
Using These Postulates to Formulate a Program of Teacher Education 

A program of teacher education based on the UGA CTL theoretical framework 

would have aspects of all perspectives represented in this paper.  However, a strong 

bias towards teaching and learning in authentic contexts and settings would be present.  

This section does not describe a complete CTL program of teacher education.  That 

task will be left to other CTL publications.  However, some of the theories and 

postulates taken from the framework suggest important elements that might be included 

in the design of such a program.  Primarily these elements rely on extensive use of 

blended constructivism and situated cognition theories and an emphasis on learning in 

authentic environments.  The major elements might include:  

• Early and often supervised teaching experiences  

• Promoting multidisciplinary communities among novice teachers, professors, and 

mentors 

• Reconsideration of student teaching 

• CTL in action in teacher education courses  

• Technical courses and internships blended with CTL postulates 

• High performance expectations for novice teachers 

• Emphasis on reflective practice 

• On-going networks with expert practicing teachers   

Most of these programmatic elements have been derived from a combination of 

blended constructivism and communities of practice theories.  The blended 

constructivism allows learners and their teachers to explore internal and external 

environments as a context and setting for learning to teach.  The communities of 



practice literature attempts to account for how novices are socialized to a community, or 

in this case, the profession of teaching.  

Early and often supervised teaching experiences. A future CTL teacher 

education model should begin with an assumption -- preservice teachers are students 

and teachers.  Too many preservice teachers arrive at their student teaching 

experience with no real idea of what the teaching profession is really like.  While this 

has changed somewhat for the better in recent years, young teachers are still not 

graduating with enough examined experiences in front of students.   

Preservice teachers only observing a classroom are probably of limited value. 

Planned teaching opportunities under the supervision of a practicing teacher or teacher 

educator are needed.  Metaphorically this would be to throw young teachers into the 

deep end of the pool, while supervising teachers and teacher educators fill the role of 

lifeguard.   

To begin this program of contextualized teaching experiences, preservice 

teachers will be placed in a community of practice consisting of majors from a variety of 

educational disciplines.  The novices would be inducted into the community during their 

first semester in education, probably even before they are officially accepted into the 

teacher education program.  They would stay in this community throughout their entire 

program of teacher education.  Teacher education faculty and a supervising teacher 

who is currently in practice will compliment each group and will also continue with the 

group until graduation.   

Preservice teaching experiences are real and the problems encountered are vivid 

to the young teacher.  These periodic teaching experiences will also be matched with 



systematic reflective practice seminars.  The seminars will be devoted to describing and 

reconstructing the authentic experiences.  Young teachers will be asked to show a 

video or describe their instructional actions and the reasons they were taken.  The 

teacher education faculty and the supervising teacher will participate in this discussion 

and provide facilitation and appropriate guidance.  Of course CTL postulates will be 

represented in the planning, execution, and assessment of these lessons taught by the 

novice teachers. 

The examination of these experiences is quite important.  Systematic probing on 

the part of the facilitators can highlight the best of these practices while suggesting 

ways to improve.  In addition, the culture of the community is to be reflective.  That is to 

promote the practice of thinking about practice before, during, and after the fact. 

To add efficiency and effectiveness, contextualized field experiences and 

material learned in required and elective coursework could be matched to maximize 

their impact. It might help to give an example of how this might work.  A science 

education student might be enroll in GEOL 3010 - 3010L Earth Materials as one class 

required for an Earth Science emphasis within Science Education.  This class is a good 

choice for this example because it is already contextualized and is offered using non-

traditional teaching methods in the field.  To further contextualize and maximize the 

novice teacher�s use of new geological content, his or her CTL field experience for that 

same semester would be to design, teach, evaluate, and reflect on a contextualized 

lesson on x-ray diffraction.  The supervising professor of the student�s CTL community 

could facilitate the two experiences giving guidance in the design, implementation, and 

reflection on the meaningfulness of the combined experiences.  The possibilities for 



contextualizing technical content here are almost unlimited.  Because contextualized 

experiences like this might be required every semester some educational planners 

might be inclined to reconsider the role and structure of student teaching experiences. 

