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Preface

The world-class schools the United States requires cannot exist without a world-class
teaching force; the two go hand in hand. Many accomplished teachers already work

in the nation’s schools, but their knowledge and skills are often unacknowledged and
underutilized. Delineating outstanding practice and recognizing those who achieve it are
important first steps in shaping the kind of teaching profession the nation needs. This is the
core challenge embraced by the National Board for Professional Teaching Standards™
(NBPTS). Founded in 1987 with a broad base of support from governors, teacher union
and school board leaders, school administrators, college and university officials, business
executives, foundations, and concerned citizens, NBPTS is a nonprofit, nonpartisan organ-
ization governed by a 63-member board of directors, the majority of whom are teachers.
Committed to basic reform in education, NBPTS recognizes that teaching is at the heart of
education and, further, that the single most important action the nation can take to improve
schools is to strengthen teaching. To this end, NBPTS has embraced a three-part mission:

• to establish high and rigorous standards for what accomplished teachers should know
and be able to do;

• to develop and operate a national voluntary system to assess and certify teachers who
meet these standards; and 

• to advance related education reforms for the purpose of improving student learning.

Dedication to this mission is elevating the teaching profession, educating the public
about the demands and complexity of accomplished teaching practice, and making teach-
ing a more attractive profession for talented college graduates with many other promising
career options.

National Board Certification® is more than a system for recognizing and rewarding
accomplished teachers. It offers both an opportunity to guide the continuing growth and
development of the teaching profession and a chance to design ways to organize and
manage schools so as to capitalize on the expertise of National Board Certified Teachers®.
Together with other reforms, National Board Certification is a catalyst for significant
change in the teaching profession and in education.

The Philosophical Context

The standards presented here lay the foundation for the Early Adolescence/Generalist
certificate. They represent a professional consensus on the aspects of practice that distin-
guish accomplished teachers. Cast in terms of actions that teachers take to advance student
achievement, these standards also incorporate the essential knowledge, skills, dispositions,
and commitments that allow teachers to practice at a high level. Like all NBPTS Standards,
this standards document is grounded philosophically in the NBPTS policy statement What
Teachers Should Know and Be Able to Do. That statement identifies five core propositions. 
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1) Teachers are committed to students and their learning. 

Accomplished teachers are dedicated to making knowledge accessible to all students.
They act on the belief that all students can learn. They treat students equitably, recog-
nizing the individual differences that distinguish their students from one another and
taking account of these differences in their practice. They adjust their practice, as appro-
priate, on the basis of observation and knowledge of their students’ interests, abilities,
skills, knowledge, family circumstances, and peer relationships.

Accomplished teachers understand how students develop and learn. They incorporate
the prevailing theories of cognition and intelligence in their practice. They are aware of
the influence of context and culture on behavior. They develop students’ cognitive capac-
ity and respect for learning. Equally important, they foster students’ self-esteem, moti-
vation, character, sense of civic responsibility, and respect for individual, cultural,
religious, and racial differences.

2) Teachers know the subjects they teach and how to teach those
subjects to students.

Accomplished teachers have a rich understanding of the subject(s) they teach and appre-
ciate how knowledge in their subjects is created, organized, linked to other disciplines,
and applied to real-world settings. While faithfully representing the collective wisdom of
our culture and upholding the value of disciplinary knowledge, they also develop the crit-
ical and analytical capacities of their students.

Accomplished teachers command specialized knowledge of how to convey subject
matter to students. They are aware of the preconceptions and background knowledge that
students typically bring to each subject and of strategies and instructional resources that
can be of assistance. Their instructional repertoire allows them to create multiple paths
to learning the subjects they teach, and they are adept at teaching students how to pose
and solve challenging problems.

3) Teachers are responsible for managing and monitoring student
learning.

Accomplished teachers create, enrich, maintain, and alter instructional settings to capture
and sustain the interest of their students. They make the most effective use of time in their
instruction. They are adept at engaging students and adults to assist their teaching and at
making use of their colleagues’ knowledge and expertise to complement their own. 

Accomplished teachers command a range of instructional techniques and know when
to employ them. They are devoted to high-quality practice and know how to offer each
student the opportunity to succeed.

Accomplished teachers know how to engage groups of students to ensure a disciplined
learning environment and how to organize instruction so as to meet the schools’ goals for
students. They are adept at setting norms of social interaction among students and between
students and teachers. They understand how to motivate students to learn and how to main-
tain their interest even in the face of temporary setbacks.

Accomplished teachers can assess the progress of individual students as well as the
progress of the class as a whole. They employ multiple methods for assessing student
growth and understanding and can clearly explain student performance to students, parents,
and administrators.
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4) Teachers think systematically about their practice and learn from
experience.

Accomplished teachers are models of educated persons, exemplifying the virtues they
seek to inspire in students—curiosity, tolerance, honesty, fairness, respect for diversity,
and appreciation of cultural differences. They demonstrate capacities that are prereq-
uisites for intellectual growth—the ability to reason, take multiple perspectives, be
creative and take risks, and experiment and solve problems.

Accomplished teachers draw on their knowledge of human development, subject
matter, and instruction, and their understanding of their students, to make principled
judgments about sound practice. Their decisions are grounded not only in the litera-
ture of their fields but also in their experience. They engage in lifelong learning, which
they seek to encourage in their students.

Striving to strengthen their teaching, accomplished teachers examine their practice
critically, expand their repertoire, deepen their knowledge, sharpen their judgment, and
adapt their teaching to new findings, ideas, and theories.

5) Teachers are members of learning communities.

Accomplished teachers contribute to the effectiveness of the school by working collab-
oratively with other professionals on instructional policy, curriculum development,
and staff development. They can evaluate school progress and the allocation of school
resources in light of their understanding of state and local educational objectives. They
are knowledgeable about specialized school and community resources that can be
engaged for their students’ benefit and are skilled at employing such resources as
needed. 

Accomplished teachers find ways to work collaboratively and creatively with
parents, engaging them productively in the work of the school.

The Certification Framework

Using the Five Core Propositions as a springboard, NBPTS sets standards and offers
National Board Certification in nearly 30 fields. These fields are defined by the develop-
mental level of the students and the subject or subjects being taught. The first descriptor
represents the four overlapping student developmental levels:

• Early Childhood, ages 3–8;
• Middle Childhood, ages 7–12;
• Early Adolescence, ages 11–15;
• Adolescence and Young Adulthood, ages 14–18+.

The second descriptor indicates the substantive focus of a teacher’s practice. Teachers
may select either a subject-specific or a generalist certificate at a particular developmental
level. Subject-specific certificates are designed for teachers who emphasize a single
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subject area in their teaching (e.g., Early Adolescence/English Language Arts,
Adolescence and Young Adulthood/Mathematics); generalist certificates are designed for
teachers who develop student skills and knowledge across the curriculum (e.g., Early
Childhood/Generalist, Middle Childhood/Generalist). For some subject-specific certifi-
cates, developmental levels are joined together to recognize the commonalities in teaching
students at those developmental levels (e.g., Early and Middle Childhood/Art). 

Standards and Assessment Development

Following a nationwide search for outstanding educators, a standards committee is
appointed for each field. The committees are generally made up of 15 members who are
broadly representative of accomplished professionals in their fields. A majority of commit-
tee members are teachers regularly engaged in teaching students in the field in question;
other members are typically professors, experts in child development, teacher educators,
and other professionals in the relevant discipline. The standards committees develop the
specific standards for each field, which are then disseminated widely for public critique
and comment and subsequently revised as necessary before their adoption by the NBPTS
Board of Directors. Periodically, standards are updated so that they remain dynamic docu-
ments, responsive to changes in the field. 

Determining whether or not candidates meet the standards requires performance-based
assessment methods that are fair, valid, and reliable and that ask teachers to demonstrate
principled, professional judgments in a variety of situations. A testing contractor special-
izing in assessment development works with standards committee members, teacher
assessment development teams, and members of the NBPTS staff to develop assessment
exercises and pilot test them with teachers active in each certificate field. The assessment
process involves two primary activities: (1) the compilation of a portfolio of teaching prac-
tice over a period of time and (2) the demonstration of content knowledge through assess-
ment center exercises. Teachers prepare their portfolios by videotaping their teaching,
gathering student learning products and other teaching artifacts, and providing detailed
analyses of their practice. At the assessment center, teachers write answers to questions
that relate primarily to content knowledge specific to their fields. 

The portfolio is designed to capture teaching in real-time, real-life settings, thus allow-
ing trained assessors from the field in question to examine how teachers translate knowl-
edge and theory into practice. It also yields the most valued evidence NBPTS
collects—videos of practice and samples of student work. The videos and student work are
accompanied by commentaries on the goals and purposes of instruction, the effectiveness
of the practice, teachers’ reflections on what occurred, and their rationales for the profes-
sional judgments they made. In addition, the portfolio allows candidates to document their
accomplishments in contributing to the advancement of the profession and the improve-
ment of schooling—whether at the local, state, or national level—and to document their
ability to work constructively with their students’ families.

Teachers report that the portfolio is a professional development vehicle of considerable
power, in part because it challenges the historic isolation of teachers from their peers. It
accomplishes this by actively encouraging candidates to seek the advice and counsel of
their professional colleagues—whether across the hall or across the country—as they build
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their portfolios. It also requires teachers to examine the underlying assumptions of their
practice and the results of their efforts in critical but healthy ways. This emphasis on
reflection is highly valued by teachers who go through the process of National Board
Certification.

The assessment center exercises are designed to complement the portfolio. They vali-
date that the knowledge and skills exhibited in the portfolio are, in fact, accurate reflec-
tions of what candidates know and can do, and they give candidates an opportunity to
demonstrate knowledge and skills not sampled in the portfolio because of the candidate’s
specific teaching assignment. For example, high school science teachers assigned to teach
only physics in a given year might have difficulty demonstrating in their portfolio a broad
knowledge of biology. Given that the NBPTS Standards for science teachers place a high
value on such capabilities, another strategy for data collection is necessary. The assessment
center exercises fill this gap and otherwise augment the portfolio. Each candidate’s work
is examined by trained assessors who teach in the certificate field. 

The National Board for Professional Teaching Standards believes that a valid assess-
ment of accomplished practice must allow for the variety of forms sound practice takes. It
must also sample the range of content knowledge that teachers possess and must provide
appropriate contexts for assessments of teaching knowledge and skill. Teaching is not just
about knowing things; it is about the use of knowledge—knowledge of learners and of
learning, of schools and of subjects—in the service of helping students grow and develop.
Consequently, NBPTS believes that the most valid teacher assessment processes engage
candidates in the activities of teaching—activities that require the display and use of teach-
ing knowledge and skill and that allow teachers the opportunity to explain and justify their
actions.

In its assessment development work, NBPTS uses technology for assessment when
appropriate; ensures broad representation of the diversity that exists within the profession;
engages pertinent disciplinary and specialty associations at key points in the process;
collaborates closely with appropriate state agencies, academic institutions, and independ-
ent research and education organizations; establishes procedures to detect and eliminate
instances of external and internal bias with respect to age, gender, and racial and ethnic
background of teacher-candidates; and selects the method exhibiting the least adverse
impact when given a choice among equally valid assessments.

Once an assessment has been thoroughly tested and found to meet NBPTS require-
ments for validity, reliability, and fairness, eligible teachers may apply for National Board
Certification. To be eligible, a teacher must hold a baccalaureate degree from an accred-
ited institution; have a minimum of three years’ teaching experience at the early childhood,
elementary school, middle school, or high school level; and have held a valid state teach-
ing license for those three years or, where a license is not required, have taught in schools
recognized and approved to operate by the state.

Strengthening Teaching and Improving Learning

The National Board’s system of standards and certification is commanding the respect of
the profession and the public, thereby making a difference in how communities and poli-
cymakers view teachers, how teachers view themselves, and how teachers improve their
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practice throughout their careers. National Board Certification has yielded such results in
part because it has forged a national consensus on the characteristics of accomplished
teaching practice in each field. The traditional conversation about teacher competence has
focused on beginning teachers. The National Board for Professional Teaching Standards
has helped broaden this conversation to span the entire career of teachers.

Developing standards of accomplished practice helps to elevate the teaching profession
as the standards make public the knowledge, skills, and dispositions of accomplished
teachers. However, making such standards the basis for National Board Certification prom-
ises much more. Since National Board Certification identifies accomplished teachers in a
fair and trustworthy manner, it can offer career paths for teachers that will make use of their
knowledge, wisdom, and expertise; give accomplished practitioners the opportunity to
achieve greater status, authority, and compensation; and accelerate efforts to build more
successful school organizations and structures. 

By holding accomplished teachers to high and rigorous standards, National Board
Certification encourages change along several key fronts:

• changing what it means to have a career in teaching by recognizing and rewarding
accomplished teachers and by making it possible for teachers to advance in responsi-
bility, status, and compensation without having to leave the classroom;

• changing the culture of teaching by accelerating growth in the knowledge base of
teaching, by placing real value on professional judgment and accomplished practice
in all its various manifestations, and by encouraging teachers to search for new knowl-
edge and better practice through a steady regimen of collaboration and reflection with
peers and others; 

• changing the way schools are organized and managed by creating a vehicle that facil-
itates the establishment of unique teacher positions, providing accomplished teachers
with greater authority and autonomy in making instructional decisions and greater
responsibility for sharing their expertise to strengthen the practice of others;

• changing the nature of teacher preparation and ongoing professional development by
laying a standards-based foundation for a fully articulated career development path
that begins with prospective teachers and leads to accomplished teachers;

• changing the way school districts think about hiring and compensating teachers by
encouraging administrators and school boards to reward excellence in teaching by
seeking to hire accomplished teachers.

