the chat room.   
 

SELF-REFLECTIVE EVALUATIONS ARE DUE TO YOU MENTOR TEACHER DURING THE WEEK 
OF THE 28TH. 
 

November 30th 7:30 a.m.  Parkwood, Winchell and Moorsbridge Interns meet at Moorsbridge.  
We'll have a panel of new teachers talking about the getting a job and the first year of teaching. 
Please come with one or two questions!   Directions: 
Go south on Oakland Drive, past I-94, to Romance Road and turn right.  About one mile down 
Romance Rd. you'll come to Moorsbridge Rd. on the left.  Moorsbridge Elementary is the second, 
one story building, beside the middle school.   
 

FINAL SELF-REFLECTIVE AND MENTOR EVALUATIONS DUE ON DECEMBER 5TH.  PLEASE 
BRING SIGNED EVALUATIONS TO OUR MEETING ON THE 13TH.  I'll also begin coming to your 
rooms this week and check ED 410 projects, i.e., Impact on Student Learning, Centers or units, 
idea box and video critique sheets. 
 

December 7th 4-6 p.m.  Mock Interviews at Winchell.  Moorsbridge, Winchell and Parkwood 
Interns will have Mock interviews.  Click here for a list of the questions most often asked during 
an interview. 
 

December 13th Wednesday 8:30 a.m. Intern Breakfast at Rykse's  
 

December 14th Interns last day  Moorsbridge Interns will report on the 15th. 
 

December 16th Commencement 
 
 
Please click here for a video critique sheet.  Use this form when viewing another intern’s video. 
 

http://daveandnancy.homestead.com/mid-semester_report.doc
http://daveandnancy.homestead.com/mid-semester_report.doc
http://daveandnancy.homestead.com/Discussion.html
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http://daveandnancy.homestead.com/Interview.html
http://daveandnancy.homestead.com/Videoreview.html


 
 
 
 

REFLECTIVE JOURNALS  
 
 

PURPOSE  
 
Journaling is a means for providing interns opportunities to reflect about their practice. Regular entries in the journal 
will also serve as a collection of anecdotes and topics and will stimulate dialogue and sharing in the intern seminars. 
The journal can also become a running record of the progress made in the teaching/learning process, a list of tasks 
completed, situations observed, questions raised, and, perhaps, solutions discovered.  
 
 
PROCESS  
 
In the process of becoming a reflective practitioner and a student of the teaching/learning process, writing in a 
journal is one way of capturing interpretations of happenings in the classroom, the school setting, seminars, and 
other related events or activities.  
 
Sometimes the entries may be stimulated by an assignment from the seminar. In these cases, the entries will be an 
important part of the agenda for discussion at that meeting.  
 
 
QUESTIONS  
 
The following questions may help to stimulate the reflective writing process:  
 
>  How am I feeling about my intern experience and progress as a teacher/learner?  
 
>  What happened today that I did not understand or agree with?  
 
>  Why did I agree or disagree with what happened?  
 
>  What questions or ideas about teaching or classroom procedures did this create for me?  
 
>  How or where can I begin to search for answers or solutions to these questions or dilemmas?  
 
>  What principle or theory about teaching and learning can I draw on from what I am observing and 

thinking?  
 
>  How does what has happened in the classroom relate to past experiences in preparatory coursework or 

practice?  
 
>  How does what has happened in the classroom or school-related experiences connect to information or 

issues presented and discussed in the seminars?  
 
The journal is expected to be an important component of the intern experience and an integral part of the intern 
seminars.



OWNER HELP  
 

Setting up an Owner Account Using an iWebfolio Registration Card:  
 

1. Open your browser and enter the URL http://www.iwebfolio.com. (If you are using a PC, you 
may use Internet Explorer, Netscape, or Firefox. On a Mac, you should use Firefox. Some features 
of iWebfolio will not function in other browsers.)  
 
2. A pop-up window may appear depending on your browser. Click the 'OK' button to continue.  

 
3. Click the 'SIGN UP NOW!' button.  
 
4. You’ll be asked whether you want to sign up for version 2 or version 3. You MUST select 

version 3. 
 

5. Enter 'wmu' in the Affiliation Code box and then click the 'next' button.  
 

6. A pop-up window will appear. Click the 'OK' button to continue.  
 

7. Scroll all the way to the end. Check the box in front of 'I have read and accept the Nuventive' 
privacy policy' and then click the 'accept' button.  

 
8. Furnish information for each box. You may want to print this page for your records. Then click 
the 'next' button.  
 

9. You’ll be asked about payment method. Click the button in front of 'iWebfolio Registration Card'. 
Furnish information for each box as it appears on your card and then click the 'next' button.  
 

10. Verify that the Serial Number and Registration Code are correct, then click the "finish" button.  
 

11. Record your confirmation number, then click the "go to iWebfolio" button.  
 

12. You may now login to iWebfolio using the login name and password you entered during the 
signup process.  

 
Excerpts from iWebfolio “Help”:  
 
•  What is a Portfolio?  

A portfolio is a carefully selected collection of artifacts used to show an individual’s growth, 
capabilities, competencies, and experiences. Portfolios may include a variety of different artifacts: 
text files, multi-media files, experiences, reflections, journal entries, work experience, skills, 
learning objectives, learning goals and more. A portfolio owner (e.g., student) can create an 
unlimited number of portfolios that can be organized and displayed according to purpose and / or 
audience.  

 
•  What can I include in an iWebfolio portfolio?  

The various artifacts used in iWebfolio fall into one of three categories: Files, Items, or Web Sites. 
When you choose to add a new artifact to your iWebfolio account, you will select whether it is a 
digital ‘File’ you will upload, an ‘Item’ you will create within iWebfolio, or the home page address 
of a ‘Web Site’ you have uploaded into iWebfolio.  

 
•  Why would I want to create a portfolio based on a template?  

A template provides a starting point and a structure for creating a new portfolio. Often, templates 
are based on standards, criteria, or outcomes of a program. Templates might also reflect the 



expectations of external agencies or requirements for licensure. For example, a template might be 
based on input from potential employers about their preferences when screening job applicants.  

 
•  How do I create a portfolio based on a template?  

1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘Create New Portfolio’ near the top center of the screen. You will be asked whether 

you would like to base the portfolio on a template.  
3.  Select ‘Yes’. A list of available templates will be displayed. The templates are organized into 

folders represented on the left while the templates in the selected folder are listed in the 
center.  

4.  If you wish to view the template before starting, click ‘View’ to the right of the appropriate 
template. If you are ready to begin creating your new portfolio, click ‘Select.’  

5.  If default permissions have been set by the template, you will see a list of reviewers who will 
have access to your portfolio. If you wish to revoke permissions you may click ‘Remove’ to 
the right of the reviewer name. When you remove reviewers, they will not be able to view 
your portfolio.  

6. Click ‘next’  
7. Your name, along with the portfolio name and description, will be presented. If a default 

portfolio name was not provided from the template you must provide a portfolio name.  
8. Click ‘save’. You will be taken into the portfolio where you can begin adding artifacts.  
 

 
•  Why would I want to create a portfolio without using a template?  

Because iWebfolio permits you to create as many different portfolios as you wish, you may want to 
create portfolios for audiences or purposes not addressed in the templates developed at your 
institution. For example, you could create a portfolio as a way to share family photos or as a means 
of sharing multiple documents with a group of people.  

 
 
•  How do I create a portfolio without using a template?  

1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘Create New Portfolio’ near the top center of the screen. You will be asked whether 

you would like to base the portfolio on a template.  
3.  Select ‘No’.  
4.  Click ‘next’  
5.  Your name will be presented. You must provide a portfolio name.  
6.  Click ‘save’  
7.  You will be taken into the portfolio where you can begin adding artifacts.  

 
•  How do I change something in an existing portfolio?  

1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘edit’ next to the portfolio you wish to change.  

 
•  How do I copy a portfolio?  

Copying a portfolio allows you to modify one version of a portfolio while maintaining the original 
portfolio. For example, if you have created a portfolio from scratch and want to use the same set of 
categories in a new portfolio, a copy of the portfolio will provide a framework for you to use in 
developing the new portfolio. If you copy a portfolio that was based upon a template, all the items 
that came from the template will be copied into your ‘My Items’ and can now be edited.  

 
1. Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2. Click ‘copy’ next to the portfolio you wish to copy. You will be asked to give the new 

portfolio a name. The name must not be the same as any of your other portfolios.  
 



•  How do I delete a portfolio?  
1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘delete’ next to the portfolio you wish to delete. Deleting a portfolio will not delete the 

Files, Items, or Websites you have attached to the portfolio. They will remain in your “My 
Files,” “My Items,” or “My Websites” and may be attached to other portfolios.  

 
•  How do I change the categories within my portfolio?  

Categories within portfolios serve as a table of contents for the portfolio and group similar artifacts 
within the portfolio. Reviewers will see a list of the categories when they open your portfolio and 
can use the categories to help navigate within the portfolio. For example, you may create a 
category called ‘Skills’ to which you would attach artifacts which demonstrate and/or explain your 
skills.  
 
Portfolios must have at least one category. You may create as many categories within a portfolio as 
you like. When a portfolio is first created, a category titled ‘Home’ will be created. You can 
rename this category by following the instructions below for “Editing a Category.” You can change 
the order in which the categories appear by following the instructions below for “Re-ordering 
Categories.”  
 
If your portfolio was built from a Template, some categories may be read-only and their sequence 
will not be able to be changed. Categories you add are automatically placed after the template 
categories and cannot be re-ordered.  

 
• Adding a New Category  

1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘edit’ next to the portfolio you wish to change.  
3.  Click the ‘Contents’ tab  
4.  Click ‘Add New Category’  
5.  You will be prompted to enter the ‘Category Name’. The category name should be short and 

meaningful to help reviewers of your portfolio navigate your portfolio (e.g., Skills, Hobbies, 
Experience)  

6.  Below the name will be a large text box that will allow you to create what you would like to 
reviewers of your portfolio to see when the click on the category. For example, if your 
category name was ‘Skills’ you may want to provide a general description of your skills. 
Keeping in mind that you could then attach artifacts to this category that demonstrate/further 
explain your skills. You can use the category toolbar to format the category content.  

 
• Editing a Category  

1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘edit’ next to the portfolio you wish to change.  
3.  Click the ‘Contents’ tab  
4.  Click the category you wish to edit along the left hand side of the portfolio. You will see any 

content associated with the category displayed.  
5. Click ‘edit’ near the upper right hand of the screen. If you ‘edit’ link is disabled then this 

category has been marked as read only from the template you used.  
6.  You will be able to edit the ‘Category Name’ as well as the category content. You can use the 

category *toolbar* to format the category content.  
 

• Re-ordering Categories  
1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘edit’ next to the portfolio you wish to change.  
3.  Click the ‘Contents’ tab  



4.  Use the small arrows to the right of each category name to move the category up or down. If 
the up and down arrows are disabled then the categories have been marked as read only by 
the template and re-ordering is prohibited.  

 
• Deleting Categories  

1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘edit’ next to the portfolio you wish to change.  
3.  Click the ‘Contents’ tab  
4.  Click the category you wish to delete along the left hand side of the portfolio. You will see 

the content associated with the category displayed.  
5.  Click ‘Remove’ near the upper right hand of the screen. All the files, items, and/or websites 

attached to this category will be removed from the portfolio, but not from “My Files,” “My 
Items,” or “My Websites.  

 
•  How do I add artifacts (evidence) to my portfolios?  

Artifacts consist of any type of evidence you wish to put in a portfolio. Artifacts may include Files, 
Items, or Websites. Files are pre-existing digital files that you will attach to a portfolio. When you 
choose to add an artifact to your portfolio, you will select whether it is an already existing digital 
file, an item that you will create within iWebfolio, or the address of a website you have uploaded 
into iWebfolio. Artifacts you attach to your portfolios are stored within the appropriate folder: “My 
Files,” “My Items,” or “My Websites.” This allows you to use the same artifact in multiple 
portfolios. For more information on “My Files,” “My Items,” and “My Websites,” see those 
sections of the on-line help.  
 
The arrangement of artifacts within your portfolio is determined by where you attach the artifact. 
For example, if you have a file that provides evidence or support for another file, you may attach 
the new file under the existing file in your portfolio. The new item will be indented under the 
existing file to show the connection.  

 
• To add a File to a portfolio  

1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘edit’ next to the portfolio you wish to change.  
3.  Click the ‘Contents’ tab  
4.  Click the category or item along the left hand side of the portfolio to which you want to 

attach the file. The item you select along the left hand side will be presented with an 
‘Attachments’ tab along the bottom. Make sure the ‘Attachments’ tab is selected.  

5.  Click ‘Add Attachment’. If the ‘Add Attachment’ link is disabled then the template the 
portfolio is based upon has restricted attachments to the category or item you selected. 
Therefore you cannot attach files to that particular category or item.  

6.  A new window will open. (Note: If a new window does not open you may have pop-up 
blocker on. You must allow pop-ups from iWebfolio to continue)  

7.  Select ‘File’ from the Add drop-down at the top of the screen if it is not already selected.  
8.  If you have already uploaded the file into iWebfolio you may browse your iWebfolio folders 

and click ‘Attach’ to the right of the file you wish to attach. If you have not already uploaded 
your file click ‘Add New File.’  

9.  Click the ‘Browse’ button and browse to the file you wish to upload into iWebfolio.  
10.  Click ‘save file’  
11.  After you have uploaded the file, click ‘Attach’ to the right of the file.  
 

• To add a Website to a portfolio:  
1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘edit’ next to the portfolio you wish to change.  
3.  Click the ‘Contents’ tab  



4.  Click the category or item along the left hand side of the portfolio to which you want to 
attach the file. The item you select along the left hand side will be presented with an 
‘Attachments’ tab along the bottom. Make sure the ‘Attachments’ tab is selected.  

5.  Click ‘Add Attachment’. If the ‘Add Attachment’ link is disabled then the template the 
portfolio is based upon has restricted attachments to the category or item you selected. 
Therefore you cannot attach files to that particular category or item.  

6.  A new window will open. (Note: If a new window does not open you may have pop-up 
blocker on. You must allow pop-ups from iWebfolio to continue)  

7.  Select ‘Web Site’ from the Add drop-down at the top of the screen if it is not already 
selected.  

8.  If you have already uploaded the web site into iWebfolio you may click ‘Attach’ to the right 
of the web site you wish to attach. If you have not already uploaded your web site click 
‘Upload New Web Site.’  

9.  After you have uploaded the new web site, click ‘Attach’ to the right of the web site.  
 

• To add an Item to a portfolio:  
1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘edit’ next to the portfolio you wish to change.  
3.  Click the ‘Contents’ tab  
4.  Click the category or item along the left hand side of the portfolio to which you want to 

attach the new item. The category or item you select along the left hand side will be 
presented with an ‘Attachments’ tab along the bottom. Make sure the ‘Attachments’ tab is 
selected.  