Although National Board Certification has been designed with the entire country in
mind, each state and locality decides for itself how best to encourage teachers to achieve
National Board Certification and how best to take advantage of the expertise of the
National Board Certified Teachers in their midst. Across the country, legislation has been
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enacted that supports National Board Certification, including allocations of funds to pay
for the certification fee for teachers, release time for candidates to work on their portfo-
lios and prepare for the assessment center exercises, and salary supplements for teachers
who achieve National Board Certification. Incentives for National Board Certification
exist at the state or local level in all 50 states and in the District of Columbia.

As this support at the state and local levels suggests, National Board Certification is
recognized throughout the nation as a rich professional development experience. Because
National Board Certification provides states and localities with a way to structure teach-
ers’ roles and responsibilities more effectively and to allow schools to benefit from the
wisdom of their strongest teachers, National Board Certification is a strong component
of education reform in the United States.
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Introduction

Accomplished Early Adolescence/Generalist teachers care about and demonstrate genuine
interest in and appreciation for young adolescents; they also possess a rich understanding

of their physical, intellectual, social, artistic, emotional, and ethical development. Moreover,
these teachers enjoy and are challenged by the diversity, energy, and earnestness of 11 to 15
year olds. They are intrigued by the rapid changes in perceptions, peer and adult relationships,
and levels of accomplishment that characterize young adolescents. They serve as advocates,
adult role models, and advisors to all their students. They pay particular attention to students
whose command of English is limited and to students with exceptional needs, such as those
with physical or emotional disabilities. In all cases they base instructional decisions on
students’ developmental characteristics to promote growth and learning.

Accomplished teachers in this field are also devoted to a distinctive mission: to help students
see the human enterprise as a whole. They regularly use excellent cross-disciplinary teaching to
achieve this objective. They do so, in part, because people seldom face compartmentalized tasks
requiring knowledge of only one discipline. For instance, concerns such as protecting the envi-
ronment require knowledge derived from biology, ecology, statistics, law, economics, and other
fields. For many, the world of work will require the integration of mathematics, science, computer
science, technology, writing, speaking, and management. In addition, blending disciplines often
yields special insights and understandings that otherwise go uncovered. For example, joining the
visual arts with the teaching of language or mathematics can promote imaginative thinking;
develop an appreciation for aesthetic values; provide a unique vehicle for creative expression; and
establish another avenue for learning about a country’s history and culture. For these and other
reasons, accomplished generalists emphasize integrated learning.

The emphasis on cross-disciplinary studies at this age level also emerges from a realization
that too often schooling is either fragmented into isolated subjects taught during set blocks of
time or limited to narrowly prescribed content. Such approaches make it difficult for students
to see important connections among ideas that emerge from different disciplines or to find rele-
vance and meaning in their assignments. Moreover, the complexities of the real world seldom
surrender to the wisdom of a single discipline but regularly require a multifaceted approach to
thinking and acting.

Not all curricula labeled interdisciplinary meet the criteria implied by these standards. Too
often such instruction involves little genuine inquiry or links disciplines in an artificial or friv-
olous manner that falls short of illuminating the topic under investigation. Because accom-
plished teachers know the difference between shallow and substantive learning, they have
myriad ways of engaging students in meaningful learning.

Such teachers may teach all subjects in self-contained classrooms, one or more subjects on
interdisciplinary teams, or a single subject they infuse with ideas from other subjects in the
curriculum. They distinguish themselves not by the subjects they are assigned to teach but by
their disposition toward their students, their commitment to the integration of knowledge, and
the pedagogy they employ to enhance students’ learning and development. At times, they help
students delve deeply into topics within a single discipline. At other times, they help students
explore topics that require them to draw on perspectives, skills, concepts, and knowledge from
several disciplines. They also lead and enable students to integrate knowledge within and
across the content areas typically taught in the middle grades.

Accomplished generalist teachers relate their teaching to the lives of young adolescents,
assisting them to make sense of themselves and their world. They provide their students with
ample opportunities to direct their own learning (while ensuring that key curricular goals are
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met), to see themselves and their peers as powerful thinkers and doers, and to demonstrate their
competence so that they can enjoy and take pride in their accomplishments. Therefore, these
teachers are unique not just by virtue of what they teach but also of how they teach.

To teach in an integrated manner, accomplished generalists must be broadly knowledgeable
in the subjects taught in the middle grades and have the disposition and skills to see the under-
lying structures and connections among various branches of knowledge. Their role requires that
they possess a breadth and depth of knowledge in the core subject areas that serve as a founda-
tion for practice and that provide them with the flexibility to vary their approach, depending on
immediate teaching goals and on students’ needs. 

Because they are generalists, they have a broad base of understanding in English language
arts, history and social studies, mathematics, and science. They also have an understanding of
the arts, for their intrinsic value and for their usefulness as alternative forms of expression.
Additionally, they are knowledgeable about health issues relevant to young adolescents’ lives.
Accomplished generalists can distinguish between powerful ideas and topics and those of
lesser importance; set ambitious but reasonable expectations for student learning; sequence
learning activities in ways that make sense conceptually; coordinate strategies and ideas as part
of a cross-curricular team; judge the quality and appropriateness of various curricular materi-
als and resources; select, create, adapt, and use a wide range of materials and resources to meet
students’ learning needs; and develop themes that interest students and invite them to apply
knowledge, skills, and understanding across subjects.

At the same time, the in-depth command of these various disciplinary fields that character-
izes the practice of specialists cannot be expected of generalists. Given the explosion of knowl-
edge and materials in each discipline, any such expectation is unrealistic. Nevertheless,
generalists, like other teachers, display a capacity to extend their knowledge and continue to
learn and expand their repertoire over time as circumstances dictate. Although they may not be
expert in some facets of a given core discipline, they have both a solid grounding in each field
and a disposition to learn that allows them to explore new territory with their students.
Moreover, they work with colleagues to extend their own knowledge base of the various
content areas. Such scope and capacity make accomplished generalists extraordinarily effective
teachers for young adolescents. 

Accomplished teachers use a wide variety of teaching and learning strategies. They under-
stand that learning requires more than the presentation of large amounts of seemingly unrelated
information or the rote memorization of facts divorced from major themes, concepts, or prin-
ciples. They emphasize instructional strategies that actively engage students of all ability levels,
promote collaboration, provide for various levels of concrete and abstract thought, and foster
student inquiry. They are alert to their students’ individual differences and cultural backgrounds
and recognize that all students come to school with a mix of competencies to build on. They
view diversity within the class as an asset. They tailor their instruction and evaluation proce-
dures to deal effectively with these factors while creating a classroom climate of high expecta-
tions, common goals, and mutual support.

Accomplished generalists keep abreast of the professional literature about adolescent devel-
opment and about the subjects they teach. Regular reflection on the quality of their practice
further enhances their effectiveness. They are also skilled at working harmoniously and produc-
tively with colleagues, parents, and the larger educational community.

Early Adolescence/Generalists function, however, in scenarios that pose constant challenges
to the high level of effectiveness achieved by accomplished practitioners: where inclusion of
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students with exceptionalities is the norm; where teachers fulfill for their students multiple roles
once solely the province of families and community organizations; where state-mandated tests
delimit curricular and instructional decisions; and where rapid changes in technology
constantly alter expectations for living in the twenty-first century. The unique and ever-
demanding responsibilities of accomplished practice require that time for such professional
responsibilities as planning and conferences, collaboration and discussions with colleagues,
reflection, and communication with parents must be embedded within the daily schedules of
Early Adolescence/Generalists. 

In sum, the teachers described in the pages that follow are dedicated to their students and
their craft. They exemplify a high level of professionalism, constantly seeking to improve their
practice; exercising sound, disciplined, and principled judgment; and acting in the best interests
of their students.

Developing High and Rigorous Standards 
for Accomplished Practice

In 1990, a committee of Early Adolescence/Generalist teachers and other educators with
expertise in this field began the process of developing advanced professional standards for
teachers of students ages 11 to 15. The Early Adolescence/Generalist Standards Committee was
charged with translating the Five Core Propositions of the National Board for Professional
Teaching Standards into a standards document that defines outstanding teaching in this field. 

In 2000, a committee comprising original committee members and a new group of educa-
tors (including National Board Certified Teachers) was convened to examine and update as
necessary the published Early Adolescence/Generalist Standards. This second edition of the
standards is the result of the committee’s deliberations at meetings and their input into work-
ing drafts of the standards. 

This NBPTS Standards document describes in observable form what accomplished teachers
should know and be able to do. The standards are meant to reflect the professional consensus
at this point about the essential aspects of accomplished practice. The deliberations of the Early
Adolescence/Generalist Standards Committee were informed by various national and state
initiatives on student and teacher standards that have been operating concurrently with the
development of NBPTS Standards. As the understanding of teaching and learning continues to
evolve over the next several years, Early Adolescence/Generalist Standards will be updated
again.

An essential tension of describing accomplished practice concerns the difference between
the analysis and the practice of teaching. The former tends to fragment the profession into any
number of discrete duties, such as designing learning activities, providing quality explanation,
modeling, managing the classroom, and monitoring student progress. Teaching as it actually
occurs, on the other hand, is a seamless activity.

Everything an accomplished teacher knows through study, research, and experience is
brought to bear daily in the classroom through innumerable decisions that shape learning.
Teaching frequently requires balancing the demands of several important educational goals. It
depends on accurate observations of particular students and settings. And it is subject to revi-
sion on the basis of continuing developments in the classroom. The professional judgments that
accomplished teachers make also reflect a certain improvisational artistry.
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The paradox, then, is that any attempt to write standards that dissect what accomplished
teachers know and are able to do will, to a certain extent, misrepresent the holistic nature of
how teaching actually takes place. Nevertheless, the fact remains: Certain identifiable
commonalties characterize the accomplished practice of teachers. The 12 standards that follow
are designed to capture the craft, artistry, proficiency, and understandings—both deep and
broad—that contribute to the complex work that is accomplished teaching.

The Standards Format

Accomplished teaching appears in many different forms, and it should be acknowledged at the
outset that these specific standards are not the only way it could have been described. No linear-
ity, atomization, or hierarchy is implied in this vision of accomplished teaching, nor is each
standard of equal weight. Rather, the standards are presented as aspects of teaching that are
analytically separable for the purposes of this standards document but that are not discrete
when they appear in practice.

The report follows a two-part format for each of the 12 standards:

I. Standard Statement—This is a succinct statement of one vital aspect of the practice of
the accomplished Early Adolescence/Generalist. Each standard is expressed in terms of
observable teacher actions that have an impact on students.

II. Elaboration—This passage provides a context for the standard, along with an expla-
nation of what accomplished teachers need to know, value, and do if they are to fulfill
the standard. The elaboration includes descriptions of teachers’ dispositions toward
young learners, their distinctive roles and responsibilities, and their stances on a range
of ethical and intellectual issues that regularly confront them.

4



The National Board for Professional Teaching
Standards has organized the standards for

accomplished Early Adolescence/Generalist teachers
into the following 12 standards. The standards have
been ordered to facilitate understanding, not to assign

priorities. They each describe an important facet of
accomplished teaching; they often occur concurrently
because of the seamless quality of accomplished
practice. These standards serve as the basis for
National Board Certification in this field.

I. Knowledge of Young Adolescents (p. 7) 
Accomplished generalists draw on their
knowledge of early adolescent development
and their relationships with students to under-
stand and foster their students’ knowledge,
skills, interests, aspirations, and values.

II. Knowledge of Subject Matter (p. 11) 
Accomplished generalists draw on their
knowledge of subject matter to establish
goals and to facilitate student learning within
and across the disciplines of the middle-
grades curriculum.

III. Instructional Resources (p. 25) 
Accomplished generalists select, adapt,
create, and use rich and varied resources.

IV. Learning Environment (p. 29)
Accomplished generalists establish a
caring, stimulating, inclusive, and safe
community for learning where students take
intellectual risks and work independently
and collaboratively.

V. Meaningful Learning (p. 33)
Accomplished generalists require students to
confront, explore, and understand important
and challenging concepts, topics, and issues
and to improve skills in purposeful ways.

VI. Respect for Diversity (p. 37)
Accomplished generalists model and
promote behavior appropriate in a diverse
society by showing respect for and valuing
all members of their learning communities
and by expecting students to treat one
another fairly and with dignity.

VII. Multiple Paths to Knowledge (p. 41)
Accomplished generalists use a variety of
approaches to help students build knowl-
edge and strengthen understanding.

VIII. Social Development (p. 45)
Accomplished generalists foster students’
self-awareness, character, civic responsibil-
ity, and respect for diverse individuals and
groups.

IX. Assessment (p. 49)
Accomplished generalists employ a variety
of assessment methods to obtain useful
information about student learning and
development, to inform instructional strate-
gies, and to assist students in reflecting on
their own progress.

X. Reflective Practice (p. 53)
Accomplished generalists regularly analyze,
evaluate, and strengthen the effectiveness
and quality of their practice.
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XI. Family Partnerships (p. 57)
Accomplished generalists work with families
to achieve common goals for the education
of their children.

XII. Collaboration with Colleagues (p. 61)
Accomplished generalists work with
colleagues to improve schools and to
advance knowledge and practice in their
field.
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The pages that follow provide elaborations of each standard that discuss the knowledge, skills,
dispositions, and habits of mind that describe accomplished teaching in the field.



Standard I: Knowledge of
Young Adolescents

To chart an educationally sound course,
teachers1 must know their students.

Whether the curricular objective is under-
standing the role of civil liberties in a demo-
cratic society, the connection between human
biology and student health, or the application
of probability theory to everyday life, the
decisions that teachers make about time,
tasks, and materials begin with their judg-
ment about where their students are with
respect to the skills and concepts under
consideration and how they are likely to
respond to the variety of challenges that
might be placed before them.

Understanding and
Appreciating the Diversity
of Young Adolescents

Accomplished teachers learn as much as
possible about the backgrounds of their
students and use this information to shape
instructional decisions. Although class size
and teaching load affect the depth of knowl-
edge that teachers can acquire about students,
accomplished teachers do their best to under-
stand their students as individuals. The rela-
tionships that teachers develop with their
students not only support student learning and
development but also provide teachers with
perspectives by which to view aspects of
students’ character, values, interests, talents,
and goals. Practically everything about the
learner is relevant information in instruction,

including the student’s cultural, racial,
linguistic, and ethnic heritage; religious affil-
iation; exceptional learning needs; sexual
orientation; family setting; socioeconomic
status; prior learning experiences; and
personal interests, needs, and goals.
Accomplished generalists are particularly
sensitive to such cultural, family, and
personal distinctions and promote respect for
others by modeling respect for the differences
among students. They make respect for others
the basis for all interactions in the class.

Accomplished generalists hold high
expectations for all students; at the same
time, they are keenly aware that not all young
adolescents learn in the same way. Some are
more comfortable than others working in
teams. Some express themselves more easily
in writing than in group discussions. Others
thrive when conducting fieldwork or using
abundant visual cues. Students mature at
their own rates, with wide differences in the
pace and timing of developmental and life
experiences. 

Teachers are appropriately responsive to
students’ physical and mental health needs
and act as their advocates. Teachers know
that many of today’s young adolescents face
a harsh path to adulthood. They are aware
that large numbers of children are raised in
poverty and that drugs, violent crime, home-
lessness, and hunger touch some students
personally every day. Knowledge of such
factors affecting their students informs
teachers as they design curricula, teaching
strategies, assignments, and assessments.
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not, refer to
accomplished
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Recognizing that specialists and support
personnel have valuable insights into early
adolescents’ development and abilities and
ways to facilitate learning, teachers willingly
collaborate with them to strive to meet the
needs of all students and to promote their
chances for success. 

Despite the uncertainty and stress that
sometimes confront young adolescents, this
age offers unique opportunities for growth in
many directions—opportunities that accom-
plished teachers recognize and pursue. They
see student diversity as an asset that can enrich
their instruction as they pursue academic,
social, and civic aims. Although  they find
inspiration in student differences, they also
recognize and take advantage of the similari-
ties that serve as common bonds for young
adolescents. (See Standard VI—Respect for
Diversity.)

Forming Constructive
Relationships with
Students

Because teachers know that as students move
from childhood to adulthood they undergo
significant physical, emotional, and cognitive
changes, teachers make themselves available
to counsel and advise students on a wide range
of issues, from academic progress to peer rela-
tionships to extracurricular opportunities.
Teachers actively work to reduce student
isolation, and they monitor the school climate
to ensure the safety of everyone in the learning
community. (See Standard IV—Learning
Environment.) Working with students in this
manner not only supports their learning and
their development as responsible members of
society but also provides teachers with a
window to see more sharply the aspects of
their students’ character, values, interests, and
talents that might otherwise be overlooked.

Teachers’ insights into their students are
shaped by their knowledge of the growth and
development that characterize the early
adolescence years. These students often
display an engaging sense of wonder and
creativity, dramatic leaps of learning, and new
sensitivities to the world around them and the
people in it. At the same time, they may find
their lives confusing, leading them to experi-
ment with various and sometimes conflicting
roles and behaviors. Young adolescents’ rela-
tionships with their parents, teachers, and
peers are in transition. The judgments of their
peers are often influential and sometimes
cause conflict among young adolescents’
alternating needs for conformity and auton-
omy. They may distance themselves from
adult authority within the family and at the
same time form close relationships with
concerned adults from outside the family—a
role that teachers often fill.

Observing Students
Insightfully

Teachers know that young adolescents typi-
cally mature in their ability to think
abstractly, to consider perspectives other
than their own, and to recognize that what
they learn can contribute to satisfying
personal goals. They know that students
have numerous concerns about their family,
school, peers, and themselves that influence
their behavior and affect their success in
school. They understand that young adoles-
cents search for meaning and identity in
their own lives as their perspective on the
world evolves. They recognize the impact
that technology and media have, both posi-
tive and negative, on adolescents’ develop-
ing views and self-concept. 

To gauge their students’ strengths, needs,
and interests, these teachers develop a keen
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capacity for reinforcing their insights and
understanding about students. They willingly
and actively listen to and observe students in
whatever modes or settings students express
themselves, whether formal classroom activ-
ities, individual conferences, or informal
gatherings. Their understanding of their
students is also enhanced by discussions with
parents or other caregivers (see Standard
XI—Family Partnerships) and colleagues and

by their interactions with the larger student
body. These insights, together with their
ability to identify students with exceptional
abilities, needs, or talents, enable teachers to
frame their practice equitably to meet the
common and unique needs of each of their
students.

Reflections on Standard I:

9
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Standard II: Knowledge 
of Subject Matter

Accomplished teachers are clear about
their purposes and possess the profes-

sional judgment to sort through the many,
often conflicting, demands and requests
placed before them. They make sound and
principled judgments about the knowledge,
skills, attitudes, and values they seek to
develop in their students in a manner that
deliberately attempts to stretch all students
and holds them to high expectations.

Having a Sound
Foundation in the Subject
Matter of the Middle-
Grades Curriculum

As they design and work with curriculum,
these teachers draw on their broad under-
standing of the major facets of the subjects
and skills typically found in the middle-
grades curriculum, their particular strengths
in certain disciplinary areas, their under-
standing of the need for technology integra-
tion, and their knowledge of lively issues that
can be found at the intersection of various
disciplines. Their knowledge of subject
matter includes the key concepts that young
adolescents should understand; the special-
ized ways of reasoning, thinking, talking, and
writing about them; the technology that
affects the way knowledge changes within
that discipline; the difficulties in each area
that students are likely to encounter; and
study strategies that support learning. This
understanding allows teachers to anticipate

common confusions and misconceptions that
students typically hold and to develop strate-
gies to address them. Such knowledge is vital
to collaborating effectively with colleagues in
cross-curricular ventures and to avoiding
interdisciplinary instruction that results in
little genuine inquiry or is characterized by
superficial or forced linkages. It is also essen-
tial to helping students make connections
among the disciplines. To supplement their
understanding and expertise, these teachers
may collaborate with subject specialists,
university professors, and others who can
provide additional insight and information.

Teachers understand that meaningful learn-
ing arises from concepts drawn from a range
of disciplines. To deepen students’ conceptual
understanding, teachers build on prescribed
curriculum, but are not constrained by it. As
students’ needs dictate, they incorporate
related topics, issues, and technology that
stretch students’ perceptions, extend their
knowledge and understanding of the world,
and thereby enrich their education. (See
Standard V—Meaningful Learning.)

Using Subject-Matter
Knowledge to Make
Sound Curricular
Decisions

Teachers provide students with a solid grasp
of the subjects they study so that they can
address complex issues. Frequently, such
issues are not fully understood through the
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tools and knowledge of a single discipline.
Consequently, teachers accept the special
challenge of helping students not only under-
stand ideas that fit within disciplinary bound-
aries but also explore and connect important
subjects and topics that cut across disciplinary
lines.

Teachers understand that organization
skills, time management, and general and
content-specific study strategies are essential
to student success. They model and integrate
instruction of these skills throughout all
curricular areas, providing opportunities for
practice and application. (See Standard V—
Meaningful Learning.)

Having a sound foundation in the middle-
grades curriculum (English language arts,
history and social studies, mathematics,
science, the arts, health, and the technology
that facilitates learning) is essential not only
for this standard but for all that follow. If
teachers are to select and create powerful tasks
for students to explore; if they are to choose
topics and materials that use students’ time
wisely; and if they are to recognize when a
shift in focus might help develop opportunities
that emerge during instruction, they must
possess a solid base of subject-matter knowl-
edge. Such knowledge helps teachers articu-
late and animate these subjects and engage
students in their central concepts and ideas,
building knowledge and understanding as they
proceed.

Knowledge in and across these subject
areas is fundamental to the educational,
personal, and social development of young
adolescents. As students go through this
transitional phase of their lives, their
thoughts about and involvement with subject
matter should mature with them. Students
whose curiosity is stimulated and whose
understanding is deepened are likely to
continue growing as learners. Consequently,
teachers strive to make subject matter
personally and socially relevant, as well as
educationally captivating, for their students.
In all facets of their approach to subject

matter, teachers understand how to relate it
to the unique characteristics and needs of
young adolescents.

Integrating Subject 
Matter

Accomplished generalists understand that
ideas worth learning are not unique to a single
discipline. Early adolescents are particularly
sensitive to the fact that the real world
comprises issues, topics, problems, and situa-
tions—not disciplines or courses. To keep
students engaged and actively involved in
learning, accomplished generalists guide
students’ interests across disciplinary lines.
Teachers construct curricula that transcend
subject-specific isolated facts, while develop-
ing a variety of instructional and assessment
strategies that emphasize organization,
inquiry, concept building, and problem solv-
ing. Such cross-disciplinary approaches open
multiple perspectives on learning and access-
ing information and allow teachers to
enhance students’ higher-order thinking skills
and creativity. 

The ability to analyze, synthesize, evalu-
ate, and apply information, and then to
communicate an understanding of that infor-
mation, depends on making connections and
relationships among a range of disciplinary
approaches. Systematic, purposeful curricu-
lum integration enhances achievement and
heightens a student’s ability to make effective
use of the power of multiple perspectives. 

Using Subject Matter to
Empower Students
through Inquiry

Accomplished generalists know that young
adolescents are approaching a critical junc-
ture in their educational journey. For one

12

Early Adolescence/Generalist Standards

EARLY ADOLESCENCE/GENERALIST 



reason or another, many students at this
young age mentally, emotionally, and socially
“drop out” of the educational process.
Accomplished generalists welcome their
responsibility to help students experience the
rewards of learning. Toward that end, they
enlist their students’ meaningful and purpose-
ful participation.

Accomplished generalists realize that the
most powerful learning comes from ques-
tions generated by students themselves. They
structure their classrooms so that students
actively pose questions and seek to answer
these questions. Teachers work to help
students to acquire the mental operations,
habits of mind, and attitudes that characterize
the process of inquiry.

Teachers recognize that students learn
best by doing. Accomplished teachers
provide numerous opportunities to stimulate
students’ questions that serve as the basis for
active inquiry in the classroom. They
organize their classrooms around frequent
open-ended investigations in which students
assume active roles as investigators in the
pursuit of knowledge. 

Accomplished teachers understand that
the inquiry process itself is not a uniform
series of predetermined steps, and that
people vary widely in how they seek knowl-
edge. Nevertheless, certain patterns in the
methods of successful inquiry are evident.
For example, in students’ capacity to recog-
nize problems, they ask relevant questions,
formulate working hypotheses, observe
phenomena, record data accurately, reach
tentative conclusions consistent with data,
and express themselves clearly about the
significance of their findings.

In designing or choosing activities, teach-
ers keep a number of important criteria in
mind. They look for activities that are age
and developmentally appropriate; likely to
raise interesting, worthwhile questions; rele-
vant to the lives of their students; and flexi-
ble, allowing active participation and student

control over the manipulation of variables
and the posing of questions. For instance,
knowing that adolescents frequently have an
awakening concern for social issues, teachers
may focus instruction on relevant topics in
daily life that students care about and
perceive as important to themselves and
society at large. In making the connection
between learning and the experiences of
young adolescents, accomplished generalists
do not simply present topics; they engage
students in exploring, thinking critically
about, and analyzing multiple aspects of
important issues. In short, learning is
presented not as a list of terms at the back of
a chapter to be memorized, but as a way of
knowing how and why things happen that
significantly matches students’ interests.

In pursuing inquiry-based curricula,
accomplished teachers are risk takers. They
willingly live with the sometimes unpre-
dictable consequences of student-inspired
activities and student-centered pedagogy.

Subject-Matter Domains
What follows are the descriptions of the six
subject-matter domains that accomplished
generalists are expected to know and expla-
nations of how they might use this knowl-
edge. Although teachers may have more
extensive knowledge in one or more areas,
these domains illustrate the major ideas,
themes, topics, and applications that Early
Adolescence/Generalists should be able to
teach their students. In some instances, they
will be assigned all these subjects, in others,
only one or two. They may also be members
of an interdisciplinary team or work closely
with one or more specialists. Without regard
to their assignment, they practice as general-
ists, skillfully uncovering for their students
the multidisciplinary world in which they
live.
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English Language Arts

Accomplished generalists have a solid
grounding in the important ideas, concepts,
and strategies central to developing expertise
in English language arts—reading, writing,
listening, media and visual literacy, and oral
discourse. They understand how students
learn language, how they use language, and
how they interact with text. They know how
to support the written and oral language
development of their students, and in their
teaching they foster and support the natural
process of language acquisition. Teachers
help students for whom English is a new
language transfer communication skills into
English, while understanding the benefits of
students’ maintaining fluency and skill in
their home languages.

Teachers know that skill in reading devel-
ops over a lifetime when people continually
extend their reading experiences. They
recognize that effective writing develops as a
process and know how to use and explain
grammatical conventions. Teachers are also
comfortable in the art and skill of oral
discourse, which they emphasize in language
arts instruction but also carry into other
subject areas. They use their expertise in the
English language arts to help students
develop a rich appreciation of and facility
with reading, writing, viewing, speaking, and
listening, including the application of these
skills to other curricular areas and to the
real world.