5.  Click ‘Add Attachment’. If the ‘Add Attachment’ link is disabled then the template the 
portfolio is based upon has restricted attachments to the category or item you selected. 
Therefore you cannot attach an item to that particular category or item.  

6.  A new window will open. (Note: If a new window does not open you may have pop-up 
blocker on. You must allow pop-ups from iWebfolio to continue)  

7.  Select ‘Item’ from the ‘Add’ drop-down if it is not already selected. All items you have 
previously created will appear. If you want to attach an already created item, simply click 
‘Attach’ to the right of the item. If you want to create a new item, click ‘Add new item’.  

8.  You will be prompted to enter the ‘Item Name’. The item name should be short, meaningful 
and describe what is in the item (e.g., Contact Information, Computer Skills, Vacation 
Pictures, etc.). You will also be able to provide any comments about the item. The comments 
will not be displayed in your portfolio but will be viewable by you in the future.  

9.  Select the folder where you want to save the item.  
10.  The large text box will allow you to create what you would like reviewers of your portfolio to 

see when they click on the item. For example, if your item name was ‘Skills’ you may want 
to insert a table and describe each of your skills. In addition to typing text, you can use the 
toolbar to format the text, add color, provide links to files you have already uploaded into 
iWebfolio, or insert thumbnail images. You can use the item toolbar to format the item 
content as you wish.  

 
•  How do I share my Portfolio?  

Each portfolio can be shared with a different set of portfolio reviewers. There are two types of 
reviewers: Affiliated Reviewers and Custom Reviewers. Affiliated reviewers are reviewers 
associated with your institution (e.g., faculty members). Affiliated reviewers will be listed for you 
in the permission tree. Custom reviewers are reviewers outside of your institution (e.g. potential 
employers). To add a custom reviewer see ‘How do I add a Custom Reviewer.’ If your portfolio 
was built from a template, default permissions may have been established. As the portfolio owner, 
you always have the option of removing permissions for any portfolio. See “How do I remove 
permissions” to learn how to remove permission.  

 
1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  



2.  Click ‘edit’ next to the portfolio you wish to change.  
3.  Click the ‘Permissions’ tab. The top of the screen will show you ‘Current Permissions’. That 

is, those who already have permission to view the portfolio you are editing. If you want to 
remove permission to someone who currently has permission to your portfolio, simply click 
‘Remove’ to the right of the name you wish to remove.  

4.  To add an affiliated reviewer, make sure your school is selected in the ‘Permissions’ drop-
down. Typically, there will be two options in the drop-down, your institution and ‘Custom 
Reviewers’. Select your institution from the drop-down.  

5.  Click the ‘Expand All’ link. All the nodes for your institution will be displayed. Click the 
appropriate node. You will see a list of all the reviewers for that node displayed on the right 
hand side of the screen.  

6.  Place a check next to the name(s) of the reviewer(s) you wish to give permission.  
7.  Click ‘save’  

 
•  How do I add a Custom Reviewer?  

A Custom Reviewer is someone outside of your institution with whom you wish to share a 
portfolio. Remember that you select reviewers for each portfolio; you control who has access to 
each portfolio in your iWebfolio account. Custom Reviewers can include family members, friends, 
potential employers, etc. Anyone who has an email address can be added as a Custom Reviewer.  

 
1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘edit’ next to the portfolio you wish to add a custom reviewer(s).  
3.  Click the ‘Permissions’ tab. The top of the screen will show you ‘Current Permissions’. That 

is, those who already have permission to view the portfolio you are editing. If you want to 
remove permission to someone who currently has permission to your portfolio, simply click 
‘Remove’ to the right of the name you wish to remove.  

4.  To add a custom reviewer, select ‘Custom Reviewer’ from the ‘Permissions’ drop-down.  
5.  Click ‘Add Custom Reviewer’  
6.  A pop up form will be displayed. Complete the requested form and click ‘Save’. All required 

fields are marked with an ‘*’.  
7.  The custom reviewer will be added to your list, but permission will not yet be given. To give 

permission to the portfolio you are editing, click ‘Give Permission’ to the right of the name. 
A pop up form will be displayed allowing you to set an expiration date and/or limit the 
number of times the custom reviewer may access your portfolio.  

8.  Click ‘send email’ to send an email to the custom reviewer. The email will contain a link to 
your portfolio. If at any time you wish to remove permission to the custom reviewer, the link 
in the email will become invalid and the custom reviewer will no longer be able to view the 
portfolio. In order to grant the custom reviewer access again, you must send another email to 
them by clicking ‘Give Permission.’  

 
•  How do I review Feedback on a Portfolio?  

Feedback can include text, ratings, or rubrics that have been linked to a portfolio. Feedback 
provided for a portfolio is saved within iWebfolio and may be viewed when you log in to your 
account  

 
1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘edit’ next to the portfolio where you wish to see feedback.  
3.  On the general tab you will notice in the ‘Reviewer Access Log’ the names of everyone who 

has reviewed your portfolio. If while reviewing the portfolio they provided feedback, you 
will see an open book icon next to the review date.  

4.  Click the ‘Feedback’ tab.  
5.  Click ‘View’ next to the feedback you wish to see.  
 

•  How do I share my Feedback with others?  



When reviewers provide feedback, they also choose whether the feedback may be shared with 
others. If the reviewer providing feedback allows their feedback to be shared, then when you add 
affiliated reviewers, they will be allowed to view the feedback. When you add a custom reviewer, 
you may choose to have the custom reviewer view your feedback. By default the custom reviewer 
will not be able to view feedback provided by affiliated reviewers. If you want the custom reviewer 
to view the feedback check the ‘Allow Reviewer to View Feedback’ check box when adding the 
custom reviewer.  

 
•  How do I view the Access Log for a portfolio?  

When someone reviews one of your portfolios, an entry is added to your “Access Log.” An Access 
Log is created for each of your portfolios. The Access Log also indicates when the portfolio was 
reviewed. The icon next to the name of a portfolio in “My Portfolios” indicates whether a portfolio 
has been reviewed.  

 
1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘edit’ next to the portfolio where you wish to review the access log.  
3.  When the portfolio opens you will see the ‘General’ tab. The access log is located on this tab. 

The last 5 accesses will be shown. To view the entire access log click ‘View entire access 
log.’  

 
 
 
•  How do I lock my Portfolio?  

Locking a Portfolio is similar to placing a “time stamp” on the portfolio. It ensures a reviewer that 
you do not make any changes to the portfolio after a specific date. Locking the Portfolio will 
prohibit you from modifying the portfolio for 30 days or until the Reviewer (Faculty) unlocks the 
Portfolio.  

 
1.  Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2.  Click ‘edit’ next to the portfolio you wish to ‘Lock.’  
3.  Place a check next ‘Lock Portfolio’ on the general tab.  
4.  Click ‘save’  
 

•  How do I view my portfolio?  
1. Under the ‘Home’ category in the left hand navigation bar click ‘My Portfolios’  
2. Click ‘view’ next to the portfolio you wish to view. You may also view the portfolio while 

you are editing it. While editing the portfolio you can click on the ‘view portfolio’ link in the 
upper right hand of the screen.  

 
My Files  
 
•  What are ‘My files’?  

“My Files” lists all files you have uploaded to your iWebfolio account. Files are the portfolio 
artifacts created outside of iWebfolio and attached to iWebfolio. Any file that is available digitally 
(electronically?)may be used as a portfolio artifact. For example, portfolio owners may create a 
resume in a word processing program and simply attach the existing text file to a portfolio created 
in iWebfolio. Other examples of digital files include the various photo formats (jpeg, tiff, pict, 
etc.), pdf files, sound files and video clips. To attach a file, owners are prompted to browse out to 
their computer’s hard drive or other storage device in order to capture a copy of the file. That copy 
is stored within iWebfolio in the owner’s “My Files” folder. The “Utilities” section of iWebfolio 
provides links to sites where readers for many of the file formats may be downloaded.  

 
•  How do I create a new folder for my files?  

You can use folders to keep your files organized within iWebfolio just as you do on your PC.  



 
1. Under the ‘Home’ category in the left hand navigation bar click ‘My Files’  
2. Click the ‘New Folder’ link  
3. A popup window will appear prompting you for the folder name. Enter the folder name and 

click ‘Add Folder’  
 
•  How do I move files from one folder to another?  
 

1. Under the ‘Home’ category in the left hand navigation bar click ‘My Files’  
2. Click the ‘move files’ link  
3. Select the folder which contains the file(s) you wish to move from the ‘Source Folder’ drop-

down.  
4. Select the folder where you want to move the files from the ‘Destination Folder’  
5. Select the file(s) from the source folder and click the ‘move>>’ button. You can select 

multiple files by holding down the CTRL key while clicking on the files.  
 
•  How do I delete files?  

1. Under the ‘Home’ category in the left hand navigation bar click ‘My Files’  
2. Click the folder which contains the file you wish to delete. If you click the details link beside 

the file name, you can see which portfolios are using the file. If you delete the file from ‘My 
Files’ it will be deleted from all the portfolios using that file.  

3. Click ‘Delete’ to the right of the file name.  
4. You will be asked if you are sure you want to delete the file. Click ‘Yes’ to delete the file.  

 
•  How do I delete a folder?  

In order to delete a folder, the folder must be empty. You must either move the files in the folder to 
another folder, or delete the files prior to deleting the folder. In addition, you cannot delete your 
default folder. The default folder is marked by an icon of a folder with a star on it.  

 
1. Under the ‘Home’ category in the left hand navigation bar click ‘My Files’  
2. Click the folder you wish to delete. Make sure there are no files in the folder.  
3. Click ‘delete folder’. If you are not able to click the link then files are still in the folder.  

 
•  How do I rename a folder?  
 

1. Under the ‘Home’ category in the left hand navigation bar click ‘My Files’  
2. Click the folder you wish to rename  
3. Click ‘rename folder’  
4. A pop up window will appear. Rename the folder and click ‘rename folder’  
 

•  How do I change the name of a file?  
Remember that “Files” originate outside of iWebfolio. Therefore, a file cannot be renamed within 
iWebfolio. The file must be renamed prior to uploading it into iWebfolio.  

 
•  How do I know how much file space I’ve used in iWebfolio?  

 
1. Under the ‘Home’ category in the left hand navigation bar click ‘My Files’  
2. You will see the ‘Space Used’ in the upper right hand corner of the screen. To see how much 

space your account has been allocated click ‘My Profile’ under the ‘Account Information’ 
category in the left hand navigation bar.  

 
My Items  
 
•  What is an ‘Item’ in iWebfolio?  



Items are created within iWebfolio itself. The portfolio owner creates a name for each item and 
determines the format for the item. Creating an “Item” is similar to creating a document in a word 
processing program. You may choose the font, color, style, and size of text. You also may insert 
photos or graphics and select from several pre-formatted templates for your item. For example, 
students may wish to create an item describing their career goals to be included in one or more 
portfolios in iWebfolio. Rather than creating a word processing document to attach as a File (see 
Files), the student may simply choose “Add New Item” and write the statement within iWebfolio. 
Pre-formatted templates, which provide headings and other elements, may be selected when 
creating a new “Item.”  

 
•  How do I add a new ‘Item’?  

 
1. Under the ‘Home’ category in the left hand navigation bar click ‘My Items’  
2. Click ‘Add New Item’  
3. You will be prompted to enter the ‘Item Name’. The item name should be short, meaningful 

and describe what is in the item (e.g., Contact Information, Computer Skills, Vacation 
Pictures, etc.). You will also be able to provide any comments about the item. The comments 
will not be displayed in your portfolio but will be viewable by you in the future.  

4. Select the folder where you want to save the item.  
5. The large text box will allow you to create what you would like reviewers of your portfolio to 

see when they click on the item. For example, if your item name was ‘Skills’ you may want 
to insert a table and describe each of your skills. In addition to typing text, you can use the 
toolbar to format the text, add color, provide links to files you have already uploaded into 
iWebfolio, or insert thumbnail images. You can use the item toolbar to format the item 
content as you wish.  

6. Click ‘save & continue’ if you want to periodically save your work and continue to work on 
the item, click ‘save & return’ when you are finished working on the item, or click ‘cancel’ if 
you do not want to save your work.  

 
•  How do I create a new folder for my items?  

 
1. Under the ‘Home’ category in the left hand navigation bar click ‘My Items’  
2. Click the ‘New Folder’ link  
3. A popup window will appear prompting you for the folder name. Enter the folder name and 

click ‘Add Folder’  
 
•  How do I move items from one folder to another?  

 
1. Under the ‘Home’ category in the left hand navigation bar click ‘My Items’  
2. Click the ‘move items’ link  
 
3. Select the folder which contains the item(s) you wish to move from the ‘Source Folder’ drop-

down.  
4. Select the folder where you want to move the item(s) from the ‘Destination Folder’  
5. Select the item(s) from the source folder and click the ‘move>>’ button. You can select 

multiple items by holding down the CTRL key while clicking on the items.  
 
•  How do I delete an item?  

 
1. Under the ‘Home’ category in the left hand navigation bar click ‘My Items’  
2. Click the folder which contains the item you wish to delete. If you click the details link beside 

the item name, you can see which portfolios are using the item. If you delete the item from 
‘My Items’ it will be deleted from all the portfolios using that item.  

3. Click ‘Delete’ to the right of the item name.  



4. You will be asked if you are sure you want to delete the item. Click ‘Yes’ to delete the item.  
 
•  How do I edit an item?  

An item can either be edited from within ‘My Items’ or from within any portfolio containing the 
item. When the item is edited in either place, it will be updated in all portfolios containing the item. 
If you want the editing to affect only one portfolio, you should make a copy of the item, edit the 
copy, and replace the original in that portfolio with the edited copy.  

 
1. Under the ‘Home’ category in the left hand navigation bar click ‘My Items’  
2. Click the folder which contains the item you wish to edit  
3. Click ‘edit’ to the right of the item name.  

 
•  How do I insert links to files in an item?  

When you create an item, you can insert links to files which you have uploaded into iWebfolio. 
Prior to being able to link to a file you must upload the file or website into iWebfolio (See How do 
I upload a file into iWebfolio?)  

 
1. Either edit an existing item or create a new item.  
2. In the content area of the item, type a user-friendly name for the file you wish to link to. For 

example, you could type ‘My senior seminar paper’  
3. Highlight the name you just typed and click the ‘Insert/Edit Link’ icon in the toolbar. If you 

hold the mouse over each icon it will display the function of each icon.  
4. A pop-up window will appear. Click the ‘Browse Server’ button. You will be able to navigate 

thru the files and web sites you have uploaded into iWebfolio.  
5. Click ‘Select’ next to the file or website you wish to link.  
6. Click ‘OK’  

 
•  How do I imbed an image in an item?  

In addition to inserting a link to a file in an item, you can also insert a thumbnail image into an 
item.  
 