Wherever students are in their reading
development, teachers know how to move
them forward. This progress may be accom-
plished through directed instruction, class-
room modifications, the selection of
appropriate instructional materials, and
collaboration with specialists and support
personnel. Teachers help all students
improve their reading skills—such as
summarizing main ideas, making inferences,

comprehending vocabulary in context, and
analyzing text—by providing strategies that
meet their needs. 

Teachers use reading to expand students’
ability to interpret texts in ways that uncover
and explore human values and to see reading
as a bridge to dilemmas, traditions, cultures,
experiences, and themes they might not
otherwise experience. To meet these ends,
teachers provide students with a wide range
of contemporary and classical reading mate-
rial from many genres that captures their
interests, stretches them, and motivates them
to explore a variety of texts on their own.
They teach strategies for reading and under-
standing informational texts such as biogra-
phies, newspapers, periodicals, textbooks,
technical writing, and primary sources. This
commitment to strengthen students’ ability to
interpret text extends beyond traditional liter-
ary forms to other media, such as film, tele-
vision, and music.

Teachers understand the virtues of a
comprehensive, literature-based program
that encourages students to read works that
address universal themes. They have a thor-
ough knowledge of young adult literature,
and they make sound judgments about the
literary merit of available texts. Teachers
draw on their repertoire of literature that
includes works from many cultures, texts
written by authors of both genders, and
stories that focus on adolescent life.

Teachers know that the analytical skills
developed through reading should be inte-
grated with the process of writing to deepen
students’ understanding as they develop as
writers. They also recognize that through
communication, students develop their
facility for individual expression as they
become adept at identifying purpose and
audience. Consequently, teachers lead
students to develop useful and comfortable
approaches to writing. They understand the
full range of values inherent in writing—
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from the development of thinking skills to
its facility for personal expression and
exploration of different voices. 

They provide students with varied writing
experiences—keeping journals; recording
history; reviewing books, plays, concerts, and
movies; creating stories, poems, and plays;
composing letters to the editor; describing
school events in newspaper style; and engag-
ing in numerous other activities that make
writing a meaningful activity—and encourage
experimentation. Teachers provide opportuni-
ties for students to write in all disciplines.
They also have students write in different
settings—on their own, in groups, and with
direct teacher input—to provide them with
responses from a variety of sources and to
allow them to share and explore their thinking
and writing with different audiences. In this
way, students become confident in their
understanding of writing as a process, and
they discover techniques that suit their
personal approach to writing. 

As students mature and become comfort-
able as writers, teachers emphasize the
importance of revision and develop students’
editing skills. As students write, revise,
and edit, teachers help them apply the
conventions of writing contextually by incor-
porating grammar, spelling, and syntax into
their work.

Accomplished teachers are themselves
capable writers. They help students appreci-
ate the systematic nature of composing text
by modeling for students their own writing
strategies and by sharing their frustrations
and insights related to writing. By modeling
good writing for their students, teachers
provide a powerful guide and stimulus to
effective student performance in this domain.

Teachers also recognize that the English
language arts provide a vehicle for young
adolescents to understand themselves and
their relationship to others and to develop an
awareness of the cultural lenses through
which communication occurs. Thus, at times,

they will design assignments around such
issues as personal identity, independence,
friendship, or authority. Similarly, they
promote the exploration of values through
analyses of character and motivation and
encourage self-reflection through journals
and group discussion.

Teachers recognize that comprehensive
study within the English language arts will
develop students’ speaking and listening
skills. They know that effective speaking is a
lifelong skill. Consequently, classrooms of
these teachers emphasize the exchange of
ideas, opinions, and perspectives on a wide
range of topics and activities, from classical
literature to newspaper editorials. They foster
formal oral activities—such as debates,
speeches, and acting—to emphasize such
skills as awareness of audience, research,
organization, and presentation. They also
enhance students’ use of communication
skills in interpersonal relationships as appro-
priate ways to express emotions, clearly
explain ideas, and effectively manage
conflicts. They reinforce these skills in other
areas of their teaching, both in the English
language arts and across curricular lines.
Teachers are deliberate and purposeful in
their teaching of listening skills, and they
emphasize the importance of critical listen-
ing so that students understand that listening
well contributes to effective communication
and thorough understanding.

Teachers also know that accomplished
practitioners capitalize on informal discussion
and that good literature can often provide the
spark to ignite a stimulating debate. They
recognize that active, impromptu, student-to-
student discussions contribute significantly to
students’ ability to think on their feet, to make
incisive comments, and to receive immediate
feedback from their peers. These teachers,
who are themselves fluent and adept speakers,
facilitate student discussions and intervene
only to revive a lagging discussion or to move
thinking to a deeper level. They involve all
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students in discussion, enacting strategies that
help students become active, analytical listen-
ers while others talk. To facilitate communica-
tion in all spheres of public life, they reinforce
the benefits inherent in the nation’s shared
common language. Although they model and
teach the conventions of Standard English,
they appreciate the rich expression offered by
nonstandard dialects and respect the integrity
and value of a student’s home language.

Accomplished generalists incorporate the
skills their students develop through the
English language arts into other areas of the
curriculum. They understand that reading,
writing, speaking, and listening skills cross
curricular boundaries, and they emphasize
the usefulness of these skills in other subject
areas as well as in nonschool settings.
Consequently, they provide opportunities for
students to apply English language arts skills
consciously in social, personal, and business
settings.

Accomplished teachers help students
understand the visual aspects of communica-
tion. They realize that students need familiar-
ity with such visual cues as a speaker’s
gestures and facial expressions, printed signs
and symbols, graphs, the use of formatting in
printed texts, and the setting of a television
scene. Helping students interpret the visual
cues of a communication event prepares
them to become more competent and sophis-
ticated consumers of media and of public and
interpersonal communication. As teachers
design assignments, they are cognizant to
provide students with opportunities to apply
viewing skills in a variety of formats, such as
student-generated video clips, posters, inter-
active computer presentations, reports, or
personal presentations.

Accomplished teachers are aware that the
mass media surround students’ lives. Thus
they help students understand the way
people use media in their public and private
lives and how political, cultural, and
commercial forces influence its content.
Teachers work to develop students’ ability to

interpret, critique, and evaluate print and
nonprint texts. They may, for example, help
students explore the relationship between
the same story told in different media or
between two stories told in different media
with similar themes. In addition, they give
students opportunities to be involved in the
creation and use of nonprint texts to develop
ideas and opinions and communicate with
others. For example, as part of a mock elec-
tion, teachers may require students to create
and present a television campaign ad that
clearly appeals to a particular audience and
that demonstrates credible, effective, and
persuasive communication. Students would
then establish evaluation criteria to deter-
mine the effectiveness of each ad. 

History and Social Studies

Accomplished generalists have a foundation
of knowledge in history and the social
sciences including geography, political
science, and economics. They know world
and United States history and geography; the
major systems of governments that exist
throughout the world and how they operate;
the different economic systems and the prin-
ciples of thought underlying them; the key
demographic concepts and their implications;
the varied cultures and communities in the
nation and the world; the important domestic
and international political concerns; the
fundamental tensions that surround contem-
porary global issues; and the varying belief
structures of different cultures and religions.
These teachers stay informed of current
social, political, and economic questions and
understand how they fit into the context of
history. They know how these questions inter-
connect, and they help their students appreci-
ate these relationships so that they learn how
to make informed and reasoned decisions as
they participate in a democratic society. They
focus student work on major historical
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themes, issues, people, and events. They
complement these efforts by developing their
students’ awareness of key geographical
issues, such as regional characteristics, inter-
action of people with their environment over
time, and the relationship of physical and
political boundaries.

Teachers use their knowledge of history
and social studies to develop their students’
civic competence and their understanding of
societies. Their students learn how history is
written and the principles and events that
have shaped the nation’s character because
these teachers nurture democratic values
and a commitment to civic responsibility.
Teachers develop their students’ understand-
ing of their place in the framework of
history, heighten their awareness of the
multicultural nature of the nation and world,
and teach them to apply the major ideas and
principles of social studies to the enduring
issues that contemporary societies must
confront. At the same time, they recognize
that familiar concepts such as culture, soci-
ety, and government are complex abstrac-
tions that are not readily grasped by most
young adolescents.

Teachers help their students develop well-
reasoned arguments based on facts rather
than on unsupported opinions. They make
students aware that the reasoned discussion
that emerges in social studies has value in
other curricular areas as well as in settings
outside the classroom. 

Teachers motivate their students to
explore history through personal research,
community investigations, group activities,
traditional research sources, various media,
and other means. Teachers know how to use
reading strategies that enhance student learn-
ing of content. By teaching students how to
delve into the social sciences in several
different ways, these teachers create a stimu-
lating environment that raises students’
awareness of the presence of these disci-
plines in their lives. This approach also
teaches students how to acquire and evaluate

knowledge, to think logically about the appli-
cability of the social sciences to their lives,
and to develop personal insights into a vari-
ety of cultures other than their own.

Teachers introduce students to tools for
communicating about and investigating
history and the social sciences, including time
lines, surveys, and debates. Students conduct
independent investigations and work as
members of teams addressing social issues.
For example, students might gain firsthand
knowledge of an important social policy
question by going into the community to
conduct interviews and gather historical data.
At other times they might explore the ways in
which laws, customs, or technical advances in
various cultures affected their youth, turning
to primary sources when possible. Ultimately,
these teachers use the study of history and the
social sciences to establish a learning envi-
ronment that models democratic values;
contributes to students’ appreciation and
respect for the diversity of viewpoints, back-
grounds, and opinions they will encounter as
adults; promotes the evaluation of different
viewpoints and the recognition that all views
are not of equal merit; and encourages the
growth of leadership abilities.

Mathematics

Accomplished generalists understand signifi-
cant connections among mathematical ideas
and the applications of those ideas in mathe-
matics, in other disciplines, and in the world
outside their schools. They have a knowledge
of mathematical concepts, principles, tech-
niques, and reasoning that they use to set
curricular goals and shape their teaching.
These teachers have a deep and broad under-
standing of mathematics beyond the level at
which they teach. Their knowledge base
makes them well aware of where their
students are headed, individually and as a
group, and how to move them to continually
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deepening levels of mathematical understand-
ing. In their classroom practice, accomplished
teachers know that young adolescents benefit
from regularly engaging in thoughtful activi-
ties tied to their emerging capabilities of find-
ing and imposing structure, conjecturing and
verifying, thinking hypothetically, under-
standing cause and effect, and abstracting and
generalizing.2

Accomplished generalists know the
concepts and principles of important mathe-
matical domains, including algebra and func-
tions, geometry, and statistics and data
analysis. They know the fundamental
processes of mathematical thinking—explo-
ration, representation, modeling, conjecture,
inference, interpretation, and analysis.
Teachers know that a facility in algebraic and
geometric thinking is essential to success in
the later study of mathematics and also in
many situations that arise outside the mathe-
matics classroom. They teach mathematical
domains as interconnected with one another
and with other areas of the curriculum. For
example, they present visual models of alge-
braic identities and algebraic representations
of geometric ideas. They use mathematics to
enhance cross-disciplinary concept building,
such as constructing graphic representations
of the results of data collected in research.
They ensure that students have opportunities
to see and understand the connections among
related ideas, emphasizing thoughtful engage-
ment and meaningful learning. Teachers know
how to use reading strategies that enhance
student learning of content. Accomplished
generalists implement a focused and inte-
grated curriculum that promotes a deep under-
standing of mathematics on which students
can continue to build.

Teachers encourage students to see math-
ematics as an exciting, useful, and creative
field of study, and they know that students
are drawn to mathematics as they find both
challenge and support in the mathematics
classroom. Teachers know that young adoles-
cents acquire an appreciation for and develop

an understanding of mathematical ideas
when they frequently encounter interesting,
challenging problems and are given frequent
opportunities to apply their mathematical
skills directly to events and situations that are
important to them. Students working with
such teachers use technology, hands-on
activities, and manipulatives to support and
facilitate the appropriate development of
numerical skills, and they can solve a variety
of problems by using mental processes,
pencil and paper, calculators, and computer
software. To broaden the applicability of
mathematics, teachers expose students to
problems and investigations that allow
students to use multiple strategies and
approaches to arrive at acceptable solutions.
Their classes are student centered to enhance
the scope of student involvement and the
degree of student inquisitiveness. Whenever
possible, teachers construct their work in
mathematics around the needs and interests
of the young adolescents they teach.
Therefore, they adjust the pace and form of
instruction, smoothly shifting among inde-
pendent study, cooperative learning groups,
and direct teacher instruction to provide
students with a variety of instructional
settings in which to explore mathematical
issues, discourse, and reasoning. These
teachers recognize that central to a compre-
hensive understanding of mathematics is the
ability to reason about mathematics, commu-
nicate through it, and make connections
between and among mathematical concepts
and other subject areas.

Teachers foster in their students comfort
and confidence with mathematics so that they
can use it in a variety of ways. Their students
learn to investigate the reasoning behind
mathematical claims and to solve a wide range
of problems. Students know how to apply
their mathematical knowledge in a variety of
situations beyond computation, and they can
explain their thinking to others orally and in
writing. Students learn how to incorporate
mathematics into discussions that may seem
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outside the realm of mathematics, using math-
ematics as a way of representing, thinking,
agreeing, and disagreeing.  

Teachers possess a sound fundamental
knowledge about the connections among
mathematical concepts and procedures. They
can demonstrate how mathematics, as a way
of thinking and reasoning, applies across
disciplines and outside the classroom. They
stimulate robust discourse centered on what
students know about mathematics and how it
affects their lives. In this way, teachers use
their knowledge of mathematics to contribute
to their students’ understanding of the role of
mathematics in various fields of study and in
culture and society.

Their knowledge of mathematics enables
teachers to select or create resources that
contribute to their students’ understanding of
major mathematical concepts and ideas. They
use a variety of resources, such as textbooks,
newspapers, calculators (including graphing
calculators where appropriate and available),
computer software, puzzles, and manipulative
materials, to facilitate their teaching of math-
ematical skills and thinking and to contribute
to a rich classroom discourse about mathe-
matics. Teachers use their knowledge and
resources to develop in students the realiza-
tion that mathematics is evolving and that
mathematics builds on and extends prior
knowledge. Teachers design instructional
tasks that contribute to the development of
these larger ideas so that students do not view
mathematics in isolation. Rather, teachers
form meaningful connections among current
topics, those that came before, and those that
will follow.

Teachers recognize that students will
emulate their enthusiasm for mathematics, so
their own behavior encourages students to
pursue its study comprehensively and with
vigor and persistence. They encourage all
students to pursue mathematics fully and are
particularly attentive to the progress of
groups whose mathematical development is
sometimes discouraged in adolescence.

Teachers believe that all students can succeed
in mathematics, and they stimulate, engage,
and challenge all their students in order to
make this success happen. As they develop
individual lessons and long-term goals, they
provide explanations and clarifications,
incorporate multiple examples, and encour-
age collaboration among students where
appropriate.

Having command of the fundamental
concepts and procedures of mathematics,
accomplished teachers provide students with
opportunities to think critically and to
explore, invent, and discover mathematical
problems and relationships so that they may
perceive the value, importance, and beauty of
mathematics.

Science

Accomplished generalists are knowledgeable
about the biological, physical, earth, and
space sciences and their relationships to one
another and to other disciplines. Within these
fields, they can apply important scientific
concepts, such as change and conservation,
cause and effect, energy and matter, models
and theories, structure and function, and
systems and interaction. These teachers also
demonstrate facility with such essential
scientific skills as classifying data, designing
experiments, hypothesizing, interpreting,
predicting, and using space/time relation-
ships. Teachers use their knowledge of
science and scientific concepts and skills to
examine and understand changes occurring
in today’s world and to help their students do
the same. Their knowledge, when shared
with and deepened by interaction with
students, leads them to teach science in ways
that engage students.

Teachers approach science as an integrated
field. They frame instruction to encourage
students to study, question, and explore
key ideas, topics, and concepts. They ask
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questions that require students to prove
important issues and to think through a range
of responses. They also capitalize on young
adolescents’ curiosity about the physical
world and their fascination and concern with
the human body and with their own growth
and development. Because they are well
informed, teachers are a resource for students,
especially when students work collabora-
tively and explore multiple approaches to
scientific problems or phenomena. These
teachers engage their students in considering
the relationships among science, technology,
and society and how these relationships
change their lives and shape their values both
positively and negatively. For example, they
encourage exploring such topics as the impact
of the computer chip on a changing world and
the effect of human genome technology on
daily life. Similarly, they draw on young
adolescents’ idealism and care for living
things in exploring environmental issues and
questions about the individual’s responsibility
to the community.

Such teachers create opportunities for
students to think, act, and communicate as
scientists. They know how to use reading
strategies that enhance student learning of
content. They teach about and engage
students in the techniques of gathering,
organizing, and evaluating scientific infor-
mation, providing them with concrete experi-
ences to participate in the scientific process.
Their students build their knowledge of the
natural and engineered worlds when they are
confronted with problems that challenge
students’ creativity and imagination and
when students have the opportunity to offer
their own ideas and listen to the hypotheses
of others. Their students plan experiments,
ask questions, make observations, interpret
data, and draw conclusions, and they do so in
a safe manner. Through these experiences,
students learn to extend the methods and
skills of scientific inquiry, such as observa-
tion, recording information, and reporting

findings to fields outside of science, while
developing a scientist’s appreciation, curios-
ity, and respect for empirical evidence.

These teachers are aware of and responsive
to the way their students think about science.
They recognize and address the misconcep-
tions that many students have about scientific
phenomena. They know when students are
prepared to move to the next level of scientific
study and inquiry, and they are adept at
moving them to that level. As their students’
thinking about science deepens, teachers
model more sophisticated scientific thought
and conversation. By steadily building on their
students’ scientific knowledge and skills,
teachers develop students who incorporate
science into their conversation and writing.
Accomplished teachers combine their knowl-
edge of the major scientific ideas, concepts,
and skills with their students’ developing
scientific awareness to create an environment
in which scientific information, techniques,
and principles are regularly applied to a range
of topics.

The Arts

Accomplished generalists know that the arts
are valuable in and of themselves and are
useful in providing creative insights into other
disciplines. Dance, music, theatre, and the
visual arts individually and collectively
contribute to the stimulation of imagination,
creativity, and cognitive growth, while
providing unique vehicles for creative expres-
sion. Therefore, generalists bring the
performing and visual arts into their class-
rooms for their aesthetic and intellectual
values and for the ways in which they can
enhance students’ ability to perceive the
world. They see the teaching of the arts as
purposeful—a way to help students develop a
specific set of understandings and skills that
can challenge, expand, and enrich their lives.
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Teachers recognize, value, and may teach the
arts as independent subjects, or they may inte-
grate the arts with the teaching of other
subjects to create more stimulating and
engaging learning environments. They know
and act on their belief that involving their
students in the arts will expand students’
thought processes, strengthen their under-
standing of other academic areas, and
promote their understanding of the similari-
ties and differences between and among
cultures. The production, examination, and
evaluation of the arts from the perspective of
a variety of cultures can also be an effective
tool in reducing student prejudices and
stereotypes.

Teachers know that the arts reflect
specific and distinct intelligences that, when
stimulated, encourage unique perceptions,
thoughts, and actions from their students.
They understand that for some students, the
arts provide a vehicle for expression that
they cannot find in other disciplines.
Therefore, teachers actively express and
encourage their students to express universal
concepts through the creation and study of
artistic works and through discussion of
artwork and ideas. Students might learn, for
example, how relationships in nature may be
shown through dance; how conflict may be
expressed in theatre or in music; or how
aspects of human interaction may be illus-
trated by the visual arts. Through the think-
ing promoted by such instruction, students
learn the importance of the arts when expe-
rienced as independent subjects, as subjects
integrated with others, and as part of life
itself.

Teachers stimulate an awareness, an
understanding, and an appreciation of the
role of the arts in human development. They
assist students in exploring the historical and
cultural background of the arts and introduce
them to diverse forms, styles, and periods
from prehistoric to contemporary. Teachers
also introduce students to the impact that
new technologies have on the development

and dissemination of various art forms.
Students therefore gain insight into differ-
ences in aesthetic values and the social uses
of the arts during different historical eras.
Such teachers help students blend their
knowledge of the arts with other subject
areas, fostering student creativity, expres-
siveness, and critical thinking, in addition to
developing an appreciation of their artistic
heritage. Teachers also know how to use
reading strategies that enhance student learn-
ing of content. Immersing students in the arts
sharpens their ability to observe the natural
and constructed world in which they live as
the arts provide them with fundamentally
different ways of seeing, knowing, and repre-
senting the world.

Accomplished teachers help their students
use their developing knowledge of the arts to
inform their other studies by drawing attention
to similarities among major ideas and themes.
Teachers know that the arts can be verbal,
mathematical, and logical. Therefore, they
guide students in making connections, for
example, between the process of writing and
the process of painting that strengthen the
understanding of each, or they might relate the
historical relevance of the arts to other events
from the same era to enrich students’ under-
standing of history. Phenomena in mathemat-
ics and science, such as fractals and
symmetrical organisms, might be applied to
the development of works of art, or vice versa,
to strengthen students’ knowledge in these
fields. The arts also provide a vehicle for
young adolescents to express their unique
accomplishment in a special arena, which
promotes the development of distinctive skills
and contributes to a healthy sense of self-
worth. Teachers allow students to be imagina-
tive, playful, or serious in safe and supportive
settings. 
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Health

Accomplished generalists understand that a
sound health education program focuses on
students’ physical, mental, and social well-
being. Consequently, they create opportunities
for students to develop knowledge and prac-
tice skills that contribute to their own physical,
mental, and emotional health in each of these
domains. They are alert to young adolescents’
concerns about their own health and to major
health issues and their social implications
(including attention to the use of alcohol,
tobacco, and other drugs; pregnancy; sexually
transmitted diseases; HIV/AIDS; eating
habits; body image; stress; depression; and
suicide). They address these issues in ways
that help students recognize potentially
dangerous situations, clarify misconceptions,
and find reliable sources of information. On
their own, or in cooperation with specialists,
these teachers plan, organize, and carry out
programs in health education that reinforce
the major concepts, ideas, and actions that
contribute to a healthy lifestyle.

Teachers understand the foundations of
good health, including the structure and
function of the body and its systems and the
importance of physical fitness and sound
nutrition. Drawing on this knowledge, they
help students understand the benefits of a
healthy lifestyle and the dangers of disease,
as well as activities that may contribute to
each. Teachers help students develop an
awareness of the unique challenges faced by
people with health impairments. They
communicate this knowledge in class discus-
sions, reading assignments, and multimedia
presentations.

Such teachers maintain an awareness of
current health issues, behaviors, and trends
that are often sources of special concern and
confusion for young adolescents. This aware-
ness helps teachers present good health prac-
tices as a vital part of a lifestyle that students
are encouraged to adopt as they mature.

These teachers recognize the importance of
students’ adapting these practices into their
personal lifestyle, and, when appropriate,
their teaching provides opportunities to
rehearse and discuss healthy behaviors. For
example, teachers might have students role
play ways to remove themselves from situa-
tions in which they are offered drugs or
are victims of harassment and then engage
students in an open discussion of the alterna-
tives presented.

Accomplished generalists realize that
violence is a critical issue for young adoles-
cents, so they actively seek preventive meas-
ures to counter harassment. Often victims of
harassment are students who feel isolated;
teachers reach out to all students, but partic-
ularly to victims, letting them know an adult
cares. Making such personal connections is
essential for accomplished generalists.

Teachers know the myths and facts about
various aspects of health and physical activ-
ity, especially those relating directly to
young adolescents. To keep their knowledge
current, they seek information from a variety
of health resources within the school and the
community. When imparting information,
they are particularly alert to the sensitivities
of young adolescents and their families, and
they provide opportunities for students to
share personal concerns with them.

Accomplished teachers understand that
students who know how to achieve and main-
tain optimal health are more likely to do so
and to encourage healthy decision making by
others. Consequently, they focus health
education on creating health-smart students
who are aware of how to deal with and stay
informed about the abundance of health-
related issues, concerns, and questions facing
young adolescents today.



Reflections on Standard II:
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Standard III:
Instructional Resources

Accomplished teachers view resources as
tools to support their practice, and they

understand that the lesson, textbook, teach-
ing strategy, assignment, or assessment tool
that works well with one class will not neces-
sarily succeed with another. Therefore, they
seek to broaden the array of resources and
materials at hand to help them meet the
instructional needs of all their students. In
expanding their resource base, they look
beyond the textbooks in their classrooms and
consider how a variety of materials and
people might be employed to deepen concep-
tual understanding. Their knowledge encom-
passes advances in technology and media
that continue to change the very nature of
teaching and learning and that offer students
opportunities to explore important ideas,
concepts, and theories. Teachers are compe-
tent users of communication and research
technology, which they use to locate
resources and develop teaching materials.

Developing a Diverse
Resource Base from
Which to Make
Judicious Selections 

Teachers constantly seek opportunities to
expand their base of instructional resources
by drawing on theory, research, technology,
accomplished practice, and nontraditional

sources. These resources challenge students
and reveal to them the complexity and
texture of the social, cultural, ethical, and
physical worlds in which they live. Such
efforts bring to students’ attention a broad
array of resources that will make them more
capable and independent learners. At the
same time, teachers design activities that
enable students to evaluate the quality and
reliability of information sources.

The resourcefulness and creativity of
these teachers lead them to locate and
construct alternative materials and activities
as necessary. These alternatives include
adapting materials for students with excep-
tionalities or those for whom English is a
new language. They carefully judge a range
of materials for quality and suitability,
choosing those most appropriate to their
students’ needs. Their goal is to blend mate-
rials from several sources and assess their
effectiveness in fulfilling broad curricular
objectives.

Teachers are dedicated to expanding the
diversity of their resources regularly to equip
students for a rapidly changing world. As they
see changes in their students, the community,
the nation, and the world, teachers look for
ways to make these changes meaningful to
their students. They gather and create high-
quality resources that are diverse in several
respects, including form, style, theme, gender
appeal and awareness, level of difficulty,
culture, and intergenerational perspective.
Their exploration of new resources, study of
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professional literature, experimentation with
new technology and media, and participation
in advanced education programs make up a
continual process of professional growth and
self-renewal that broadens and deepens their
repertoire. (See Standard X—Reflective
Practice.)

Viewing Colleagues and
the Community as
Important Resources

Teachers appreciate their colleagues’ skills
and talents and the circumstances in which
these attributes can best complement their
own. They elicit the knowledge and expertise
of other faculty members to give students
rewarding learning experiences. Colleagues
may share resources, serve as special
consultants in specific areas of expertise, or

work with fellow teachers in planning and
conducting interdisciplinary studies.