1. Either edit an existing item or create a new item.  
2. With the cursor blinking in the content area click the ‘Insert/Edit Image’ icon in the toolbar. If 

you hold the mouse over each icon it will display the function of each icon.  
3. Click ‘Browse Server’ and select the file you have already uploaded into iWebfolio. The size 

of the image can be altered using the width and width options. Typically it is a good idea to 
take the defaults and see how the image looks. You can always right click on the image and 
select properties to make modifications later.  

4. Click ‘OK’  
 
•  How can I see which portfolios are using a particular item?  

 
1. Under the ‘Home’ category in the left hand navigation bar click ‘My Items’  

 
2. Click the folder which contains the item you are interested  
3. Click ‘details’ next to the item name. A list of the portfolios using the particular item will be 

displayed.  
4. Click ‘details’ again to hide the list  

 
My Websites  
 
•  What are ‘My Websites’?  

You may wish to make a portfolio available to a larger group by posting it to the web as a website. 
Or, you may have created a website using a site development program and now want to post it to 



the web. “My Websites” shows a list of all websites you have uploaded into your iWebfolio 
account. iWebfolio is the “host” for the websites you have uploaded.  

 
• How do I upload a website into iWebfolio?  

 
1. Under the ‘Home’ category in the left hand navigation bar click ‘My Websites’  
2. Click ‘Upload New Website’ at the top of the screen.  
3. Enter the name you wish to give to the website  
4. Browse to a web site that has been ‘zipped up’. Select the .zip file and click ‘Save’. If there is 

a page in the web site called ‘home.html’, ‘home.htm’, ‘index.html’, or ‘index.htm’ it will 
automatically be used as the home page for the website. Otherwise, you must specify which 
page in your website should be used as the home page.  
 

My Profile  
 
•  What is ‘My Profile’?  

My Profile displays your iWebfolio account information. Tabs in My Profile include “Account,” 
“Preferences,” “Demographics,” and “Institutions.”  

 
Choose “Account” to change or view your password, email address, or security question. You may 
also renew your account or add storage space from the “Account” tab.  
The “Preferences” tab allows you to set the defaults for your account. In “Preferences,” you can 
choose a default attachment type (Item, File, or Website), the default role to be displayed when you 
login (when you have multiple roles such as owner, reviewer, administrator), the default subject 
line to be used when an email is sent to custom reviewers, the default permission whether to allow 
reviewers to download your portfolios, and the default type of feedback for your portfolios (Public, 
Affiliated Public, or Private). Note that these settings are only the default settings; you may 
override the setting for any portfolio you create. You may also set the time zone and preference for 
messages (displayed in the message center or sent by email) from the “Permission” tab.  
 
Choose the “Demographics” tab to enter your personal information. Fields in this screen include 
location, gender, birthdate, marital status, education level, year of graduation, major, minor, and ID 
number.  
The “Institutions” tab shows the names and codes for the institutions with which you are affiliated. 
It also displays the roles assigned to your iWebfolio account at each institution (Owner, Review, 
Administrator).  

 
•  What are ‘My Preferences’?  

The “My Preferences” link displayed in the navigation bar takes you to the “Preferences” tab 
within “My Profile.” It is a shortcut to the screen used to set your default preferences.  

 
•  How do I change my password?  

 
1. Under the ‘Account Information’ category in the left hand navigation bar click ‘Change 

Password’  
2. Enter your current password  
3. Enter the new password  
4. Verify the new password by entering it again  
5. Click ‘save’  



Artifactivity 
(An activity to help interns prepare a portfolio) 

 
• List the seven categories from the portfolio template (same as on the evaluation form) 

around the room, either on a chalkboard, bulletin board, or on desks. 
 

• Provide students (individually or as teams) with the list of assignments. 
 
• Students should go around the room and place the name of the assignment under a 

category in which it might logically be included in the portfolio. This should be done 
quickly with very little discussion. 

 
• When everyone has finished putting assignments into categories, check to see whether 

any category is empty. Note that some students won’t have completed all the 
assignments on the list. They should, however, have completed most of them – or 
similar assignments they might remember as they read through the list. 

 
• If you have an empty category, save it for last in your discussion. 

 
• Choose any category and read the assignments placed in it. Ask the students to explain 

why each item “belongs” in the specific category. 
 
• Move to the next category and do the same. You will probably find that the same 

assignments appear in several categories (especially if you have not allowed discussion 
during the activity). The rationale for placing an item in a specific category will change 
according to the category – as long as the students can provide a reasonable explanation 
for why an item belongs in a category, they are correct. 

 
• If you have any empty categories, ask students to consider whether assignments might 

be moved into the empty category – and why such a move would make sense. If you 
cannot find any items for a category, ask the students to think about their current work 
or other things they have done that might be a good fit with the empty category. 

 
• Stress that the most important part of the portfolio is the explanation of why/how and 

item fits into a category. In iWebfolio, they include the explanation by using the “add 
reflection” option. (Bottom of the screen – in the same box as “add attachment”). 
Remind them that principals who interview them may or may not actually view their 
portfolios (whether the portfolios are electronic or paper). However, interview questions 
are likely to reflect the categories from the portfolio and evaluation. The process of 
writing the reflection/explanation will help them prepare for the interview and give them 
specific examples to use in their responses. 



 

 
 

Includes oral and written communications, global perspectives, and respect for individual differences. 
 

 
 
 
 

Includes commitment to student learning, application of learning theories, use of developmentally appropriate methods, accommodation of  
special needs, support for diversity, and promoting safe and orderly learning environments. 

 
 
 
 
 

Includes support for higher level thinking skills and problem-solving, integration of knowledge across subject areas, and use of current and 
appropriate information and procedures. 

 
 
 
 

  
Includes the use of a variety of strategies to maximize learning, accommodating differences among students, and assessing student learning. 
 

 
 
 

  
 
 
 

Includes the use of current research, appropriate time management, engagement of students, and reflection on teaching. 
 

 
 
 
 
 
 

Includes being punctual, maintaining a professional appearance, and maintaining appropriate boundaries with students. 
 
 
 
 
 
 

Includes appropriate use Includes appropriate use of available technologies to enhance learning and productivity.

SUBJECT MATTER KNOWLEDGE-BASE 

INSTRUCTION DESIGN AND ASSESSMENT 

CURRICULAR AND PEDAGOGICAL CONTENT KNOWLEDGE 

EFFECTIVE LEARNING ENVIRONMENTS 

RESPONSIBILITIES AND RELATIONSHIPS TO THE SCHOOL, 
CLASSROOM, AND STUDENT 

RESPONSIBILITIES AND RELATIONSHIPS TO THE GREATER 
COMMUNITY 

TECHNOLOGY OPERATIONS AND CONCEPTS 



 

Possible Portfolio Artifacts 
(Assignments from Education Courses) 

Secondary Education Candidates 
 

Metaphor Paper 

Demographics Reflection 

Self-assessment Reflection 

Program Plan 

Interview with a Teacher 

Book Review 

Work Collection and Reflection (from ES 2000) 

Resume 

Self-assessment (MSLQ) 

“Why teaching?” Paper 

Annotated Bibliography 

Critical Experience Reflection 

Learning Logs 

Personal Inquiry 

CIMS – analysis of observation from field 

Retrospective Miscue Analysis 

Reflection Papers – reactions to articles from the coursepack 

Personal Literacy History 

Case Study of an Adolescent Reader/Writer 

I-Search Paper 



 

“You Know More Than You Think” Essay 

“Thoughts on Working in the Field” Essay 

Microteaching lessons and reflections 

Child Study 

Unit Plans 

Lesson Plans 

Pre-internship Evaluation 

Pre-internship Lesson Plan 

Educational Case Study 

CHADD Reaction Paper 

Resource Notebook 

Microteaching Plans and Analysis 

Integrated Unit 

Technology Assignment 

Assignments from SPED course 

Analysis of videotaped lessons with revised lessons 

Action plan for learning more about students with disabilities 

Professional Growth Plan 

Sample assessments of student learning 

Research on student misconceptions 

Safety Contract for Science Education



 

Possible Portfolio Artifacts 
(from Education Courses) 

Elementary and Early Childhood 
 

ITIP Lesson Plan 

Interdisciplinary Unit 

Interviews with Teachers 

Self-assessment 

Observations from Pre-internship Instructor 

Personal Theory Paper 

Educational Philosophy Paper 

Instructional Materials (developed in methods courses) 

ED 3710/4500 or ED 3690 Final Evaluation 

Inquiry-Based Unit Plan 

Lesson Plans (with revisions) 

ProfilerPro Survey 

Learning Styles Survey 

Instructional PowerPoint 

Kid Pix Movie 

Lesson Plans 

Newsletter 

Classroom Website 

Case Studies 

Child Study 



 

Creative Activities Lesson 

Adaptive Curriculum 



 

Impact on Student Learning Assignment (ISL) 
Spring 2006 

 
Please select one unit or series of lessons taught during your internship and respond to the 
following questions: 
 
Name of the class or grade level_____________________________________ 
 
Topic of the unit or lessons_________________________________________ 
 
 
Pre-Assessment: 
How did you determine the students’ prior knowledge about this topic or unit? 
 
 
 
How did the results of this pre-assessment impact your subsequent planning for the 
lessons or unit? 
 
 
 
Instruction: 
Either attach a copy of a lesson plan from this unit –OR—briefly describe the 
instructional strategies and processes you used in teaching the unit or lesson: 
 
 
 
Describe how you adapted your lessons for learners with special needs: 
 
 
Post-Assessment: 
How did you assess student learning at the conclusion of the unit? 
 
 
 
Reflection: 
How many of your students reached the level of performance you expected at the end of 
instruction? 
 
What might you do differently to increase the number of students who reached the 
expected level of performance? 
 
 
How have your expectations of student performance changed as a result of this lesson? 



 

 

 

Making Observations Meaningful 
 
 

• Focus on the instructor’s own understandings of the situation. 

• Focus on strengthening worthwhile dispositions. 

• Focus on competencies already acquired. 

• Focus on relationship building. 

• Focus on providing moderate amounts of inspiration. 

• Maintain an optimum distance. 

• Cultivate the habit of suspending judgment. 

• Phrase suggestions in experimental form. 

• Help the instructor make the job achievable. 

• Serve as a neutralizer of conflict. 

• Use demonstration of skills cautiously. 

 

The above suggestions are adapted from: 
Katz, L. G. (1984). Helping others with their teaching.  In More talks with teachers, 
Urbana, IL: ERIC Clearinghouse on Elementary and Early Childhood Education. 



 

 
Observing the Intern in the Classroom 

 
Purposes of Observations 1. To improve instruction 2. To provide documentation (for 

writing evaluations, for evidence 
that due process was followed, 
for determining the summative 
evaluation/final grade) 

 
Steps in the Observation Process 

(From the work of Goldhammer & others) 
 

STEPS TASKS 
Pre-Observation Conference Discuss the lesson and its goals 

Determine what the intern wants to learn about his/her teaching (professional 
development plans) 
Decide on any specific techniques to help gather data 

Observation More than “watching a lesson” 
Observer focuses on lesson goals and intern’s personal growth plans 
Observer uses the techniques as planned, but may also document other aspects of the 
lesson 

Analysis The observer takes a few minutes to prepare for the conference by examining the data 
gathered in the observation and the ways in which those data might be used to assist the 
intern 

Observation Conference Provide data to the intern 
Ask for the intern’s interpretation of those data 
Discuss potential areas for improvement 
Plan for future observations 

Assessment of the Process How can we make the process more helpful next time?  
What other ways might we improve student learning? 

 
 

Characteristics of Good Observations 
 

CHARACTERISTICS COMMENTS 
Collegial As much as possible, the intern and the observer are working together as equal partners 

in professional development 
Data-based Data are analyzed/considered in terms of what we know about teaching & learning 

(research, theory, and the wisdom of practice) 
Provides specific information for intern evaluations 

Cyclical/systematic Provides some security for the intern because no SINGLE observation will be used for 
summative evaluation 

Student Learning as Focus Moves away from “my opinion/your opinion” and toward a broader awareness of the 
impact of pedagogical choices on students in the classroom 
Allows the team to work toward a common goal 

Growth Centered Each person may have a unique style or approach to teaching, while reflecting on the 
teaching/learning experience 
Focus remains on improvement and professional development 
Intern must take some control & responsibility for her/his own development 



 

LOOKING FOR GOOD TEACHING: 
A GUIDE TO PEER OBSERVATION* 

From “Looking for Good Teaching: A Guide to Peer Observation,” by B. B. Helling, 1976, Danforth Faculty Fellowship 
Project Report, St. Olaf College, Northfield, MN. (ERIC Document Reproduction Service No. ED 186 380). 
 
This observation guide is intended to assist an observer in watching for certain kinds of behavior in order to help the 
teacher to build on strengths. It provides information for the teacher which is specific so that he receives some concrete 
information, selective so that he gets some guidance as to appropriate directions for change, and positive so that he gets 
some encouragement. The observer records actual examples to enable the teacher to use his own best practice as the 
standard to work toward. The information that comes from the checklist is intended only for the information and use of 
the teacher, not for evaluation of his performance. 
 
The items were drawn from 70 books and articles about good teaching and each represents a description of a 
recommended classroom practice. Since there are many kinds of good teaching, there are a wide variety of behaviors 
listed, including some which are contradictory, the choice depending on what the teacher is trying to do. The items 
themselves may become a source of ideas for the teacher, suggesting new or alternative teaching practices. 
 