These teachers see their local community
as an extension of the school and classroom,
and they recognize the importance of
students’ valuing and using community
resources. They actively recruit and involve
families and other community members,
agencies, and businesses as partners in the
school program and take advantage of local
cultural, linguistic, economic, and natural
resources (e.g., a public debate on a
contentious social issue) to enrich the
curriculum and enhance student learning
and development. (See Standard V—
Meaningful Learning and Standard VII—
Multiple Paths to Knowledge.)
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Standard IV:
Learning Environment

The supportive, congenial, and purposeful
learning environments characteristic of

classrooms established by accomplished
generalists contribute to active learning and
expose students to a variety of intellectual
challenges. These environments rest on the
ability of teachers to create an atmosphere in
which students feel welcomed, valued, and
respected. In part, teachers do so when they
demonstrate interest in students’ ideas, activ-
ities, lives, and responses. In addition, these
teachers create a physically and emotionally
safe environment in which students feel
empowered: students make decisions; know
they belong; and know they are free to take
risks, make mistakes, and explore alterna-
tives. In so doing, teachers make students
their partners in establishing and maintaining
a community of learners.

Placing a Premium on
Equity, Fairness, and
Student Effort

Although teachers recognize that equity and
fairness are intertwined, subtle differences
exist between them. Accomplished teachers
advocate for the equitable distribution of
resources, opportunities, and access. They
understand that students come to the class-
room with differing experiences and back-
grounds, and they design activities that
encourage students to enter a common discus-
sion. They strive to increase underrepresented
populations in advanced courses by personally

encouraging participation in and advocating
for access to these classes. They advocate for
classroom resources needed for quality learn-
ing, such as access to technology, supplemen-
tal educational materials, and teacher time.
Accomplished teachers pay special attention
to providing for the needs of their diverse
population by such means as maintaining
equitable wait time, offering relevant feedback
to all students, recognizing different learning
and classroom styles, and challenging all
students to high expectations. (See Standard
VI—Respect for Diversity.) 

Accomplished teachers create caring,
inclusive learning communities characterized
by fairness, particularly when recognizing
competence, effort, or performance; allowing
students to choose among learning and
performance options; allocating time, learn-
ing opportunities, or other resources; and
grouping students. These teachers make it a
point to recognize a wide variety of student
accomplishments and positive behaviors. 

Teachers know that there are productive
and nonproductive ways to offer encourage-
ment and constructive criticism. They instill
in their students the idea that learning can be
difficult; that experimentation is essential;
that recognizing mistakes is as important as
noticing successes; that people learn from
dead ends and failures; and that grasping a
subject fully requires developing multiple
solutions and perspectives. These characteris-
tics contribute to learning environments that
engage students, recognize individual differ-
ences, encourage choice and expression, and
foster inquiry. In these environments, students
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are provided opportunities to acquire first-
hand knowledge, gather and evaluate infor-
mation, present findings or products, and
enhance the learning experiences of their
classmates.

Emphasizing Democratic
Values in the Classroom

Like adults, students need a healthy, stimu-
lating, and supportive work environment that
welcomes the open expression of ideas and
encourages the search for greater under-
standing and knowledge. Nonetheless,
young adolescents sometimes find them-
selves in settings in which abusive language,
put-downs, and bigotry are common and
prejudice and disrespect exist. From the
outset of the school year, teachers actively
counter these attitudes. They foster a sense
of community by encouraging student inter-
actions that show concern for others, by
dealing constructively with socially inappro-
priate behavior, and by appreciating and
using humor appropriately. They create for
students a community that helps ensure their
physical safety and is secure socially and
intellectually as well. In addition, teachers
understand how the selection of curriculum
and resources affects students’ perceptions
of what is valued in their worlds. They strive
to enlarge students’ worlds by providing
opportunities to examine the contributions to
society throughout history of people from
varying backgrounds, languages, cultures,
and talents. In sum, teachers create instruc-
tional settings that promote learning for all
students.

Teachers establish a productive, open, and
enriching learning environment at the begin-
ning of the school year and maintain it
through a well-developed repertoire of strate-
gies, skills, and procedures that allows their
classrooms to function smoothly much of the
time and that enables them to make effective

changes when it does not. Such teachers
convey a sense of knowledge, preparation,
care, and direction that combine to keep
students engaged in a wide range of produc-
tive activities. They use democratic processes
to create classroom rules, routines, and
behaviors for effective learning and to handle
the consequences for violating them. Thus,
teachers establish a culture that promotes
trust and confidence and allows them to
direct their attention and effort to positive
interactions and learning rather than deal
with discord and disruption. It also allows
them to establish classes where students,
because of their sense of belonging, take
responsibility for their behavior and accept
the rules of the classroom community.

An instructional climate that upholds the
dignity of students and is time-efficient
requires skill, planning, flexibility, judgment,
and discretion. Teachers have these qualities
and use them in ways that demonstrate both
self-confidence and respect for their
students. They enlist help from students in
setting clear expectations for classroom
behavior, and they uphold these expectations
consistently. They know that their respect for
their students’ thoughts and judgments
fosters self-worth and individual dignity in
students. Consequently, through their atten-
tion to and high regard for students’
comments, concerns, and activities—both in
and out of the classroom—these teachers
instill in their students the idea that the work
in which they are engaged is important and
significant.

When a shift in emphasis or approach is
needed, accomplished teachers adjust with
such skill that the shift is barely noticed.
Their lessons are marked by smoothness,
flow, clarity, and coherence. Classroom
management seems almost effortless; transi-
tions flow easily; few disruptions mar the
focus on learning; and students and teacher
work together harmoniously. Teachers notice
most classroom events, but they filter out the
unimportant and focus on what is most
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important. They monitor multiple aspects of
classroom events simultaneously, quickly
interpret their instructional or social impor-
tance, and move to prevent disruptions of
student engagement to whatever degree
possible.

Addressing Disciplinary
Problems Forthrightly

All teachers experience times when students
act unproductively or counterproductively.
Both in the classroom and in the school
setting as a whole, accomplished teachers
anticipate what situations may provoke crises
or conflicts and know how to prevent them or
mitigate their effects; they also manage and

resolve unanticipated crises and conflicts.
Within their classrooms, they seek order not
for its own sake but in the service of a safe
environment in which spontaneous and
varied activities can occur. They distinguish
between misbehavior that destroys classroom
civility and the exuberance and enthusiasm
that characterize positive engagement and
learning. When disciplinary action is neces-
sary, teachers act promptly and equitably,
correcting problems with minimal disruption
in ways that allow students to retain their
dignity. They consistently work to make all
students part of a congenial and purposeful
learning environment, which they know is
essential for student learning and growth.
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Standard V:
Meaningful Learning

Accomplished teachers involve students
in activities designed to develop their

capacity to think critically and analytically
and to extend their knowledge and under-
standing of the world. Teachers help students
acquire the metacognitive skills to begin to
guide their own learning and assume the role
of lifelong learners. Such teachers craft tasks
and problems that extend students’ abilities
and habits to think deeply, creatively, and
incisively about the world and their place
within it. 

Selecting Worthwhile
Topics for Study

Teachers know that meaningful learning is
built on concepts drawn from a range of
disciplines. They understand that substantive
learning rarely occurs when students are
presented large amounts of seemingly unre-
lated information or when students memo-
rize facts divorced from major themes,
concepts, or principles. By structuring tasks
that promote inquiry and require students to
marshal evidence to support their findings,
teachers build students’ capacities to grasp
complex ideas and materials. Often in collab-
oration with students, teachers select themes
that have special resonance for young adoles-
cents, such as friendship, justice, ethics,
independence, responsibility, and sexuality.
Consequently, they ground their students’

work in issues and questions that are impor-
tant in their lives and that are confronted
regularly by adults, who often approach them
from different directions (e.g., how scientists
and journalists examine local ecological
issues from different perspectives). Through
such learning, students come to understand
that many important societal issues (e.g.,
health policy questions) are complex and
multidimensional.

Teachers develop meaningful learning
experiences in a variety of ways, such as
designing activities that allow students to
work as writers, scientists, historians, or
artists, and they model some of the working
habits of these professions. Teachers pose
realistic and compelling dilemmas with
which students can struggle, while helping
students frame, pose, and explore their own
questions. They also anticipate the miscon-
ceptions and confusions that students are
likely to have about different topics and act
to avoid them, clarify them when they occur,
or take advantage of their potential to illumi-
nate important concepts. Teachers know that
such activities help students view the issues
under examination from multiple perspec-
tives, which fosters their ability to see the
world in its entirety and appreciate its
complexities.

Accomplished teachers know how to use,
relate to, and build on prescribed curriculum,
but are not constrained by it. Instead, as
students’ needs dictate, they incorporate
related topics and issues that stretch students’
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minds and horizons, extend their knowledge
and understanding of the world, and ulti-
mately enrich their education. (See Standard
II—Knowledge of Subject Matter.)

Building Student Capacity
to Apply Knowledge and
Act Independently

In making instructional decisions, teachers
place a high value on meeting criteria for
relevance and applicability. They recognize
that today’s complicated world requires a
multifaceted approach to thinking and acting.
Teachers help students develop critical think-
ing skills essential to their growth in order to
promote students’ understanding not only of
course work and societal issues they are
preparing to confront, but also of their own
personal development. Concurrently, they
introduce a variety of concepts, skills, and
information in ways that often cut across
traditional disciplinary lines, focusing on
substantive topics important for young
adolescents to grasp.

Given young adolescents’ interest and
enjoyment in exploring abstract ideas and
teachers’ interest in sparking creative think-
ing, generalists teach students how to
combine ideas, themes, and knowledge from
different subject areas to investigate important
issues and solve problems. For example, they
might have students extend their interpreta-
tion of literature from a particular period to
bolster their understanding of a central theme
in American history or employ science and art
to build understanding of important mathe-
matical concepts. When students observe how
seemingly disparate ideas interrelate, they are
more likely to develop their own connections
between and among concepts and theories.

To build such understanding, teachers
guide student learning in promising directions

without taking over the work, helping
students use what they already know to
pose, explore, and solve new problems.
Encouraging such independence helps
students gain confidence that they can solve
problems they have never before encountered.
Teachers develop students who challenge
assumptions, initiate projects and activities,
take risks, share insights, persist in their
exploration of difficult material, and demon-
strate a commitment to learn the topics under
consideration. Teachers also understand that
technology can be used to gain access to
information from a variety of sources and to
stimulate independent learning. Teachers
recognize that easy access to information,
especially through the Internet, may lead
students to believe that all information is
acceptable in all contexts. Accomplished
generalists help students understand that
although some resources are easily attained,
they are not necessarily appropriate, accept-
able, or reliable.

These teachers know the difference
between shallow and substantive learning
and have myriad ways to engage students in
meaningful learning. In some instances they
deliberately create tasks that allow them to
work alongside their students and model how
to proceed when encountering unfamiliar
ground; they may join students in gathering,
processing, synthesizing, and evaluating
information.

Providing Students
Opportunities to Define
Which Issues Are Worth
Exploring

In designing instructional activities, accom-
plished teachers value student involvement. To
encourage active student participation in
curricular choices, they design activities and
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raise questions that require students to think
about thematic, ethical, and social issues from
a variety of perspectives. As teachers listen to,
interpret, and assess student responses, they
give students opportunities to frame the work
of the class or shape independent studies in
which they explore their own questions and
interests and focus attention on defining their

purpose and audience. Teachers provide these
opportunities to foster student engagement
and self-confidence in a manner that balances
student interests with larger curricular goals.
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Standard VI:
Respect for Diversity

Accomplished generalists know that the
attitudes they manifest as they work

with students, colleagues, families, and
others who support the learning process
provide powerful exemplars for early adoles-
cents; therefore, they conscientiously model
the kind of treatment of others they wish to
foster in their students. Fairness and respect
for individuals are key to their instructional
practice; by valuing all members of the learn-
ing community, teachers model and promote
their expectations that their students will
treat one another equitably and with dignity.

Establishing a
Classroom Climate of
Fairness and Respect

The manner in which accomplished general-
ists establish a climate of fairness and mutual
respect among all learners is planned and
purposeful. Accomplished generalists address
issues of diversity proactively to promote
equity and to ensure that their students—
regardless of race, nationality, ethnicity, reli-
gion, exceptionalities, primary spoken
language, socioeconomic status, sexual orien-
tation, body image, or gender—receive equal
opportunities to participate in, enjoy, and
benefit from instructional activities and
resources. Teachers actively and positively

challenge students who make derogatory
comments, express negative stereotypes, or
impose inappropriate perspectives on others.
(See Standard IV—Learning Environment.) 

Accomplished generalists are sensitive to
the complexities involved in treating each
student equitably. They recognize and
address relevant diversity issues affecting
instruction, class management, and student
participation. They show no difference in the
welcoming manner in which they speak to,
include, call on, or otherwise engage each of
their students in learning situations in the
classroom. The choice of whole-class, group,
or individual activities and of texts for study
and discussion attests to a commitment to
engage all students in learning. In grouping
students for cooperative assignments, for
example, teachers may bring together indi-
viduals from varying backgrounds, or teach-
ers might establish leadership roles to
prevent gender or other stereotypes from
restricting participation. They make sure that
all pupils receive their fair share of attention
and that their assessments of student progress
are similarly balanced. They design assign-
ments that give students multiple avenues for
success. Teachers respect the dignity and
worth of each student and include each one
in the learning community as an important
individual and active contributor. 
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Valuing Cultural Diversity

More than creating learning environments in
which high expectations and fairness for all
students exist, promoting respect for others
by modeling appreciation for the richness of
cultural and ethnic groups confirms accom-
plished generalists’ understanding of the
behavior and development of young adoles-
cents, who frequently emulate adults as they
define their own identities. As an integral
part of their instruction, accomplished gener-
alists develop and use materials and lessons
that reflect the diversity and multicultural
aspects of their learners and provide appro-
priate cross-cultural activities. They cele-
brate the diversity of language forms and
dialects in the United States, but they also
understand that having a shared form of
English facilitates communication across
societal divisions. Teachers seek opportuni-
ties to provide forums where experiences can
be shared and mutual understandings of simi-
larities and differences can be deepened.
They are particularly sensitive and respon-
sive to family and cultural issues that affect
students’ attitudes toward learning. They are
aware of the special attention that they must
at times give students whose first language is
not English. Teachers thus highlight the
diversity as well as the commonalities among
their learners and build on a source of
strength and dynamism for the learning
community. As a result, students acquire an
understanding and appreciation of their own
and other cultures and develop cultural sensi-
tivity. (See Standard VII—Multiple Paths to
Knowledge.)

Upholding High
Expectations for Students
with Exceptionalities

Accomplished teachers believe solidly in the
ability of all students to learn, and they
design instruction appropriate to the multiple
needs and experiences of special student
populations. In their instructional decisions,
teachers address the exceptional needs of
students whose development falls outside the
range typical for their age group or who—for
a variety of reasons—learn in ways signifi-
cantly different from other students. 

Teachers create environments that help
students learn about one another and under-
stand that all individuals have unique capac-
ities and limitations. Teachers plan, adapt,
and implement classroom practices and
activities that are individually appropriate,
while ensuring that each student becomes an
important and valued member of the class.

In addition to taking their own steps to
accommodate students with exceptional
needs, teachers seek appropriate help from
students’ families and specialists, and they
advocate for essential support services to
promote maximum success. They strive to
meet the needs of such students without
compromising their commitments to main-
taining high standards and to providing
meaningful classroom experiences for all
learners.
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Standard VII: Multiple 
Paths to Knowledge

Accomplished generalists use their
broad knowledge of the middle-grades

curriculum to provide multiple ways for
students to pursue a rich understanding of
many important topics, to stretch their
thinking, and to learn skills that will serve
them well throughout their lives. The varied
approaches these teachers use benefit all
students by giving them many opportunities
to express their understanding and be
successful, contribute to their enjoyment of
school, raise their level of self-confidence,
and deepen their understanding of topics
and skills studied.

Creating Instructional
Tasks That Respond to
Student Diversity

The individual student differences that mark
all classrooms require teachers to have multi-
ple means to engage students in grappling
with important ideas. To provide varied entry
points into the substance of the curriculum,
teachers must be especially attuned to
students’ individual differences, including
differences in their educational backgrounds,
their home resources, their disposition toward
different types of schoolwork, their abilities
and exceptionalities, and their cultural and
linguistic backgrounds. The understanding
that teachers have of these factors leads them
to design avenues to approach key issues that
serve the well-being of the class as a whole,

while acknowledging the individuality of its
various members. 

Such variation is found not only in the
substantive tasks that teachers assign to
students but also in the instructional practices
that teachers adopt. At times they lead the
class as a whole, and at other times they
encourage small groups or individuals to
explore on their own. For example, for some
learners, access to technology-enhanced
instruction might offer a promising approach
to a topic. Concurrently, to provide opportuni-
ties for students with exceptional needs to
participate fully in the life of the class, teach-
ers adapt their practice and the routines of the
classroom as needed and work collaboratively
with specialists or other community resources.
They further recognize that students whose
home language is not English need to be chal-
lenged with intellectually demanding work
appropriate to their language facility and may
also require additional supports to succeed.

Providing Students with
Multiple Perspectives on
Key Matters of Interest

Teachers know the advantages of giving
students opportunities to approach the issues
before them from a variety of angles and to
act on this understanding. Teachers thus not
only respond to the diversity of perspectives
that exists within most classes but also
recognize the growing ability of young
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adolescents to explore multiple viewpoints
and respect values consistent with a demo-
cratic community. In part, teachers allow
students to explore issues by giving them
open-ended opportunities and the technolog-
ical resources—where available—to address
significant problems. This approach often
yields a variety of solutions and increases
the odds that students will complete assign-
ments successfully. At other times, they
acquaint students with techniques that others
have used to confront and solve important
problems. 

Teachers also achieve this objective by
varying formats and implementing each effec-
tively. For example, teachers may present
contradictory events to spur students to
consider new ways of thinking; they may use
direct instruction to facilitate skill learning or
use cooperative group work and discussions to
foster creative thinking and open-mindedness;
they may facilitate access to the Internet to
develop students’ global perspectives; and
they also may draw on a variety of metaphors,
analogies, illustrations, and problems to
extend their students’ thinking and develop
their capacity to reason incisively. Whatever
the approach, teachers have a wide repertoire
of strategies, tasks, demonstrations, experi-
ments, and cases to draw on, and  they choose
wisely from them.

Using Time Efficiently
and Adjusting Plans as
Circumstances Dictate

Teachers’ knowledge of their students,
subject matter, and resources helps them
choose compelling topics and materials that

make the best use of their own time and that
of their students. They base their choices on
their assessment of both the intellectual
development of the individuals in their class-
rooms and larger curricular needs. These
teachers also shift their focus when unfore-
seen difficulties occur or when classroom
discussions suggest more enriching paths to
follow.

The ability to vary their approach to major
topics, themes, and skills allows teachers to
slow or accelerate the pace of instruction or
to change the focus of discussion in response
to student performance. The facility to make
timely adjustments to the events of the
moment, when such changes in direction are
desirable and necessary, marks accomplished
practice.

Teachers consistently broaden opportuni-
ties for students to explore and discuss the
central ideas in each discipline. They estab-
lish learning situations that appeal to
students’ individual strengths, thereby
increasing the likelihood of involving them
in learning. In addition, they encourage
students to express their understanding in a
variety of ways. The varied approaches that
accomplished teachers use to educate young
adolescents help create a classroom climate
of high expectations, common goals, and
mutual support among students.
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Standard VIII:
Social Development

Accomplished generalists base their
instructional decisions on both their

students’ developmental characteristics and a
broad set of goals and objectives for learning.
Such decisions reflect genuine concern for
young adolescents and a deep understanding
of the physical, intellectual, social, emotional,
and ethical development of young people.
Furthermore, accomplished generalists are
aware of the pervasive impact of media and
technology on a wide range of developmental
factors for young adolescents. These teachers
recognize the significance of this crucial,
impressionable time in students’ lives and,
through personal example, consistently
demonstrate what it means to think and act as
a caring human being.

Fostering Students’
Social and Emotional
Growth

Although the principal focus of many schools
is cognitive growth, teachers know that
nurturing the social and emotional growth of
young adolescents is often the key to motivat-
ing them to learn and to enhancing their over-
all development. Recognizing that self-worth
derives in part  from meaningful achievement,
they seek to develop their students’ strengths
in the classroom, out of the classroom,
academically, and socially. They employ
specific strategies that they extend to all
students, especially those who may be
perceived as different by their peers, to foster
their inclusion into the classroom community.

These strategies take many forms, such as
alerting their students to opportunities for
personal growth and learning of which they
might not be otherwise aware and serving as
advisors and advocates when students have
problems in their relationships with peers or
adults. Teachers are concerned with their
students’ self-awareness and aspirations; with
their development of character and civic
responsibility; and with their respect for indi-
vidual, cultural, religious, gender, ability, and
ethnic differences.

Teachers observe, foster, and assess the
social and emotional growth of their
students, noting whether they are enjoying
school, making friends, developing a sense
of belonging, accepting responsibility, acting
with integrity, and displaying concern for
others. Teachers use these observations to
offer students encouragement and direction
in how to state personal ideas and feelings
forthrightly and in a manner that both
commands respect for oneself and conveys
respect for the opinions of others. Students
learn from such teachers that it is possible to
disagree without being disagreeable, and
they understand the value in taking a stand on
an issue even though it may not be popular.

Through frequent interaction with students,
teachers learn about their students’ concerns
and aspirations and can determine whether
and when students need their advice and guid-
ance. Teachers help students understand the
advantages, disadvantages, responsibilities,
and appropriate use of all forms of communi-
cation, particularly those involving technol-
ogy. They take special care to encourage
students to critically evaluate information they
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see and read. They raise students’ awareness
that electronic contexts in which correspon-
dents are frequently unseen invite risks;
heighten vulnerability; and require special
care for safety, civility, and tone.

Encouraging the
Development of Sound
Social and Ethical Values

Teachers nurture the development of sound
values in their students, including a concern
for the rights of others. They regularly design
activities and raise questions that help
students recognize prejudice and stereotypes
and think about ethical conflicts from a vari-
ety of perspectives. Accomplished teachers
design assignments that allow students to
apply their knowledge to diverse events,
themes, topics, and situations and that lead
them to confront academic and ethical dilem-
mas simultaneously. Teachers value and
model respect for students’ home cultures,

and they help students move from concern
about themselves to an awareness of the
needs, views, and rights of others. In addition,
teachers enable students to understand the
cause-and-effect relationships of actions to
illustrate that what students do is as important
as, or more important than, what they say.

Teachers foster civic and personal respon-
sibility in their students by providing oppor-
tunities for joint decision making and rule
making, along with student participation in
the governance of the classroom. (See
Standard IV—Learning Environment.) They
capitalize on their students’ diversity as they
help them learn about equity, fairness,
justice, and the characteristics of a pluralistic
society. The connections these teachers make
between schoolwork and the larger commu-
nity help students understand and apply prin-
ciples of justice, freedom, liberty, and
responsibility. 
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Standard IX: Assessment

Gauging student understanding and
progress lies at the heart of teaching that

strives to be student centered. Accomplished
teachers view assessment as an integral part
of their instruction that benefits both the
teacher and the student, not just as a process
for determining grades. Every student assess-
ment evolves from the goals and directions of
the instructional program. Teachers know that
well-constructed assessments provide mean-
ingful learning opportunities for students.
Consequently, assessment is an ongoing
process fueling teachers’ decisions for both
the short term and the long term. In the class-
room, accomplished generalists are constant
assessors who distinguish themselves by their
ability to read and interpret student work and
behavior accurately and quickly. They are
adept at assessing, through various evaluation
methods, the status of individual students and
their rate of progress, as well as the progress
of the class as a whole. They use information
about the progress of their students to evalu-
ate the relative success of instructional prac-
tices, and they incorporate what they learn
into their plans for the whole group.

Employing a Variety
of Assessment
Methodologies

Teachers understand that the timing, focus,
and purpose of an evaluation determine its
form. They do not rely on a single method of
assessing students, because behavior is influ-
enced by the setting in which it occurs. They
know that students have skills that will not
emerge in certain settings or during the

course of a single assignment. In the practice
of accomplished generalists, assessment and
the flow of instruction are difficult to sepa-
rate from each other; assessment takes place
before, during, and after instruction and
intertwines with it. Therefore, teachers track
student progress with a variety of evaluation
methods, each with its own set of purposes,
strengths, and weaknesses. Teachers under-
stand the importance of designing and select-
ing measurement tools that are appropriate,
fair, and accurate. They choose well among
alternative methods to achieve a good match
among method, student, and instructional
objective. Their knowledge extends to creat-
ing various means for evaluation, such as
portfolios, videotapes, demonstrations, and
exhibits.

Teachers ask incisive questions during
group discussions to assess how well
students understand the central ideas being
considered, or they talk individually with
students who are working independently. At
other times they observe their students’
behavior as students read to each other or
work in a laboratory. Through astute obser-
vation and careful interpretation of evidence,
teachers gain valuable perspectives on their
students’ growth and development. 

Teachers may use technology to further
assess classroom instruction and student
learning. For example, through electronic
simulation they can evaluate students’ prob-
lem-solving skills as well as whether a
lesson’s goals are achieved. Technological
assessments, where available, can offer
rapid, comprehensive feedback enabling
teachers to monitor and adjust instruction in
a responsive manner. 
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Teachers use the results of informal and
formal assessments to help students under-
stand their strengths and weaknesses and to
encourage their students’ continual commit-
ment to learning. They check understanding
informally through questioning and observ-
ing, and they evaluate students more formally
with written and oral performance checks.
They may assess classroom climate through
conversations or inventories, and they monitor
the overall development of students and their
progress in grasping large ideas and concepts.
Their evaluations help them assess initial
levels of student understanding and anticipate
potential problems with individual students.
In addition, they use techniques that take indi-
vidual strengths and difficulties into account
and focus on individual growth rather than on
a student’s absolute level of performance. 

Teachers analyze assessment results and
make adjustments to curriculum and instruc-
tion consistent with their findings. Every
student assessment indicates when to
reteach, when to refine, when to apply partic-
ular learning strategies, and when to move
forward; this continuing modification of
instruction enables teachers to maximize
student learning.

Focusing Assessment on
Students’ Capacities for
Critical Thinking and
In-Depth Understanding

Teachers do not limit their assessments to
verifying that students can repeat facts; they
probe for evidence of higher-order under-
standing, the ability to connect and process
various forms of knowledge, and an aware-
ness of the complexities of the world. These
teachers gauge their students’ abilities to ask
good questions, challenge assumptions, take

risks, and initiate projects and activities.
They also assess the depth of their students’
interest in and engagement with materials,
their ability to follow projects to completion,
and their willingness and ability to share
their insight.

Taking in all this information, teachers
skillfully use student responses to guide their
decisions about where to go next. They also
examine the affective and expressive quali-
ties of students’ work and continually assess
the social and emotional growth of their
students, noting peer interactions and
personal development.