Teaching Through Presentation 
 
Mechanics 
  Maintains eye contact 
  Moves about room 
  Pays attention to physical comfort and needs of the group (temperature, ability to see or hear, etc.) 
  Variety (change of pace, movement, gesture, variation in voice quality, use of silence…) 
   Varies activities over class period 
  Vocabulary comprehensible to students 
  Assists in mastering new vocabulary (defines, uses) 
  Uses illustrative materials or teaching aids 
    pictures, blackboard, slides, video, charts or diagrams, maps 
    stories, personal references, current events items 
    demonstrations, activities, games 
    examples, analogies 
  Has students’ attention 
  Sensitive to response of class 
  Paces delivery to students’ capacity to follow 
  Notices questions, volunteers 
  Makes allowance for note-taking 
  Anticipates slowness or difficulty in understanding 
  Notes and reacts to non-attending behavior, lack of interest, confusion, etc. 
  Determines if one student’s problem is common to others 
  Checks comprehension with specific questions before moving on 
  Begins and ends class on time 
 
Scholarship 
  Includes factual knowledge 
  Included fundamental principles, generalizations, theories 
  Includes applications for problem solving and decision-making 
  Indicates how knowledge is obtained 
  Relates content to skills, competencies, and points of view needed by professionals in related fields 
  Shows relation of theory to practice 
  Discusses or contrasts more than one point of view 
  Suggests implications of an idea, position, or theory 
  Goes into detail, presents supporting evidence rather than just generalizations 
  Presents facts or concepts from related fields or relates topics to other areas of knowledge 



 

  Refers to recent developments in the field 
  Gives references for interesting or involved points 
  Presents origins of ideas and concepts 
  Distinguishes between fact and opinion, data and interpretation 
  Deals with controversial topics 
  Emphasizes ways of solving problems rather than solutions 
 
Organization 
Opening 
  States topics 
  Provides an overview of what is planned for the class period 
  Focuses student attention (by demonstration, activity, question, etc.) before launching into lecture proper 
  Presents broader framework within which day’s topic can be placed and related 
  Relates to previous topic and ties in 
  States goals or objectives for class sessions 
  Starts slowly, allowing class to “warm up” 
 
Structure and Clarity 
  States and follows plan 
  Makes organization (chronological, cause-effect, problem solution, etc.) explicit (outline on board, handout, 

flowchart, diagram, etc.) 
  Presents material in several short blocks 
  Summarizes periodically 
  Indicates transitions 
  Emphasizes important points by incidental cues (voice, gesture, pauses, etc.) repeating key phrases, explicit 

statements (“This is important”), listing or elaboration (through detail, examples, analogies, rephrasing…) 
  Groups subordinate ideas under major ones 
  Points out relationship between ideas (i.e., uses specific linking words rather than “and”) 
  Refers back to points made or terms used earlier 
  When comparing, makes basis of comparison clear 
  Gives more than one example of application of a generalization, concept, or principle 
 
Closing 
  Social (“Have a good weekend”) 
  Summarized major points or sees that class does so 
  Draws conclusions 
  Integrates major points 
  Establishes links between familiar and new 
  Makes opportunities for questions (see also below) 
  Looks forward to next topic or step 
  Makes an assignment or suggests an activity which builds on day’s topics, something to do or think about 
 
Classroom Relationship 
  Appears interested and enthusiastic 
  Interacts informally at beginning, end of class 
  Calls students by name 
  Shows knowledge of individual student’s interests, talents, etc. 
  Gives motivational cues: indicates important and difficulty ideas 
    indicates certain topic will be on examination 
    suggests that materials is difficult but learnable 
  Relates goals and content to social context, course or personal goals 
  Includes material relevant to existing student interests 
  Prompts awareness of students’ relevant knowledge or experience (gives or asks for examples, refers to prior 

learning, etc.) 



 

  Makes clear (demonstrates) his own way of considering ideas, attaching problems, etc.) 
  Refers to work students are doing outside of class 
  Uses humor 
  Departs from plan to pursue an idea of spontaneous interest 
  Requires or makes opportunities for student to process information being provided (from rhetorical questions to 

discussions, written assignments) 
  Admits he doesn’t know or is wrong 
  Talks about why he does what he does in class 
  Informs students of coming campus events related to class 
  Seeks feedback on his own performance 
  Accepts student ideas and comments (by reflecting, clarifying, summarizing, encouraging, or praising) 
  Makes value implications explicit 
  Stresses aesthetic and emotional aspects of subject 
  Invites challenge 
  Indicates his availability for giving individual help 
  Suggests resources for students to explore independently 
  Shifts easily from presentation mode to questioning or discussion mode 
  Provides opportunities for and encourages audience participation and questions 
  Clarifies material when asked 
  Calls for questions in a way that does not embarrass or belittle the questioner 
  Allows time for the formulation of questions 
  Praises question asking, good questions 
  Clarifies thinking by identifying reasons for questions 
  Makes sure that comments or questions have been heard by all 
  Draws out implications of the question 
  Answers questions clearly and directly 
  Checks to see whether answer has been understood 
  Helps student answer his own question 
  Encourages students to answer peer questions 
  Relates student comments to one another 
  Invites students to share their knowledge and experience 
  Remembers and refers to student ideas 
  Interacts with students not physically nearest him 
  Asks follow-up questions 
  Uses student questions or comments to introduce new materials 
 
 
Teaching Through Involvement 
 
Mechanics 
  Group is of manageable size (15 or fewer) 
  Room arranged so all can see and hear one another 
  Eye contact indicated that responsibility is shared among members of the group 
  Calls students by name 
 
Preparation 
  Establishes common ground prior to discussion 
  Has provided for input-reading, TV or film viewing, observation, etc. – prior to discussion 
  Uses specific means to insure that group members come prepared 
  Helps the group agree on definitions and assumptions 
  Allocates time for the various steps in the discussion 
  Uses specific means to involve students initially in the discussion 
  States objectives 
  Lets students know what will be expected of them in terms of participation 



 

  Sets a specific objective for the discussion (i.e., produce a list of pros and cons) 
 
Conclusion 
  Draws together contributions of various members of the group 
  Allows time to consider implications of the content of the discussion outside the classroom 
  Requires the group to make a conscious effort to relate the discussion to ideas and concepts acquired in other 

meetings or other learning situations 
  Summarized and draws new conceptualizations at end 
  Encourages students to conclude with a review including: 
    restatement of positions taken 
    checking if any positions have been modified and why 
    consideration of future action 
  Suggest a follow-up activity (“Watch for…,” “Try this…,”) related to discussion 
 
Choice of Topic 
  Selects issues which are important and which students take seriously 
  Involves students in deciding what issues to discuss 
  Allows the group some choice in specific discussion content 
 
Involving Students 
  Uses questions to stimulate discussion 
  Prevents or terminates discussion monopolies 
  Makes opportunities (i.e., going around table) for all to participate 
  Seeks to involve individuals who are not participating 
  Recognizes potential contributor and makes an opening for that person 
  Reinforces infrequent contributors 
  Assists a quiet student in “saying what he means” 
  Protects a quiet student from penalties for being wrong 
  Accepts silence 
 
Quality of Interaction 
  Intervenes when pauses become long, not to fill them but to find out why 
  Willing to abandon an exhausted topic 
  Listens 
  Reminds students to listen to one another 
  Shares his perception of group process or feeling 
  When discussion is not going well, stops to deal directly with group processes 
  Indicates that personal attacks are out of order 
  Helps student to accept correction or appropriate criticism 
  Calls attention to and rewards the playing of facilitative group roles 
  Encourages students to acknowledge comments of others by summarizing them 
  Relieves tension 
  Allows time for evaluation of the discussion itself 
 
Quality and Content of Discussion 
  Sees that group reviews information from input materials before going on to matters of opinion and judgment 
  Encourages feeling and opinion before moving to fact 
  Sees that errors of fact, logic, or relevance are corrected 
  Introduces relevant considerations that have been missed 
  Provides needed or relevant information (contributes facts, needed information, or sees that they are contributed) 
  Questions misconceptions, faulty logic, unwarranted conclusions 
  Sees that the group questions the accuracy of statements, the relevance of example and analogy, the adequacy of logic 
  Distinguishes a value from a fact 
  Pursues student ideas when they are not clearly expressed 



 

  Requires student to defend his position, relate it to other ideas, or modify it 
  Points out areas of confusion 
  Intervenes when discussion gets off the track 
  Uses questions to guide discussion 
  Tolerates confusion and doubt while students search for a solution 
  Summaries discussion periodically 
  Helps students remain aware of logical organization 
  Refers back to points made or terms used earlier in discussion 
 
Roles of Teacher 
  Shifts easily back and forth between presentation and discussion or questioning modes 
  Makes own role clear and sticks to it (i.e., moderator, resource person, etc.) 
  Delegates role of moderator 
  States the issue at the beginning, restates as needed 
  Resists the temptation to comment on each student’s comment 
  Paraphrases student comments for his own or student’s understanding 
  Uses non-verbal cues (looking, pointing, silence, facial expression) to direct the discussion without intruding 
  When necessary to intervene, does so briefly 
  Uses strategy on distracters 
  Admits not having an answer 
  Admits losing control of discussion (How did we get here?) 
 
Controversial Issues 
  Selects topics on which a variety of opinion can be expected 
  Encourages expression of differences of opinion 
  Sets up situation in which students will have to think about both sides of an issue 
  Encourages students to challenge, cross question, evaluate one another 
  Accepts student point of view where there is legitimate variation in position 
  Supports the rights of speakers who hold minority or unpopular views 
  Attempts to mediate or resolve differences or conflicts among group members 
  When very different positions are taken, obtains temporary agreement on part of issue to discussion can continue 
  Opens two-member controversy to whole group 
  Encourages students to interact directly by asking students to comment on each other’s remarks and/or by asking one 

student to respond directly to another 
  Refrains from introducing his own opinion to avoid biasing discussion 
  Presents his own opinion to enhance seriousness of discussion 
  Encourages students to challenge his expressed opinions 
  Encourages students to examine a variety of points of view before drawing conclusions or making judgments 
 
 
Teaching Through Questioning 
 
Mechanics 
  Sees that everyone hears question and answer 
  Calls on individuals before question to alert 
  Asks group-oriented question, lets all think, then one answer 
  Calls on non-volunteers as well as volunteers 
  Allows time after question for formulation of good answers 
  Allows time after answer to consider it 
  Invites alternative or additional answers 
  Involves a large proportion of the class 
 
Design of the Questions 
  Questions are easily understood, clear in intent and precisely expressed 



 

  Asks “leading” questions which provide clues to appropriate strategy or way of organizing 
  Prompts with hints, rephrased or simplified questions 
  Asks questions which focus student attention on a particular relevant aspect of the matter at hand 
  Asks related questions in a series 
  Asks questions which require recall of information 
  Asks questions which require processing of information: 
    grouping and classification 
    compare and contrast 
    specify cause and effect or other relationship 
    analysis 
    generate examples 
  Asks questions with more than one right answer 
  Asks student to apply information from reading or lecture 
    selecting the information to be applied 
    selecting the problem and letting student decide 
  Asks questions which require students to generalize 
    to make inferences 
    to evaluate 
  Asks questions on matters of opinion, where any answer is right 
  Asks questions which encourage students to guess or hypothesize about the unknown or untested, to speculate or 

invent 
  Asks questions that relate to the experience of the student 
  Requires student to support answer with evidence or argument 
  Requires student to specify standard or criteria when expressing judgments or making evaluative statements 
  Asks questions that go beyond facts 
  Asks questions that stimulate reflection beyond the class itself 
  Asks a variety of questions for different pedagogical purposes: 
    emphasis 
    practice (drill) 
    self-awareness (student to realize he isn’t getting it) 
    attention 
    variety, change of pace in classroom 
    review 
 
Class Atmosphere 
  Lets students know how they are free not to respond 
  Make it: 
    “safe” to speak 
    “safe” to be wrong 
  Holds attention of students who are not directly interacting with the teacher 
  Allows students to respond to one another 
 
Reception of Answers 
  Gives evidence of listening to answers, not just waiting to hear an expected answer 
  Rephrases an answer to be sure he understands 
  Tries to understand a divergent response rather than rejecting it 
  Asks for further clarification 
  Corrects misconceptions, sees that correct answer is brought out 
  Returns response to student for correction, clarification of thought, rewording of fuzzy statements 
  Gives reasons when rejecting an answer 
  Follows up short or inadequate answers with a probing response that requires student to extend or improve his answer 
  Accepts and acknowledges all answers (“I see what you mean,” “Mmhm”) or by reflecting, 
    by clarifying 
    by summarizing 



 

  Responds directly rather than praising 
  Praises answer 
  Praises an answer selectively, finding some good part 
  Acknowledges the correct part of a partially correct answer and tries to get the incorrect part improved – by the same 

person or another 
  Praises or corrects answers which can be judged by definition, custom, or empirical validation, not others 
  Accepts all responses but praises those closest to the standard more vigorously 
  Asks students to check a wrong answer against other known information or evidence 
  Reminds student of relevant known information or evidence 
  Recognizes student’s right to his own opinion where question is a matter of opinion 
  Accepts the emotional content of an answer independent of its correctness 
  Responds by expressing his own ideas 
  Returns question to student to pinpoint difficulties, begin to conceptualize solutions 
  Encourages students to evaluate their own or one another’s answers (what would happen if you did it that way?) 
  Allows, even encourages students to disagree 
  Accepts wild or far-fetched answers
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Example of a Classroom Scan for Interaction 
 

Using a seating chart, the observer draws arrows to indicate questioning, responses, other verbal 
interaction. 

 
 

 
   Teacher 

 
 
 
 

 Adam Brenda Chad Doris Ellen 
 
 
 
 Fred George Hilary Jodi Karen 
 
 
 
 Lowell Michelle Natalie Omar Penny 
 
 
 
 Quentin Richard Susan Thomas Ursalla 
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Questions to Guide Observations 
 

Note that you may not use all questions for every lesson observations. Some questions are more 
appropriate for teacher-directed lessons while others apply to a student-centered teaching model. 
 

Introduction 
How adequately did the introduction set up the learning task for the students? 
 
Motivation 
To what extent did the intern motivate and/or stimulate the students to learn? 
 
Organization 
To what degree did the organization, transition, etc., enhance the student’s understanding or 
aid taking coherent notes? 
 
Clarity 
How clear was the presentation? 
To what extent did examples, visuals, demonstrations, etc., clarify the content? 
 
Coverage and Pacing 
Was the detail and/or depth of information presented sufficient to understand the materials 
and was the pacing appropriate? 
 
Practice 
To what extent were the students provided with an opportunity to practice the learning task? 
 
Feedback 
How appropriate was the feedback (positive and/or negative) provided to the students? 
 
Variation 
What variety was noted in methods, content, voice, etc.? 
 
Interaction 
Was the ratio and the kind of teacher talk (and other behavior) appropriate to student talk 
(and other behavior)? 
 
Level 
To what degree was the instruction multi-level and appropriate to the intern’s objectives? 
 
Summarization 
How was the instruction summarized and was the summary effective? 
 
Accomplishment 
What do you think the intern was trying to accomplish and to what extent do you think it was 
accomplished? 
 
Methods 
To what extent were the teaching methods used appropriate to the intern’s goals? 
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Reminders for Giving Feedback 
 

Readiness We aren’t always ready to hear and use feedback, especially 
about something as personal as our teaching. Sometimes, the 
observer should provide minimal comments immediately 
following the class session and follow-up with a more extended 
feedback opportunity in a day or two. 

Descriptive rather 
than interpretive 

It’s easy to apply our own lens to a situation we are observing. 
Feedback is usually more palatable when it is offered as 
descriptive rather than interpretive (or judgmental) commentary. 

Recent happenings Although immediacy has its limits, it is also true that waiting for 
too long makes it difficult for the teacher to accept and 
understand the feedback. 

Appropriate times 
and places 

Obviously, feedback should be provided in a private setting, away 
from students and colleagues who might overhear and 
misunderstand. 

New things We all know that nagging is rarely effective. Observers should 
remind the instructor of items from previous observations if 
necessary, but should also strive to focus the feedback on new 
and recent behaviors. 

Changeable things Telling an instructor that she’s just too short (or too young, or too 
old) is not helpful. By the same token, we cannot expect an 
instructor to develop a new personality or dramatically different 
demeanor. We can, however, focus on the behaviors we observe. 
Instructors can and should change behaviors that are detrimental 
to their teaching and to student learning. 