Helping Students Become
Adept at Self-Assessment

Accomplished teachers clearly communicate
their expectations for students’ learning so
that students can judge how well their work
meets those expectations. Teachers develop
students’ abilities to think about both what
they know and how they know it. Teachers
recognize the long-term importance of young
adolescents’ developing a keen awareness of,
and assuming responsibility for, their own
learning. Therefore, they encourage students
to set high goals for themselves and teach
them how to evaluate their own progress
toward these goals. Teachers provide multiple
opportunities for students to assess and artic-
ulate the quality of their own work  through
projects, journals, demonstrations, portfolios,
conferences, and other suitable means. They
also engage their students in assessing the
work of their peers, which can give them fresh
perspectives on their own work. 

50

Early Adolescence/Generalist Standards

EARLY ADOLESCENCE/GENERALIST



Providing Substantive
Feedback for Students,
Parents, and Others

Teachers know that providing a variety of
assessment forms and techniques is essential,
but that their value is fully realized only
when students, parents, and other signifi-
cantly involved individuals are given specific
and focused feedback. (See Standard XI—
Family Partnerships.) They know that feed-
back assists learning and is most credible
when specifically related to a task and
contingent on work accomplished. When
providing negative feedback, teachers do not
diminish their students’ sense of self-worth;
they make sure that students realize that a
lack of understanding need only be tempo-
rary and that the remedy may be a different
approach, not resignation or acceptance of

low performance. These teachers draw on
their knowledge of the subject to determine
where misconceptions and gaps in their
students’ knowledge may have occurred, and
they work with students to determine a
course of action for improvement that
focuses on a manageable number of areas.

Accomplished teachers know that testing
strictly for grading and ranking purposes may
rob students of instructional and learning
time. They also recognize the limited utility
of standardized testing programs that are
not well integrated with their curriculum or
that assess a narrow range of skills. They
focus their energies on enhancing student
learning rather than on raising test scores as
an end in itself.
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Standard X:
Reflective Practice

Accomplished teachers consider reflection
on their practice central to their respon-

sibilities as professionals to extend their
knowledge, improve their teaching, and refine
their evolving philosophy of education. They
examine their strengths and weaknesses and
employ that knowledge in their analysis and
planning. They understand that the impact of
specific lessons, textbooks, strategies, assign-
ments, technological resources, or assessment
tools may vary from class to class as the mix
of students changes. They analyze their
current students’ needs in relation to both the
circumstances of the moment and their long-
term objectives. They are researchers in an
informal, if not a formal, sense, as they
analyze the relative merits of teaching prac-
tices and judge their appropriateness for their
own particular circumstances. Consequently,
such teachers distinguish themselves by their
capacity for continual, dispassionate self-
examination, their openness to innovation,
and their willingness to change to strengthen
their teaching.

Accomplished teachers stay abreast of new
developments. Motivated both by the changes
they see around them and by the desire to
equip students for the future, these teachers
regularly engage in the process of professional
growth. Self-reflection and self-renewal are
aided by interacting with other professionals,
exploring new resources, studying profes-
sional literature, and participating in advanced
education programs.

Evaluating Results and
Seeking Input
Systematically from a
Variety of Sources

For accomplished teachers, every class and
every activity provide opportunities for
reflection and improvement. When things go
well, they think about why the class
succeeded and how to adapt the lessons
learned to other classes; when things go
poorly, they reflect on how to avoid such
mishaps in the future. When they review the
work in progress and final products of their
students, these teachers assess both them-
selves and their students. Their conversations
with students about classroom climate and
interactions provide them with insight and
direction. They also carefully analyze input
received from parent-student-teacher confer-
ences, parent-teacher conferences, and infor-
mal conversations with parents. These
teachers regularly seek knowledge and
advice from colleagues through discussion,
in-class observation of their own teaching,
and personal observation of other teachers’
practice. These observations and discussions
shape their decisions about whether, when,
and how their practice should change and
create a predisposition to abandon less effec-
tive practices and replace them with more
promising approaches.
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Being Open to New Ideas
and Continually Refining
Practice

The introspection of these teachers takes
many forms. Teachers may participate in
seminars, workshops, and courses that
challenge their current thinking and actions.
They may conduct action research in their
classrooms or collaborate with education
researchers to examine their practice criti-
cally. They consider the role that their own
cultural background, biases, values, and
personal experiences play in their teaching.
They are models of the educated individual
as they sharpen their judgment, expand their
repertoire of teaching methods, and
strengthen their knowledge base. They keep
abreast of significant developments and
debates in the disciplines. Such efforts
toward professional currency are constantly
challenging but increasingly essential
because the world in which teachers teach
and students learn is one of rapid and
dramatic change. Concurrently, the profes-
sion is continually rethinking, reinventing,
and debating a broad range of pedagogical
and content issues that have curricular
implications.

These teachers consider the usefulness of
the prevailing research findings about  adoles-
cence, learning, and intelligence while
recognizing the limitations of such research.
They stay current with the newest curricular
materials and relevant technological advances.
They select from theories, emerging practices,
current debates, and promising research find-
ings to improve their practice. In doing so,
they explore topics in which they may have
limited expertise and experiment with alterna-
tive materials, approaches, and instructional
strategies. This personal study supports the
instructional decisions they make and their
ability to articulate cogently a rationale for
their actions. It also contributes to their consis-
tent ability to be aggressive in seeking solu-
tions to issues and problems in their practice.

Accomplished teachers participate in a
wide range of reflective practices that rein-
force their creativity, stimulate their personal
growth, and enhance their professionalism.
They exemplify the highest ethical ideals and
embrace professional standards in assessing
their practice. Ultimately, self-reflection
contributes to teachers’ depth of knowledge
and skill and adds dignity to their practice.
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Standard XI:
Family Partnerships

Families can be teachers’ strongest allies
in the education of young adolescents.

Accomplished teachers understand and value
the distinctive role of parents and guardians,
and they actively pursue opportunities to
build strong partnerships. They welcome
family participation in school activities and
take the initiative in encouraging parents to
become a part of the life of the school.

Teachers clearly signal through word and
deed the importance of families as partners
with the school in their children’s education.
As teachers work to create a sense of
community between the school and students’
homes, they make clear the mutual interest
they share with parents2 in seeing the young
people in their charge succeed.

Gaining Insight into
Students through
Partnerships with
Families
Accomplished teachers recognize that fami-
lies have experiences and insights that, once
tapped, can enrich the quality of education
for students. They elicit parents’ ideas about
their children’s interests and about ways to
motivate them. They respond thoughtfully
and thoroughly to parents’ concerns. In so
doing, teachers interact as effectively as

possible with families; such partnerships
cultivate interests that extend beyond the
school setting.

Aware that the complexities of family
structure frequently affect academic perform-
ance, teachers familiarize themselves with the
family situations of their students as condi-
tions warrant. Involvement with parents
helps accomplished generalists learn about a
family’s background and culture, creating a
window through which they can gain insight
into parents’ expectations and aspirations for
their children. Teachers treat families with
sensitivity, respect, and understanding, realiz-
ing that parents’ prior experiences with school
often frame their expectations and attitudes.
Teachers welcome the keen observations and
reports that parents often provide about their
children. Such understanding of children’s
lives outside the school and of their access to
home resources is often important in tailoring
curriculum and instruction within the school. 

Regular interaction with parents helps
accomplished teachers establish invaluable
rapport with families. It also holds the promise
of stimulating family support and involvement
with their children’s education. However, these
relationships may not be uniformly congenial
or productive. When confronted with difficul-
ties in relationships with families, accom-
plished teachers seek common ground and
attempt to build understandings that will serve
students’ best interests.
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Cultivating Families’
Interest in Supporting
Their Children’s
Education

Accomplished generalists understand that
active, involved, and informed families
create a network that supports vital, effective
instructional programs. They see collabora-
tion with parents as an essential tool in
providing students with the support, motiva-
tion, and understanding they desire and need.
Teachers effectively communicate with fami-
lies about their children’s accomplishments,
successes, and needs for improvement,
including means for attaining higher goals.
They ensure that this communication extends
to families whose primary language is not
English.

Teachers search for ways to share the
school’s objectives and expectations for its
students, as well as the rationales for assign-
ments. Teachers interpret and discuss
students’ work as well as report cards and test
scores in a manner that gives parents an accu-
rate portrait of their children’s progress. They

can discuss course selection and conse-
quences, including the importance of plan-
ning for high school and future education.
They work constructively with parents to
help their children develop good learning
habits and study skills, complete homework,
set goals, and improve performance. As
necessary, they assist families in finding
additional resources and services outside the
school, such as health care, counseling, and
child care.

Accomplished teachers actively seek
ways to encourage parental involvement.
Teachers therefore exemplify a range of
communication strategies with families, the
goal of which is to build relationships based
on trust and mutual dedication to student
achievement and progress. By establishing
and frequently using avenues for communi-
cation, accomplished generalists provide
opportunities for family input in the develop-
ment of curriculum and school improvement
plans, and, most important, in their children’s
education.
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Standard XII: Collaboration
with Colleagues

Accomplished teachers define their
responsibilities as professionals to

include a commitment to the continuing
growth and development of their colleagues,
their school, and their field. They do so
because they see themselves as members of a
larger learning community with responsibili-
ties that extend beyond their classroom,
including a responsibility to shape a healthy
professional culture in their school. 

Consequently, accomplished generalists
can be found serving as peer coaches or
mentors to student teachers, new teachers,
or experienced colleagues; working with
colleagues to design, improve, or evaluate
programs, staff development plans, and
practices; or providing leadership and infor-
mation to other teachers on ways to involve
parents in their children’s education. They
might contribute to the review, revision, or
design of local, district, and state curricu-
lum frameworks; make presentations at
professional meetings; contribute to profes-
sional magazines and journals; or serve on
education policy committees or councils.
They may also collaborate with educators
from colleges, universities, or other institu-
tions and agencies to participate in pilot
programs, implement action research proj-
ects, or co-teach postsecondary courses. To
facilitate cooperation, teachers often use
electronic means that broaden the range and
impact of collaboration.

Contributing to the
School’s Intellectual Life
and Overall Quality of
Instruction

As a result of their interactions with
colleagues and the profession, these teachers
challenge ideas, requirements, curricular
assumptions, and other factors that may limit
teaching effectiveness, school quality, and
student learning. They do so in ways that have
a positive impact on the learning community.
They know how and when to question
convention, tradition, and innovation in the
search for practices that will help all children
succeed. Even in settings where students’
interests are not always the first priority, they
serve as strong advocates for students. They
also actively influence professional norms in
the school, encouraging attitudes of experi-
mentation and collaboration among their
colleagues, as they work to establish and
sustain a community of learners.

Accomplished teachers are adept at work-
ing with other teachers at different levels to
ensure smooth and successful transitions for
students to and from the middle grades. They
cooperate with other teachers and adminis-
trators to understand and improve the scope
and sequence of instruction from the primary
to the middle grades and from the middle to
the upper grades, so that students have the
greatest possible chance for success as they
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move from a familiar to an unfamiliar
setting. Accomplished generalists also skill-
fully coordinate their work with support
personnel, such as counselors, resource
teachers, and curricular specialists, to ensure
that students who need custom-tailored
instruction are properly identified, curricula
are well integrated, and special services fit
students’ needs. As necessary, they consult
with experts in aspects of early adolescent
development that affect instruction. In addi-
tion, they participate effectively on school
committees and projects with other educators
to improve school policies, organization, or
procedures.

Contributing to the
Advancement of the
Profession

Accomplished teachers collaborate with
other school professionals, sometimes
through mentoring or coaching, to increase
student learning and development and
enhance the quality of life in the school.
Skilled at working harmoniously and effec-
tively with professional colleagues, they
initiate informal discussions with them,
observe them at work, and, in turn, invite
colleagues to observe them in class. Some go

beyond the boundaries of their schools to
collaborate at the district, state, and national
levels to improve the quality of programs and
to contribute to the professional growth of
the larger learning community.

Collaborating to Advance
Integrated Learning

Collaboration with colleagues to build mean-
ingful connections across content disciplines
marks the practice of accomplished general-
ists. Teachers recognize such collaboration as a
means of strengthening instructional strategies
and practices and designing and implementing
programs for integrated understanding. Their
involvement with peers is planned and
purposeful; it improves their own effectiveness
as teachers, expands their knowledge of young
adolescents, strengthens their understanding of
how their field connects to others, and
contributes to the knowledge and skills of
other teachers and education. (See Standard
II—Knowledge of Subject Matter and Standard
V—Meaningful Learning.)
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Reflections on Standard XII:
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Epilogue

The 12 standards in this document represent a professional consensus on the charac-
teristics of accomplished practice and provide a profile of the accomplished Early

Adolescence/Generalist teacher. Although the standards are challenging, they are upheld
every day by teachers like the ones described in these pages, who inspire and instruct the
nation’s youth and lead their profession. By publishing this document and offering
National Board Certification to educators, NBPTS aims to affirm the practice of the
many teachers who meet these standards and to challenge others to strive to meet them.
Moreover, NBPTS hopes to bring increased attention to the professionalism and expert-
ise of accomplished generalists and in so doing, pave the way for greater professional
respect and opportunity for these essential members of the teaching community.

In addition to being a stimulus to self-reflection on the part of teachers at all levels of
performance, Early Adolescence/Generalist Standards is intended to be a catalyst for
discussion among administrators, staff developers, and others in the education commu-
nity about accomplished practice in this field. If these standards advance the conversa-
tion about accomplished teaching, they will provide an important step toward the
National Board’s goal to improve student learning in our nation’s schools.
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The core propositions of the 
National Board for Professional Teaching Standards

1) Teachers are committed to students 
and their learning.

2) Teachers know the subjects they teach
and how to teach those subjects 
to students.

3) Teachers are responsible for managing
and monitoring student learning.

4) Teachers think systematically about
their practice and learn from
experience.

5) Teachers are members of learning
communities.