Feedback does not 
equal a demand for 
change 

Simply providing feedback to a colleague will not necessarily 
convey a need for a change. Some colleagues will accept the 
feedback and decide to ignore it. If we observe something that 
must change (for legal or ethical reasons, for example), we need 
to clearly state the expectation for change. 

Avoid an overload The “laundry list of sins” is neither helpful nor appropriate. The 
observer should choose the most important aspects of the 
observed teaching episode and focus on those. 

Specific rather than 
general 

Both common sense and classroom research tell us that general 
feedback is not helpful. Specific observations followed by 
collaborative problem-solving can assist instructors change 
behaviors and learn about their own teaching. 
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September 20, 2006 
 
To Whom It May Concern: 
 
Stacey Evans successfully completed her internship at Chime Elementary School in a 
third grade classroom, during the Fall 2005 semester.   As University Coordinator for 
Western Michigan University, it was my position to observe her teaching abilities and 
interaction with students and staff.  I found her reliable, dependable, and conducting 
herself in a professional manner at all times. 
 
Ms. Evans creates and teaches developmentally appropriate lessons.  She also creates 
interesting activities, enjoying special moments with her students.  Stacey demonstrated 
skill in working with a variety of student ability levels, gearing lessons to meet specific 
needs of the children in her classroom.  On many occasions Stacey used a co-teaching 
model with her mentor, in addition to individually crafted units.  Her units and lessons 
were well designed and taught. 
 
Stacey ’s creativity was evident in her planning and execution of several different 
projects she researched and taught.  She facilitated center based instruction in both 
math and language arts.  Stacey did a very comprehensive unit on the author Chris Van 
Allsburg, including all of his picture books.  She constructed several centers to go along 
with the unit.  She also developed “math tubs” to give student who finished their work 
early additional challenging assignments. 
 
Stacey is a very caring and capable teacher, possessing numerous talents that would 
be an asset to any school.  Her clear expectations and directions resulted in students 
taking responsibility for their own decisions.  She demonstrates support, respect and 
encouragement for her students. 
 
It is without hesitation that I recommend Stacey Evans for a teaching position within 
your school district.  She will facilitate and engage students in the art of learning and be 
a positive-thinking team member in every group with whom she works. 
 
Sincerely, 
 
 
David M. Clark 
University Coordinator 
Western Michigan University 
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March 25, 2006 
 
Dear Administrator, 
 
 I write today in support of Ms. Maresa Morelli’s application for a teaching position in 
your district.  For the past year, Ms. Morelli has been a participant in Western Michigan 
University’s College of Education partnership with Kalamazoo Public Schools, a partnership that 
brings pre-service teachers into one of the district’s three urban schools for a year-long intensive 
program that encompasses both pre-intern experiences and intern experiences.  During that time, 
I’ve been Ms. Morelli’s University coordinator/teacher, and I’ve been honored to watch her 
successfully navigate the transition from college student to elementary teacher.  I recommend her 
highly and without any reservations. 
 Ms. Morelli clearly meets Michigan state standards for entry-level teachers.  She designs 
lessons that cross disciplines, that use inquiry methods appropriate to the content, that clearly 
reflect and support her students’ developmental place and abilities, and that incorporate various 
types of literacy in each lesson. Through her strong planning, understanding of her students, 
ability to set expectations for behavior, and reflection on past lessons, she is able to move 
students through lessons with minimal disruptions.  These qualities exist in Ms. Morelli’s 
teachings whether she’s helping one student, a small group of students, or an entire class. One of 
the most significant ways Ms. Morelli accomplishes all of this is to key in on her students’ 
interests.  She quite successfully incorporates topics ~ and even examples within lessons ~ that 
her students recognize as a part of their life, yet she never allows them to lose sight of the 
importance of learning for their own development and their future. 
 Ms. Morelli’s greatest gift, however, is her ability to recognize and teach to every child’s 
unique abilities and needs.  She successfully incorporates strategies to target multiple 
intelligences into a lesson, and it’s evident that she knows clearly which child is strongest in 
what area.  Her manner ~ everything from quiet questioning to eye contact ~ tells the child in 
front of her that he/she is important and valued ~ but most of all, she conveys to the child her 
firm belief that, yes, that child can do the work for which Ms. Morelli is asking. And, once the 
child is successful, Ms. Morelli follows through with praise and recognition.   She is a treasure 
for a child’s self-esteem. 
 I highly recommend Ms. Morelli as a teacher for your district; I’m convinced that all 
involved will benefit.  If you’ve any questions, though, or would like to discuss Ms. Morelli’s 
qualifications further, please don’t hesitate to contact me.  I can be reached easiest through e-
mail:  tracy.demars@wmich.edu.  Thank you for your time and consideration of Ms. Morelli’s 
application. 
 
Sincerely, 
 
Dr. T.J. DeMars, 
Site Coordinator 

mailto:tracy.demars@wmich.edu
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TERMS AND CONDITIONS OF SUBSTITUTE TEACHING 

FOR CURRENT INTERNS 
 

During the semester of Internship, WMU students engaged in intern2 teaching may serve 
as substitute teachers under the following conditions: 
 

• The intern teacher must be registered with and approved by the district, ISD, or 
sponsoring agency as a substitute teacher. 

 
• When serving as a substitute teacher, the intern teacher shall be paid at the prevailing per-

day rate for substitute teachers. 
 

• The intern teacher may only substitute for his/her mentor teacher. 
 

• The intern teacher may serve as the substitute for his/her mentor teacher when he/she is 
away from the classroom due to illness, personal business, or professional development, 
which has been deemed inappropriate or cost prohibitive for intern attendance. An intern 
teacher will not be used as a paid substitute teacher when his/her mentor is absent from 
the classroom for the purpose of promoting the intern teaching program. 

 
• The intern teacher may only substitute after midterm (date to be established and 

published by the Office of Field Placements) and if his/her mentor teacher recommends 
that he/she be employed as the substitute teacher. 

 
• The intern teacher may substitute for his/her mentor teacher no more than five days from 

mid-term to the end of the semester unless further days are approved by the Office of 
Field placement in advance. 

 
• WMU may, in its sole discretion, decide that an Intern Teacher is not an appropriate 

candidate to substitute teach and may direct a district and/or ISD not to utilize a given 
Intern Teacher as a substitute teacher. 

                                                 
2Intern is defined as a student enrolled in a capstone field experience (ED 4100, 4700, 4710, 4750; HPER 4100, 4750; CTE 4100, 
4750; SPED 4740) who, upon successful completion of the experience, will be eligible for recommendation to the State of 
Michigan as a candidate for initial teacher certification and/or recipient of an endorsement to an existing certificate. Intern is also 
used synonymously with student teacher. 
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ITIP Lesson Plan Format for Pre-Interns and Interns 
 
Date: 
 
Intern/Pre-Intern Teachers: 
Mentor Teacher: 
Lesson Title: 
 
Michigan Curriculum Framework Benchmarks: 
 
Introduction 

 Management strategy for getting students’ attention. 
 Anticipatory Set: (Describe how you will tap prior knowledge, motivate student interest, 

set the context for the lesson.) 
 Learning Objectives:  State what you want the students to learn/be able to do as a result 

of your instruction.  Follow the standard format: Conditions for learning, measurable 
verb from Bloom’s Taxonomy, and the desired standard for performance (what does an A 
look like?).  

Materials 
 List all the materials that both you and the students will use/need for this lesson. 

Development 
 Management strategy for transitioning students to activity. 
 Input: describe what you will be teaching—what information you are imparting and how 

you are presenting it. 
 Describe how you will engage students in learning. 
 Model: Describe what you will do to model the skills/concepts you are teaching. 
 Check for understanding: What questions will you pose to determine whether students 

understand what you’re teaching? How will you elicit responses? 
 Management strategy for keeping students’ attention/getting students refocused. 

Guided Practice 
 Describe how you will guide students in their practice of the skill/concept that you are 

teaching. 
 Management strategy for transitioning students 
 Management strategy for student behaviors. 

Independent Practice 
 Describe what you will have students work on independent of your help. 

Closure 
 Describe how you will draw the lesson to a close and involve the students in review of the 

material. 
 Describe how you might tie this lesson to future activities. 

Assessment 
 Describe potential means you will use to assess the learning objectives for this lesson. 

Accommodations For Students With Special Needs 
 Describe two specific ways you might adapt this lesson for students with special needs. 
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SOME BASIC LESSON PRESENTATION 
ELEMENTS 

 
• The Madeline Hunter Direct Instruction Model 
• The Madeline Hunter Elements of Effective Instruction 
• Decontextualization for transfer and general application 

 
AN OUTLINE OF DIRECT INSTRUCTION 

1. Objectives 
2. Standards 
3. Anticipatory set 
4. Teaching  

o input  
o modeling  
o check for understanding 

5. Guided practice/monitoring 
6. Closure 
7. Independent practice 
 
[The above outlines what is generally referred to as the Madeline Hunter Method; it is 
only a small part of her “method.” An explanation of the meaning of the terms follows 
here and a fuller development of the Hunter Method follows this section.] 
 
1.  Before the lesson is prepared, the teacher should have a clear idea of what the teaching objectives 

are. What, specifically, should the student be able to do understand, and care about as a result of the 
teaching? 
 

2.  The teacher needs to know what standards of performance are to be expected and when pupils will 
be held accountable for what is expected. The pupils should be informed about the standards of 
performance. Standards: an explanation of the type of lesson to be presented, procedures to be 
followed, and behavioral expectations related to it, what the students are expected to do, what 
knowledge or skills are to be demonstrated and in what manner. 
 

3.  Anticipatory set or Set Induction: sometimes called a "hook" to grab the student's attention: actions 
and statements by the teacher to relate the experiences of the students to the objectives of the lesson. 
To put students into a receptive frame of mind. 
o to focus student attention on the lesson. 

 
o to create an organizing framework for the ideas, principles, or information that is to follow (c.f., the 

teaching strategy called "advance organizers"). 
 

o to extend the understanding and the application of abstract ideas through the use of example or 
analogy...used any time a different activity or new concept is to be introduced. 
 

4.  Teaching/presentation: includes Input, Modeling, and Checking for Understanding. 
1. Input: The teacher provides the information needed for students to gain the knowledge or skill 

through lecture, film, tape, video, pictures, etc. 
2. Modeling: Once the material has been presented, the teacher uses it to show students examples 

of what is expected as an end product of their work. The critical aspects are explained through 
labeling, categorizing, comparing, etc. Students are taken to the application level (problem 
solving, comparison, summarizing, etc.) 
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3. Checking for Understanding: Determination of whether students have "got it" before 
proceeding. It is essential that students practice doing it right so the teacher must know that 
students understand before proceeding to practice. If there is any doubt that the class has not 
understood, the concept/skill should be retaught before practice begins. 

4. Questioning strategies: asking questions that go beyond mere recall to probe for the higher 
levels of understanding...to ensure memory network binding and transfer. Bloom's Taxonomy of 
Educational Objectives provides a structure for questioning that is hierarchical and cumulative. 
[See the end of this section for a summary of the Taxonomy of Educational Objectives.] It 
provides guidance to the teacher in structuring questions at the level of proximal development, 
i.e., a level at which the pupil is prepared to cope. Questions progress from the lowest to the 
highest of the six levels of the cognitive domain of the Taxonomy of Educational Objectives: 
knowledge, comprehension, application, analysis, synthesis, and evaluation. [LINK 
PENDING See section following this outline for an exposition of the cognitive, affective, and 
psychomotor domains of educational objectives.] 
 
[For questioning strategies, such as Wait Time (allowing all pupils the time necessary to process 
and develop a response to a question before placing the question with a specific pupil) see GESA 
materials. GESA/TESA provide a practical model for questioning.] 
 

5. Guided practice: An opportunity for each student to demonstrate grasp of new learning by working 
through an activity or exercise under the teacher's direct supervision. The teacher moves around the 
room to determine the level of mastery Substitute Authorization Teaching Strategies Handout TS 7 
and to provide individual remediation as needed. [Fred Jones' "praise, prompt, and leave" is suggested 
as a strategy to be used in guided practice.] 

 
6. Closure: Those actions or statements by a teacher that are designed to bring a lesson presentation to 

an appropriate conclusion. Used to help students bring things together in their own minds, to make 
sense out of what has just been taught. "Any questions? No. OK, let's move on" is not closure. Closure 
is used: 
o to cue students to the fact that they have arrived at an important point in the lesson or the end of 

a lesson, 
o to help organize student learning, 
o to help form a coherent picture, to consolidate, eliminate confusion and frustration, etc., 
o to reinforce the major points to be learned...to help establish the network of thought relationships 

that provide a number of possibilities for cues for retrieval. Closure is the act of reviewing and 
clarifying the key points of a lesson, tying them together into a coherent whole, and ensuring their 
utility in application by securing them in the student's conceptual network. 
 

7. Independent practice: Once pupils have mastered the content or skill, it is time to provide for 
reinforcement practice. It is provided on a repeating schedule so that the learning is not forgotten. It 
may be homework or group or individual work in class. It can be utilized as an element in a 
subsequent project. It should provide for decontextualization: enough different contexts so that the 
skill/concept may be applied to any relevant situation...not only the context in which it was originally 
learned. The failure to do this is responsible for most student failure to be able to apply 
something learned. 

 
Summary: You told them what you were going to tell them with set, you tell them with presentation, you 
demonstrate what you want them to do with modeling, you see if they understand what you've told them 
with checking for understanding, and you tell them what you've told them by tying it all together with 
closure. [For a detailed treatment of this topic, see Cooper et al, Classroom Teaching Skills, 4th ed., D.C. 
Heath &Co., Lexington, Ky.] 
 
The Madeline Hunter "seven step lesson plan." The basic lesson plan outline given above contains the 
so-called "Hunter direct instruction lesson plan elements:" 1) objectives, 2) standards, 3) anticipatory set, 
4) teaching [input, modeling, and check for understanding], 5) guided practice, 6) closure, and 7) 
independent practice. If you count input, modeling, and check for understanding as three steps, there are 
nine elements...not the seven in the usual title. 
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Madeline Hunter did not create a seven step lesson plan model. She suggested various elements that 
might be considered in planning for effective instruction. In practice, these elements were compiled by 
others as the "Seven Step Lesson Plan, "taught through teacher in-service, and used as a check list of 
items that must be contained in each lesson. 
 
This application is contrary to Dr. Hunter's intent and its misuse is largely responsible for objections to 
"direct instruction" and to Madeline Hunter's system of clinical supervision. Used as Dr. Hunter's intent 
and its misuse is largely responsible for objections to "direct instruction" and to Madeline Hunter's system 
of clinical supervision. Used as Dr. Hunter intended, the steps take a useful structure for development of 
many lesson plans...including non-behavioral ones. Not all elements belong in every lesson although 
they will occur in a typical unit plan composed of several lessons. 
 
[Those who have an evaluator who uses the elements as a check list and records a fault for each element 
missing from a lesson are referred to Patricia Wolfe, "What the 'Seven-Step Lesson Plan' Isn't," 
Educational Leadership, pp. 70-71, Feb., 1987.] 
 
For a further explanation of direct instruction and a similar lesson plan model, see Joyce and Weil, 
Models of Teaching, Mastery Learning and Direct Instruction.” [P. 325, ff. in the third edition.] 
 
Note that the term “mastery learning” may mean different things to different people. With Benjamin Bloom, 
Mastery Learning is a plan for ensuring that all children learn material before proceeding to the next step. 
 

ELEMENTS OF EFFECTIVE INSTRUCTION 
"The Madeline Hunter model" 

SUMMARY 

Teaching to an objective  
[lesson objective--not a "step." See below for how to write a behavioral objective]  

1. Objectives  
2. Set [hook]  
3. Standards/expectations  
4. Teaching  

o Input  
o Modeling/demo  
o Direction giving [see below]  
o Checking for understanding  

5. Guided Practice  
6. Closure  
7. Independent Practice  

Behavioral Objective format: 
Students will demonstrate their [knowledge, understanding, skill, etc.] of/to [concept, skill, etc.] 
by [activity performed to meet the lesson objective] according to [standard].  
Example: Each student will demonstrate achievement of the skill of addition of whole numbers 
by adding columns of figures with paper and pencil accurately nine out of ten times individually 
in class.  

Four step instructional process  
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1. Watch how I do it [modeling]  
2. You help me do it (or we do it together) [together]  
3. I'll watch you do it or praise, prompt and leave [guided practice]  
4. You do it alone [independent practice].  

Motivation "TRICKS"  

1. Feeling Tone  
2. Reward [extrinsic/intrinsic]  
3. Interest  
4. Level of Concern  

o accountability  
o time to produce  
o visibility  
o predictability  

5. Knowledge of results  
6. Success  

Ways of monitoring  

1. Oral individual  
2. Oral together  
3. Visual answers, e.g., "thumbs"  
4. Written  
5. Task Performance  
6. Group sampling  

Questioning Guidelines  

1. Place signal [get their attention], then ask question  
2. Ask question before designating the person to answer  
3. Do not repeat nor rephrase the student's response. May ask for agreement by class or for 

others to respond. [GESA suggests that you should explain why the answer is good, 
however.]  

4. Ask question then wait for 50% of hands [or "bright eyes," knowing looks]  
5. Never ask a question of a student who you know cannot answer.  
6. If the student is confused or can't answer, calmly repeat the same question or give a direct 

clue.  

Retention, Reinforcement  

1. Meaning/understanding (the most effective way to learn)  
2. Degree of original learning. Learn it well the first time. [And don't practice it wrong!]  
3. Feeling tone. [positive or negative will work but negative has some undesirable side 

effects.]  
4. Transfer [emphasize similarities for positive transfer and differences where there might 

be an incorrect transfer.] [See Bloom's Taxonomy of Educational Objectives for levels of 
learning. Transfer implies all of the higher levels. See Barak Rosenshine re. 

http://www.humboldt.edu/%7Etha1/bloomtax.html
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decontextualizing following this summary of the "Hunter Model"--which is essential for 
effective transfer of knowledge and skills to the real world.]  

5. Schedule of Practice. [Mass the practice at first, then create a regular follow-up schedule.  

Creating Directions  

1. Break down into parts/steps.  
2. Give only three at a time, one if the behavior is new.  
3. Delay giving instructions until just before the activity.  
4. Give directions in the correct sequence.  
5. Plan dignified help for those who don't tune in. [no put-downs]  
6. Give directions visually as well as orally (Visual representation of the task) [cf. Fred 

Jones' VIP]  

Giving Directions  

• Give the planned directions [creation above].  
• Check the students' understanding ["Any questions?" does not check understanding.  
• Have a student model the behavior. [I.e., on the board or orally.]  
• If needed, remediate and recheck. [It is essential that students do not practice error.]  

The Madeline Hunter "Seven Step" lesson design may be used for more than just direct 
instruction in the behavioral mode. It can be used as a shell for any instructional lesson or unit.  

One use in an inquiry mode suggested by Dr. Hunter appeared in Educational Leadership, 
December-January 1990-91, pp. 79-80: "Anticipatory set and objective: Let's review the 
procedure in making slides because today you'll be making your own slides to be used in 
developing a hypothesis to explain_________ and support your conclusions....Objective: Today 
your group will work with magnets to see how many generalizations you can develop and 
support...Input: Remember what you've learned about modifying only one variable at a time, 
observing results carefully and checking whether or not the data support your hypothesis. Your 
information today will be derived from your own observations while you experiment with these 
materials.... (Input can come from observation, experimentation, computers, films, videos, books, 
etc., not just from teachers.) Modeling: Observe what I do, and be ready to state whether my 
conclusions are valid or invalid, and why.... Checking for understanding: Look at your data to 
determine and be ready to state which could be used either to support or refute your hypothesis.... 
Guided or monitored practice: I'll be circulating among your lab groups. Signal me if you have 
questions or need assistance.... Independent practice: Identify a question that you have 
about___________. Then design and conduct an experiment (alone/ group) that would answer 
your question...."  

Not each of the "seven steps" need be in every lesson nor should every lesson be based on 
the seven steps; however, the seven steps make a good check list of elements in planning a 
lesson. The instructional purpose and the best way to involve the learner are the guides for 
what to choose in planning a lesson. 

 

DECONTEXTUALIZING LEARNING 
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Decontextualization for transfer and general application 

Barak Rosenshine, in a presentation to the Association for Supervision and Curriculum 
Development, Spring 1990, reported on recent research on direct instruction. Direct instruction 
(as addressed by Rosenshine) applies to skills, not to the teaching of content.  
Most of the research on teaching effectiveness has been on the teaching of well-structured skills: 
how to add, how to focus a microscope. His new work addresses research on how effective 
teachers teach less-structured skills: how to summarize, how to take notes, how to ask 
appropriate questions, etc. Other continua that are similar/parallel to well structured-less 
structured are: explicit-implicit, algorithm-heuristic, and concrete-abstract.  

The strategies he has recently reported provide scaffolds for learning the less-structured skills. 
They:  

• Regulate the difficulty [escalate after learner gets it]  
• Anticipate difficult areas [then provide lots of support]  
• Model: talk out loud about the process you are going through.  
• Provide procedural facilitators [procedural facilitators are to content as advance 

organizers are to process]  
• Provide appropriate student practice in varied contexts.  

All of these apply to the teaching of well-structured skills as well but they are specifically 
indicated for the teaching of less structured skills: things for which discrete procedural steps are 
hard to identify. They are less relevant to the teaching of content because prior/background 
knowledge is key to the teaching of content.  

Learning takes place in the zone of proximal development [ZPD] where the student's 
development is advanced enough for the pupil to learn but will need help to get there.  

A scaffold[outline, model, visual instruction plan (VIP), diagram, or figure that provides an 
image to hang ideas on] makes it easier for the learner to "get it" in developmental skills subjects 
where background knowledge is not key and so is not applicable for non-progressive content like 
social studies or literature. ZPD is not critical for most content in English or social studies but is 
more so in science or math. [Note: writing an essay, at least in the initial learning stages, is a 
less-structured skill that has steps that can be taught, e.g., start with an attention-grabber, then a 
topic sentence, then a statement followed by supporting information, then another statement with 
support, then a third statement with support, then a summary statement tying the three statements 
to the topic.]  

Most things in math and science, especially skills, are taught in a context. For transfer to broader 
applicability it is necessary to decontextualize the learning. One way to do this is in guided 
practice by giving attention to decontextualizing the skill by providing lots of varied practice and 
spaced practice. [Ed.note: And to have students manipulate the ideas/skills, e.g., "Have you ever 
seen something like this down town?" or "How many ways can you think of to use this 
concept/skill?" or "Can you explain how you arrived at that answer" (metacognition).]  

[Ed. note: It is likely that decontextualization of learning is the most important and least 
practiced function of teaching for latter application. The lack of transfer of knowledge/skills to 
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"real life" is likely the main reason why graduates do so poorly on state-wide and national tests 
[even when they "know" the answers: the questions aren't asked in the context in which they 
were learned. It is important that we present and re-represent the material to be learned in as 
many different ways/contexts as we can...and at the higher levels of Bloom's Taxonomy of 
Educational Objectives.] 

 

(This “oldie” can be used to assist interns who may struggle with planning and organizing 
instruction. It is NOT a model for all teachers, all subjects, all days!) 
 

The Seven-Step Approach of Madeline Hunter 
 

From: Hunter, M. & Russell, D. (1977). How can I plan more effective lessons? Instructor, 87, 
74-88. 
 
1. Anticipatory Set: 
 

An activity designed to: 
1. Focus student attention 
2. Provide brief practice of previously achieved and related learnings 

and/or 
3. Develop a readiness for the instruction to follow. 

 
4. The Objective and Its Purpose: 

 
“Informs the student what he will be able to do by the end of instruction and why the 
accomplishment is important, useful, and relevant to present and future life situations.” 
 

3. Instructional Input: 
 

What information does the student need to accomplish the objective and what means will 
be used to present that information? 

 
4. Modeling: 

 
Show examples of the finished product and point out the important elements. 

 
5. Checking for Understanding: 

 
This may be done by: (a) sampling 
 (b) signaled response 
 (c) individual private responses 

 
6. Guided Practice: 

 
The student works individually, but the teacher circulates among students to provide 
feedback and remediation. 

 
7. Independent Practice: 

http://www.humboldt.edu/%7Etha1/bloomtax.html
http://www.humboldt.edu/%7Etha1/bloomtax.html
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The student “practices” the new skill without the teacher to help develop fluency (often 
assigned as homework). 



 

 

73 

 

 
ITIP 

 
1. Anticipatory Set – recalls students’ prior 

knowledge and focuses them on learning. 
2. Objective/Purpose – lets students know what 

they are learning, how they will learn it and 
why. 

3. Input – information, responses, activities, 
questions. 

4. Modeling – visual input or concrete examples 
of the process or product of learning. 

5. Checking for Understanding – monitoring the 
students to ensure that they understand. 

6. Guided Practice – gives students opportunity 
to try the new learning under direct teacher 
supervision. 

7. Closure – give students opportunity to 
summarize the learning. 

8. Independent Practice – allows students to 
practice new learning independently to 
develop fluency. 

Lesson Flow Chart 
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LESSON PLAN TOPIC TITLE 

AUTHOR 

GRADE: 

STATE OR DISTRICT STANDARDS 
 

OBJECTIVES 

ASSESSMENT (formative and summative) 

MATERIALS: 

 

PROCEDURES: 

Anticipatory Set 

 

Vocabulary 

 

Activities 

 

Provision for special needs: 

 

CLOSURE 

 

References: 

 

Reflection: 
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PARKWOOD-UPJOHN CLUSTER SITE GUIDELINES 
 
 
Parkwood-Upjohn interns, we welcome you! 
 
Parkwood-Upjohn Staff is dedicated to helping you develop your professional teaching 
skills. 
 
The following information is a brief overview of some of the routines at Parkwood-Upjohn 
Elementary.  At Parkwood-Upjohn, you are considered part of the professional staff.  
References in these guidelines apply to staff and you.  Please remember that these routines 
are subject to chance. Stay alert for additional or updated information. 
 
Please read the weekly newsletter, the monthly calendar in the office, the Parkwood-Upjohn 
handouts in your folder before you begin your Field Studies.  All the material in this folder 
will help you understand the focus on your Field Studies at Parkwood-Upjohn.  Your 
mentor’s mailbox will also be your mailbox. 
 
1. Personnel Record Cards 
Please keep the office and mentor informed immediately of any phone or address changes.  
Keep you mentor informed of changes in your schedule. 

 
2. Reporting Time for Staff 
Official school hours at Parkwood-Upjohn: 

  
 8:40 Teachers must be at the designated door to meet their classes 
 
 8:55 Instruction time starts 
 
 3:35 – 3:34  Student dismissal 
 
 3:50 Staff dismissal 
 

You and your mentor must discuss what times you will be in the building for planning and 
talking.  It is highly suggested that you and your mentor decide on a particular time for 
planning and talking. 

 
3. Letter of Introduction 
Please compose a letter of introduction to send home to the families of the students with 
whom you will be working.  This letter should tell a little about you, your background in 
education, and your favorite hobbies.  The letter should also indicate that you look forward to 
the classroom experience, getting to know the students, and meeting their families.  Please 
have this letter of introduction 

ready for your mentor to proofread during your first week of Field Study at Parkwood-
Upjohn. 
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4. Procedure for Absences 
If you are ill or unable to attend school for any reason, call the mentor teacher at home as 
soon as possible.  If the mentor teacher does not answer the phone, you must contact the 
school and make every possible effort to reach the mentor personally.  You must also 
notify the university coordinator if you exceed missing three days of school. 
 
When absent from Parkwood-Upjohn, you must make certain that detailed lesson plans, 
all materials necessary to teach, and Teacher’s Guides are delivered to school by 8:00 
a.m.  When you return to school, you are responsible for any follow-up on any lessons. 
 
5. Dress Code 
The dress code is professional dress, Monday through Friday.  On some designated days, 
the staff may dress informally.  If you have a tattoo or a body piercing, it must be covered 
during your workday.  No hats are worn in the building.  Gum chewing or eating in the 
classroom will need to be discussed with the mentor teacher. 
 
When going to an interview or conducting Parent Teacher Conferences, staff dress 
becomes business professional (for these occasions).  If you are unsure about the proper 
attire, please discuss attire with your mentor teacher. 
 
6. Meetings 
Building Staff Meetings for all staff are mandatory.  Building Staff Meetings are Mondays 
after school starting at 4:00 p.m.  The first Monday of each month is a two-hour Staff 
Development Meeting from 4:00 until 6:00 p.m. (The third Monday is traditionally for Union 
Meetings.  You may not attend Union Meetings) Again, check the Parkwood-Upjohn 
calendar in the office for changes. 
 
Wednesdays after school are typically Curriculum Development Meetings.  These meetings 
are usually by help in grade levels.  It is expected that interns attend these meetings with their 
mentor.  Again, when in doubt, check with you mentor.  These meeting usually run from 4:00 
– 6:00 p.m. 
 
Your mentor will attend a weekly meeting with other mentors.  These meetings enrich the 
mentors professionally and help facilitate the best cluster site experience possible for the 
interns.  You will be in charge of the classroom while your mentor attends these meetings. 
 
Open House Nights, Professional Development Meetings and District Wide Parent 
Teach Conferences are mandatory. 

School Improvement Meetings are held the third Tuesday of each month from   
4:00 – 5:00 p.m. 
 
PTO Meetings are held the Tuesdays following the School Improvement Meeting.  School 
Improvement and PTO Meetings are not mandatory, but do provide a professional view of 
the important broader issues facing any school community.  Your ideas and participation are 
always welcome. 
 
7. Opportunities to Volunteer 
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The saying “it takes a village” is so true.  There is so much to do to keep our school running 
smoothly.  We invite you to “volunteer” in any area you feel comfortable.  This may include 
coaching, tutoring, participating in evening family events, helping in the cafeteria and/or on 
the playground, working at the Book Far, Junior Achievement, etc. 

 
8. School Rules 
The three main rules that are taught and embraced school wide are RESPECT, 
RESPONSIBLILITY, AND SAFETY.  Each entire school has individual, rules and norms 
based on these three words.  Examples for the school norms are demonstrated for the 
students and reinforced during the school year. 

 
Parkwood-Upjohn has a very diverse population of students.  This diversity is one of our 
strengths.  We embrace diversity and celebrate the uniqueness of each child.  

 
9. Confidentiality 
Student records are conversations about students are strictly confidential and are not to be 
shared outside the classroom or in a casual manner.  Please be sensitive and constructive in 
your comments about our children. 

 
10. Parkwood-Upjohn Staff 
Parkwood-Upjohn has a staff very committed to the academic and social growth of every 
child.  A list of our staff is included in your packet.  Please make an effort to get acquainted 
with as many staff as possible.  We are all here to support each other and we consider you an 
important part of our school family.  In that support we speak in terms about our school and 
staff that give a positive image to the community. 

 
11. Supplies and Telephone 
Classroom teachers order most of their own supplies annually.  There are some supplies that 
are in the supply closet in the teachers’ workroom.  All materials, including the laminator 
and copy machines, may be used as part of your professional responsibilities at Parkwood-
Upjohn.  Please do not use them for 
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your personal use.  Please get instructions from your mentor before using the laminator and 
copy machines. 
 
No long distance phone calls can be made from the school phones unless it is an emergency.  
In case of an emergency, ask one of the secretaries for assistance.  Unfortunately, calling 
cards cannot be used from our phones.  Personal cell phones should be turned off or set to 
mute during school hours. 
 
12. School Delays and/or Cancellations 
Please check your local radio or TV station for school delay or cancellation announcements.  
Fog delays or weather delays require staff to arrive on time or as soon as you can safely get 
here.  If you suspect the weather will delay you, please call the office and your mentor. 
 
For school cancellations, staff does not need to report.  Whenever you are in doubt, phone 
your mentor.  It is always a good idea to check with other Parkwood-Upjohn Interns to make 
sure each is informed and no one makes an unnecessary trip. 
 
Keep your transportation in good working order.  Part of being “professional” in the 
workplace is getting to your commitments on time. 
 
13. Parking 
Please park in the lot north of the school or on any side street, (parking in front of the school 
is prohibited because of the bus-parking lane). 
 
14. Communication 
All teachers are asked to communicate with the families of their students at least every two 
weeks.  We invite you to share this responsibility with your mentor teacher.  Please discuss 
how you would like to be involved with your mentor.  Remember, the principal is to receive 
a copy of all written communication sent home. 
 
15. General Information 
Here are some phone numbers and the school address. 
 
 Parkwood-Upjohn Elementary 
 2321 S. Park Street 
 Kalamazoo, MI 49001 
 
 Voice: (269) 337-0720 
 Fax: (269) 337-1632 
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16. Lunchtime 
There are three supervised 50-minute lunch/activity periods. 
 
There is a refrigerator, microwave and pop machine in the teachers’ lounge.  If you want to 
purchase cafeteria lunches or salads from Food Service, you must check a week in advance 
with our lunchroom supervisor. 
 
If you leave the building during your lunch period, please check with your mentor in 
advance, and sign our and back in at the office. 
 
17. Testing 
MEAP and IOWA Testing are very important at Parkwood-Upjohn.  The MEAP takes place 
during October.  The IOWA takes place in April.  Many of our building meetings will 
revolve around ways to improve the outcome of each student’s testing experience. 
 
18. Portfolio 
Starting the very first day bring a camera to school to take pictures and gather materials to 
build a portfolio.  Become familiar with WMU’s seven outcome areas.  You will want to 
build your portfolio around these outcomes. (They are also addressed in your midterm and 
final evaluations.) 
 
19. Parkwood-Upjohn Handbook 
Your mentor teacher has a Parkwood-Upjohn Handbook.  Please ask to borrow it.  Reading 
the handbook will provide you with all the information you ever wanted to know about our 
great school.  Please return the handbook to your mentor when you have finished reading it. 
 
We may ask the interns (as a team) to develop and display a bulletin board on a particular 
topic. 
 
You will be encouraged to observe each grade level at Parkwood-Upjohn and complete 
written reflective feedback on what you observe.  It is also good to observe a specials 
teacher, and shadow the home support specialist, principal or secretary.  All of these 
observations, of course, would be done by appointment and followed up with dialogue and 
reflection, whenever possible. 
 
We look forward to you sharing your portfolio near the end of your Field Studies at 
Parkwood-Upjohn. 
 
20. Attachments 
The following items are attached to the Parkwood-Upjohn Cluster Site Guidelines: 

• Staff List 
• School Map 
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 Washington Writers’ Academy 
Kalamazoo Public Schools 

In Partnership With 
The Department of Teaching, Learning, and Educational Studies 

The College of Education and Human Development 
Western Michigan University 

 
Program Guidelines 

(September 6th, 2006) 
 

Part I: Washington Writers’ Academy: A Learning Community 
 
You are about to being an exciting, exhausting, and exhilarating experience, your pre-intern and 

intern teaching experiences.  In this set of guidelines, you will gain insights into our expectations of you 
as a pre-intern and intern.   
 It is important that every pre-intern and intern understand that Washington Writers’ Academy is 
a community of professional staff.  In 1999, Washington joined with the Department of Teaching, 
Learning, and Leadership and the College of Education at Western Michigan University to shape a 
partnership.  As a community, all personnel at Washington participate in preparing every pre-intern and 
intern. 
 The entire faculty and staff are participating in your preparation in one way or another.  We 
encourage you to become well acquainted with the entire community: as part of this we feel it is 
important that you become well acquainted with the mission statement, objectives, and motto of 
Washington Writers’ Academy.  Becoming a part of this community and familiarizing yourself with our 
mission, objectives, and motto will help you to have an experience here with us where you develop your 
teaching expertise thoughtfully.   
 
 
Washington Writers’ Academy Mission Statement 
**The mission of Washington Writers’ Academy, as a family-oriented cornerstone of our community, is to 
ensure that all students, in becoming lifelong learners, will achieve academic excellence, thrive in a 
diverse community, and have opportunities to explore their unique talents through dynamic, multiage, 
interactive learning, centered on integrating writing and technology throughout the curriculum, uniting a 
caring and exemplary staff with parents and community members in a safe and orderly environment.  
 
Objective: 
100% of our students will meet or exceed the district’s standards and benchmarks for writing. 
100% of our students will read at or above grade level by the end of third grade. 
100% of our students will meet or exceed performance standards as measured by the district, state, and  
national standardized tests. 
100% of our students will meet or exceed the goals specified in their individual achievement plans. 
 
Motto 
Writing A Journey Through the Imagination 
 
 As mentors, pre-interns, and interns at Washington Writers’ Academy it is critical that we develop 
and maintain some consistency in our expectations and standards of performance.  To this end, the 
mentors at Washington have designed a set of guidelines to provide each of us with a common frame of 
reference.  These guidelines are written in addition to the policies and guidelines set forth in the intern 
and mentor handbooks.  The mentors, pre-interns, and interns should discuss these guidelines at the 
beginning of each semester as plans are developed and as the pre-interns and interns are observed and 
evaluated. 
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Part II: Definitions 
 
 The following definitions will help create a common understanding of the terms we use for each 
of the roles in: 
 

Pre-intern Teaching 
 The pre-intern teaching semester is a part time professional laboratory and clinical experience 
(16 hours per week).  You will begin the semester observing and assisting students one-on-one as your 
mentor teacher directs you.  After a few weeks of acclimating yourself to the classroom routines and 
developing beginning relationships with the students, you will begin to teach small groups of students in 
addition to observing and assisting students one-on one.  Toward the middle of the semester you will 
begin to have the opportunity to teach both small groups and the entire class.  It is an opportunity for 
you to apply your knowledge of teaching and learning in an urban setting to the ways you organize and 
lead the students with whom you work as well as the lesson plans you design and implement. 
 
Intern Teaching 
  The intern teaching semester is also a professional laboratory and clinical experience.  This, 
however, is the semester where you will focus your attention on teaching and learning in the urban 
classroom full time.  You will assume an increasing degree of responsibility in one of our classrooms 
under the supervision of a qualified classroom teacher and a university coordinator.  As an intern teacher, 
you will be able to apply your knowledge of educational theory and research in terms of human growth 
and development, the impact of urban poverty on teaching and learning, classroom organization and 
leadership, and the development and implementation of curricula that respond to the needs of your 
students.    This experience will allow you to further prepare yourself personally and professionally to 
assume your role as a practicing teacher. 

Mentor Teacher 
 A teacher who guides the practice of pre-intern teachers and/or intern teachers, provides 
guidance and feedback to the pre-intern and/or intern about lessons they prepare, observes and 
evaluates the teaching of the pre-intern and/or intern, and participates regularly in studying and 
reflection about her/his role with other mentor teachers and a university cluster site coordinator.  
 
Mentor Coach 
 A tenured teacher at a cluster site who participates in intensive mentor teacher preparation at 
the university and who coordinates and facilitates the work at the cluster site with other mentors and 
with the university cluster site coordinator.  The mentor coach is the person who will assist you with your 
problems or concerns when the university coordinator is not in the building. Your mentor coach is Tam 
Fleckenstein. 
 
Pre-intern Coordinator 
 A university faculty member who has the responsibility to teach the pre-intern seminar that 
focuses on the content of Education 369, 371, and 402 as well as a body of literature about urban  
poverty and urban school teaching and learning.  In addition, the faculty member provides guidance and  
feedback to the pre-interns as they prepare lessons and then observes and evaluates the pre-interns as  
they teach those lessons in small and whole groups of elementary students.  
 
Cluster Cite Coordinator 
 A university faculty member who has overall responsibility for the coordination of a cluster site 
and who collaborates with the pre-intern coordinator, mentor coaches, mentors, and other school and 
university personnel. 
 
Principal 
 The principal is the professional administrator at the school where you are assigned.  The 
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principal will support the preparation of teachers by defining school-wide expectations (e.g. sharing  
teacher handbooks, discussing attendance at after-school meetings, and/or night functions, discussing  
arrival/dismissal times, procedures for absenteeism, and policy regarding parent-teacher conferences)  
and explaining school-wide policies and student behavior expectations (e.g. discipline policies for  
students). 

The principal at Washington Writers’ Academy Mr. John Klein. If you have questions and/or 
concerns he is always willing to set an appointment to assist you.  He will be present and visible during 
every school day; however, he will have limited involvement in your pre-professional activities while you 
are at Washington, given the enormity of his responsibility to direct the affairs of the school as a whole. 
 

Part III: Guidelines for Professional Conduct 
 
 You are about to make an important transition from your life as a college student to your life as a 
professional educator.  You are responsible for the continuation of your own learning as well as providing 
learning opportunities for your students. 
 In addition to the specific guidelines furnished by your program coordinator (See your semester 
syllabus), these general guidelines will assist you in assuming your roles and duties while you are at 
Washington: 
 
1) Inform yourself of school policies generally found in the teacher handbook and/or policy manual used 
at Washington.  In addition, every school has its own unwritten customs and culture (Washington is no 
exception); observe and reflect carefully to learn about them. 
 
2) Use moderation and good taste in dress, cosmetics, personal habits, speech, and personal relations 
with students and faculty.  During the last few years, modesty has become an issue among pre-intern 
teachers.  Please make certain that you wear clothes that cover your back, stomach, chest, and legs to 
the knee whether you are sitting or standing, or whether you have your arms at your sides or raised 
above your head.  
 
3) Be forthright and honest in all of your dealings. Admit mistakes and work to mediate for them if 
needed. 
 
4) Be open-minded in communicating (listening, talking, and observing) with your mentor teacher and 
with other members of the staff ~ and remember to be open in communicating with the children, too! 
 
5) Be courteous and helpful to all staff, teachers, and students. 
 
6) As part of your responsibility, you are expected to attend classes and seminars that are part of the 
pre-internship and internship. Please remember that the seminar is not an optional class; you are 
expected to join us, prepared for that day’s discussion. You are expected to arrive on time at school and 
other professional activities. 
 
7) If you are ill and cannot attend school or class, contact the appropriate people.  If you must miss 
school, contact your mentor teacher immediately. If you must miss seminar, contact your coordinator.  If 
you are unable to participate in professional activities for any other reason, you must obtain prior 
approval from your mentor teacher and your coordinator.  You are allowed 3 excused absences during 
the semester.  Excused absences include absences due to illness, the illness of a dependent family 
member, and other personal reasons that are approved by your mentor teacher and your coordinator. 
 
 
8) If you are going to be late, contact the appropriate people.  If you are going to be late to school, 
contact your mentor teacher immediately.  If you are going to be late to seminar, contact your 
coordinator. 
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9) In case of inclement weather, listen to the radio or TV for information about your school.  Please be 
aware that if you are a pre-intern, you will adhere to WMU’s schedule for spring break and holidays.  If 
you are an intern, you will adhere to Washington’s schedule for spring break, holidays, and make-up 
days.  This means that if you are an intern, you will NOT take the university’s spring break or winter 
recess.  If schools have make-up days scheduled you must be present for those professional obligations. 
 
10) Part-time employment is difficult, particularly during your intern teaching experience.  You will be 
treated as a professional, and you will need to be well prepared everyday to assume your professional 
responsibilities.  If you are currently working to support yourself, please share this information with your 
mentor and coordinator. 
 
11) Substitute teaching is allowed for pre-intern teachers in any school that offers them the 
opportunity. However, for reasons of professional courtesy and consistency, please do not substitute in 
your Washington classroom if you are working with an Intern.  Substitute teaching is NOT allowed for 
intern teachers until after the midterm.  If the intern teacher receives a strong midterm evaluation from 
her/his mentor and is recommended by the mentor teacher, the cluster cite coordinator, and the 
principal, the intern teacher may substitute in the classroom to which s/he is assigned as an intern 
teacher. Interns may substitute as much as they wish after the successful conclusion of their internship.  
Discuss the procedures for getting registered to substitute teach with your mentor teacher.  
 
12) Both the pre-internship and the internship usually involves several phases.  You will consult with your 
mentor teacher and coordinator to determine how and when you will assume your responsibilities within 
your assignment.  If you are a pre-intern, you will generally have an orientation phase of 1-3 weeks, a 
shared-responsibility phase of 9-12 weeks, and a winding down phase of 1 week.  If you continue 
as an intern with the same mentor teacher, you will start with a shared-responsibility phase of 3-4 
weeks, moved to a major responsibility phase for 10-11 weeks, which will include 1-2 lead weeks 
where you have full responsibility for all planning and leadership in the classroom, and conclude with a 
winding down phase of 1 week.  If you continue as an intern with a different mentor teacher, you will 
start with an orientation phase of 1-2 weeks, move to a shared responsibility phase of 2-3 weeks, 
then into a major responsibility phase of 9-11 weeks, and conclude with a winding down phase of 1 
week.  These phases are very flexible and should reflect the needs of our school setting, the needs of the 
students in your classroom, and your readiness to assume additional responsibility.  The state requires a 
minimum number of hours of practice teaching for licensing purposes. WMU’s program requirements 
meet these number of hours the state requires. 
 
13)  During both Fall and Spring semesters, the children in your classroom will undergo some form of 
Standardized testing.  It is extremely important that you adhere to the professional conduct guidelines 
outlined here so that the integrity of the testing situation is maintained.   
 

 Do not read any part of the test to any child. This includes pronouncing or restating 
words. 

 No non-verbal signals may be given to any child.  This includes shaking yes or no with 
the head and pointing. 

 Do not clarify instructions for any child.   
 Interns/Pre-interns are not allowed to administer any part of the exam. 
 Phrases that can be offered include the following:  “Do your best job.” “I can’t help you.” 
“Think about it.” 
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14)  Behavior Process:  Washington Writers’ Academy has set out very clearly the process all teachers 
are to go through when behavior issues arise.  Your mentor can best help you learn and understand this 
process.  As a professional in another’s classroom, you need to remember several things:  first, your job 
is not to agree or disagree with the way a teacher handles a particular situation.  You may, in fact, do 
either, but privately.  Your job is to understand w hy the teacher responded the way he/ she did.  
Second, you need to remember that the teacher has access to much information that you may not have, 
most significantly family context, the child’s history in early grades, or even medical information that you 
don’t have legal access to.  As in all relational situations, communication is key.  If you don’t understand 
something, don’t pass judgment ~ ask questions. 
 

Part IV: Phases of the Pre-internship and the Internship 
 
 A. The orientation phase (1-2 weeks) is the period during which the pre-intern and intern  
teachers gets to know the students, establish a professional bond with their mentor teachers and  
students, and learn about the classroom culture, curriculum, and mentor teacher expectations. 

The pre-intern and intern will become familiar with: 
• Classroom procedures, daily schedule, organization, management, planning, and record keeping 
• Student names, characteristics, and behavioral patterns.  For the intern who has pre-interned at 

Washington in the fall and then begins the internship in the spring, this particular area will have 
been addressed already if s/he is with the same mentor.  However, if the intern is moved to a 
different classroom for the internship or if the internship phase is in the fall, then this particular 
area will need careful attention. 

• University resource materials, curriculum guides, grade specific objectives.   
• Washington resource materials, curriculum guides, WWA grade specific objectives 
• Working with ancillary staff, e.g. office staff, special education teachers, etc.  Please note that 

this is an area that both pre-interns and interns need to continuously work to expand and 
improve in. Your collaboration with the other staff at Washington is key to your growth as a 
professional person and critical to assisting your students in their growth as well. 

• Seminar syllabus and the seven outcome areas 
• In addition, the interns will familiarize themselves with the intern handbook, which is available 

on-line through the College of Education website. 
 
*During the orientation phase the pre-intern will have the opportunity to: 
 

• Send a letter of introduction to parents/students (see page ) 
• Take attendance 
• Check students’ work 
• Work with individual students as needed 
• Observe the mentor teacher and note instructional management and teaching strategies, 

approaches used to grouping children, and curriculum implementation 
• Engage in reflection after each class participation experience individually and with her/his mentor 
• Receive regular feedback, oral and/or written, from her/his mentor 
• Secure photo permission from parents of the children s/he teaches 

 
Please note: If the intern continues with the same mentor and group of children s/he had during the pre- 
internship, then each of these areas should have been addressed during the pre-internship.  However, if  
the intern changes mentors from the pre-internship and/or begins the internship in the fall, then each of  
these areas should be addressed during the first two weeks of the internship also. 
 
 B. The shared responsibility phase (approximately 4-6 weeks) is the period during which the  
mentor teacher and the pre-intern and/or intern teacher are engaged in collaborative lesson planning,  
team teaching, and assessment of the students’ work. 
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During the shared responsibility phase the pre-intern and/or intern begins to: 

• Study curriculum materials and observe the mentor teacher as well as other teachers who the 
children have classes with (including specials teachers, e.g. P.E., publication house, music and 
art) to learn pacing, transitions, and a variety of methods and strategies 

• Continue to work with individual students as needed 
• Team plan with the mentor teacher and teach small groups as directed by the mentor teacher 
• Team plan with the mentor teacher and teach the whole class as directed by the mentor teacher 

 
The pre-intern and intern teachers should be reflecting and journaling extensively about their lessons  
during this phase.  If the mentor teacher has the pre-interns and/or interns involved with an interactive  
journal, this is the phase where it becomes increasingly important to exchange ideas, raise questions, and  
examine teaching practice with your mentor through the journal or during formal and/or informal meeting  
times with your mentor. 
 
 C. The major responsibility phase (approximately 4 to 6 weeks) is the period during which the 
pre-interns and interns gradually increase their responsibilities as directed by the mentor teacher.  It 
is during this phase that the pre-intern teaches the majority of her/his lessons.  It is during this phase 
that the intern teacher culminates her/his internship with one-two weeks of lead teaching.  There will 
likely be variation among pre-intern and intern teachers as to the best time to move into this phase.  
However, no matter when the pre-intern and intern teachers assume increased responsibility, this is 
not to be interpreted as a time when the mentor teacher should feel they must remove themselves from 
the classroom.  While there will be days when the pre-intern and/or intern teachers might be 
teaching the majority of the time, the mentor teacher might function as a consultant, use this as a time 
for focused observation and guidance, or team teach.  It is our intent at Washington that at this time of 
the experience, the productive collaborative responsibility that pre-intern and intern teachers assume 
is dependent on the guidance, modeling, and judgment of the mentor teacher. 
 
During the major responsibility phase, the pre-intern and intern teachers assume more 
responsibility with the guidance of the mentor teacher for: 

• Curriculum design and planning 
• Classroom organization and lesson preparation 
• Academic instruction 
• Classroom management and leadership 
• Assessing/evaluating students 
• Communication within and outside of the classroom, e.g. with other staff and parents 

 
D. The winding-down phase (approximately 1 week) is the phase in which the pre-intern and  

intern teachers should be concluding major instructional responsibilities, reflecting about what they have  
learned in their field placement, engaging in formal self-evaluation, establishing goals for continued  
professional growth, and easing themselves out of the classroom.  It is a time when interns, with the  
guidance of the mentor teacher, often visit other classrooms to observe and expand their awareness of 
 alternative approaches to classroom organization and instruction. 

 
 

 Part V: Overview of Specific Traditional Schedules and Information at 
 Washington Writers' Academy 
 

Introduction 
The following information is a brief overview of some of the traditional schedules we hold at 

Washington Writers' Academy. Please remember that any or many of these traditions can change. 
Always stay tuned for more updated information. Your mentor's mailbox will also be your mailbox. 
You must seek information. Interns, stay in touch at the building meetings and read through the 
weekly notes of coming events (The weekly notes of coming events will be available to you through 
your mentor's e-mail account). 
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In addition, please note these procedures: 
 

1) Personnel record cards: Be sure to fill out the small white personnel record card. Do that as soon as 
it is given to you (during the first week you are in the building); the mentor coach will keep one card, 
and the office will have the other.  Please keep the office informed immediately of any phone or address 
changes. Also keep your mentor teacher and university coordinator informed of changes in your 
schedule or contact information. 

 
2) Reporting time for staff: 

 8:05 Teachers must be in their rooms, ready to greet students 
 8:05 Instruction time must start 
 3:05 Dismissal of students 
 3:15 Staff may leave (interns should ask your mentor to know when you should arrive and 
leave; pre-interns are typically asked to arrive at 7:45AM on their participation days and to leave at 3:45 
PM, but this will vary according to individual schedules and mentor expectations.) 
You and your mentor must discuss what times you will be in the building for planning and talking. It is 
highly recommended that you and your mentor decide on a specific time for planning and talking as a 
team (this would include the mentor, all pre-interns as well as all interns)-and really hold strictly to this 
planning schedule for your benefit as well as the benefit of your mentor, other pre-interns and interns in 
the classroom, and the children. 

 
3) Lunch Time: There are three different lunch periods at Washington. Twenty minutes of "lunch time" is 

teacher planning. Check with your mentor about how to spend this time. We do have two refrigerators 
and one microwave in the teachers' lounge for your use. 

 
4) Letter of Introduction: Under the direction of your mentor, we encourage you to compose a letter of 

introduction and have this letter ready to send home to the families of the students with whom you will 
be working. This letter should tell a little about you, your background in education and your interests. 
The letter should also indicate that you look forward to the classroom experience, getting to know the 
students, and meeting their families. Please have this letter of introduction ready for your mentor to 
proofread sometime during your first few weeks here at Washington Writers' Academy. One final note, 
do not send any information home with the students unless you are directed to by your mentor and 
until your mentor has proofread it. 

 . 
5) Confidentiality: Student records and conversation about students are strictly confidential and not to be 

shared outside the classroom in a casual manner. If a student self-discloses abuse of any kind while you 
are talking with her/him, listen carefully but do not solicit additional information. As soon as there is a 
discreet moment in the conversation with the student, have the student go with you 
to talk with the mentor teacher privately. Let the mentor teacher know that the student has self-
disclosed and then take directions from your mentor teacher as to the next steps you should take. If 
you have any questions or concerns regarding self-disclosure, please talk with your mentor, pre-intern 
or intern coordinator. 
 
6) Building and District Meetings: Building meetings for all staff are mandatory. As a pre-intern you 
are not required to attend building meetings. However, as an intern, you are considered as a member of 
the staff at WWA; therefore, you are required to attend most building meetings and district meetings. 
Occasionally there will be meetings that interns are notified not to attend. This will be related to 
contract meetings or meetings for contracted employees that the building and/or the district 
administration do not see as necessary for interns to attend. Building meetings are on Monday after 
school from 3:30-4:30. The first Monday of each month is a two-hour staff development meeting from 
3:30-5:30 (The third Monday is traditionally for union meetings. You may not attend union meetings. 
You could use the time to get lessons for the next day prepared. Discuss this with your mentor). Again, 
check the Washington bulletin board in the office for changes. 
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7) School Improvement and PTO Meetings: These meetings are not mandatory, but they do give 
you a professional view of the important broader issues facing any school community. Your ideas and 
participation are always welcome. We encourage you to attend at least one PTO and or one School 
Improvement meeting during your internship at WWA. Check with your mentor for dates and times. 
 
8) After School Events: Interns should plan to attend all after school events and evening events such 
as Open House, Parent/Teacher Conferences, and Science Writers' Expo. Pre-interns are invited but not 
required to attend those events that their mentors determine would be appropriate. 
 
9) Community Volunteer Programs: Washington staff are involved in extra-curricular 
activities such as cheer leading facilitator, basketball for girls and boys, etc. Please feel free to ask your 
mentor who to contact if you want to get involved in your favorite extra-curricular activity. This is an 
excellent way to get to know the students here at Washington in a different setting. 
 
10) Washington Support Staff: We are fortunate to have a strong support staff. Their jobs are very 
demanding and difficult. They must facilitate communications and procedures among children, parents, 
staff, the administration, the mail and service people, as well as the community at large. In addition, 
they are responsible for dispensing medicine and first aid. Please be especially respectful and courteous 
to all of our other support personnel. We could never do our work without them. 
 
11) Supplies, Equipment, and Phone Use: Office and stock room supplies (paper, pens, pencils, etc.) 
are available for classroom use as directed by your mentor. Following the direction of your mentor 
teacher, you may use the copy machines in the stock room for classroom purposes. You should not use 
the copy machine in the stock room for personal use. Equipment should be checked out from our 
technology specialist, Craig Campbell, under the direction of your mentor. We have acquired a lot of 
equipment at Washington. Much of our equipment was secured through grants initiated by current staff 
members. Be sure to work with your mentor to get help learning how to use the equipment in the 
building.  
 
Accidents with equipment do happen. In order to keep equipment in good working order, it is your 
responsibility to report any problems or breakage to the office. This will facilitate prompt repair. If you 
are particularly adept on any of the equipment we have, please feel free to share your knowledge with 
us. 
When you use either of the computer labs, please enforce the basic rules: 
. No food or drink in the labs or near the computers 
. No pens or markers near the computers 
. Leave the room in the condition you found it. 
 
12) Long Distance Phone Calls: No long distance phone calls should be made from the school 
phones. If you have an emergency and need to make a long distance call, please ask Terra or Deb for 
help making the long distance call you need to make. 
 
13) Communication: Communication is the most important factor in your success and building your 
confidence during your time here at WWA. You will be assessed on your performance in writing, 
speaking, and management in all areas of the curriculum. This assessment will move beyond 
compliments and areas in which to improve toward the giving and receiving of candid, constructive 
feedback. Your effective communication with your mentor, other pre-interns and interns, as well as 
other staff is critical. If you have concerns, set a time to discuss your concerns. When you discuss your 
concerns, do so with an eye to sharing your concerns in a sensitive, discrete, clear manner. 
It is important for you and your mentor to take the time to discuss and reflect on observations you 
make during the day. It is a must that you set up regular mutually agreed upon times to discuss and 
reflect. Tell your mentor what kind of feedback works best for you, e.g. if you need more of a dialogue 
or written reflections work best for you, say so. 
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14) General Information: Here is the school address and phone number to assist you:  
Washington Writers' Academy 
1919 Portage Street 
Kalamazoo, Michigan 49001 
(269) 337-0770 
 
Be sure to secure your mentor teacher's contact information. S/he is the first person you should 
contact if you will be late or absent. Your pre-intern/intern coordinator is the second person you should 
contact. 
 
15) Mentor Seminar: If an intern is assigned to a mentor's room, then the mentor will attend a weekly 
mentor seminar. These mentor seminars are opportunities for mentors to plan and problem solve 
together. They are also opportunities for mentors to study and enrich themselves professionally in an 
effort to facilitate the finest experience possible while you are here with us at WW A. 
 
16) Reading First: WWA is the recipient of a federally funded grant focused on literacy development in 
grades K-3. Each grade has established a 1-2 hour reading block that must be adhered to rigorously. We 
will need your support and focused attention and involvement with literacy teaching during the reading 
blocks that are scheduled while you are with us. 
 
17) Professional Portfolio: You are encouraged to bring your camera to school and begin taking 
pictures and gathering materials for your professional portfolio. Start right away. Ask your mentor 
teacher about the letter that must be sent home to secure parent permission for the children to be 
photographed. In most cases, this letter has already been sent home, and a photo release has already 
been granted by the parents. However, you should be sure to check with your mentor teacher whenever 
you plan to take photographs in the classroom.  
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