Reconsider the structure of student teaching.  Most states require a student 

teaching experience as an important part of teacher certification.  Under this proposal, 

novice teachers would experience many more clock hours of actual teaching 

experiences and internships than are required by most current student teaching 

programs.  Contextualizing field experiences and requiring participation in reflective 

communities might change the need for a capstone-type student teaching experience.  

This is not to necessarily eliminate student teaching.  However, it could be 

systematically spread over the entire teacher education program. 

Another option might be to retain a formal student teaching experience, while 

changing its fundamental intent.  One approach might be to change the concept to a 

period of socialization into the culture of public schools.  This approach would allow 

students to learn and experience the daily concerns of teachers.  They could learn 

about resumes, job interviews, annual teaching contracts, expectations for continued 

professional development, typical faculty obligations for student activities such as 

football games, dances, etc.  This tactic would be consistent with the communities of 

practice literature that is based on the processes that groups use to socialize new 

members to their communities. 

Promoting multidisciplinary communities among novice teachers, 

professors, and mentors.  Another critical element would be promoting and 

maintaining a strong sense of community among novice teachers and their supporting 



professors and mentors.  Some universities, like UGA, find it very difficult to develop, 

continue and nurture programs that rely on cohorts � especially at the undergraduate 

level.  It might be better if official cohorts could be maintained, but the logistics of 

students taking the same classes at the same time at a major research university are 

quite difficult, if not impossible.  However, it is possible to maintain a multidisciplinary 

community of preservice teachers who might have common field-based experiences 

accompanied by reflective seminars.  The actual experiences may be less important 

than their use for reflection for meaning, and the development of a social network for 

resources and support.  The reflective seminars can be held late afternoons, evenings 

or even weekends. 

Maintaining a sense of community among all novice teachers, their professors, 

and field supervisors would allow preservice teachers to gain and actualize expectations 

for how they will be socialized into their chosen profession.  It also gives them access to 

knowledgeable people who are trusted and who have also been in the profession for a 

considerable time.  The community gives a framework for understanding and learning 

the commonly accepted practices of the teaching profession. 

As related to blended or social constructivism, the community approach affords a 

context and physical settings for learning that also promotes understanding of why 

certain practices are important.  The novice teachers can learn how the environment 

influences their thinking and how their thinking influences the environment.  Here 

blended constructivism working within a community context and school settings enables 

the socialization of new teachers. 



CTL in action in teacher education courses.  We cannot expect novice 

teachers to contextualize their beginning teaching unless the university professors are 

also willing to �walk the talk� in their own teaching practices.  It makes little sense to talk 

about ways to employ CTL teaching methods in a sterile classroom environment.  

Methods and curriculum classes are easy to contextualize when they are conducted on-

site at a local school.  Other courses such as educational foundations and educational 

psychology can be contextualized by asking students to complete assignments that 

require them to visit, observe, and interview teachers, students, and administrators.  

This gives a global framework for understanding how existing educational institutions 

have adopted a philosophy or utilized learning postulates in their curricula.  Of course a 

systematic program of reflection is recommended so that contextualized experiences 

can be maximized. 

Although considerable logistics would be involved, these courses could be taught 

at local school districts.  A compromise might be to teach teacher education courses 

both on campus and at a school site. 

Technical courses and internships blended with CTL practices. Novice 

teachers must also complete a rigorous educational program in their content area.  

These courses should also be contextualized.   An important principle here is that 

technical content should be learned with an eye open for how to teach this material to 

children.   

An admitted bias here is to educate teachers to be pedagogical experts with a 

high level of competence in a technical area.  First and foremost they are professional 

teachers who are technically competent.  This is not to minimize the importance of 



technical competence, but teaching is a very difficult profession that requires an expert�s 

mastery of curriculum development, human development, psychology, sociology, and 

human relations.  It does little good to assure a high level of technical expertise in the 

classroom at the expense of teaching proficiency. 

Another important part of learning technical content is to experience it in 

everyday life.  This version of a CTL teacher education program would require each 

novice teacher to spend time on an internship in his or her chosen field.  A novice 

science teacher might spend a summer in the laboratories of a pharmaceutical 

company.  A business education student might spend a summer in an insurance 

company learning how computers and software are applied.  Once again internships are 

an important way that learners can learn in authentic settings.  This practice is 

consistent with the blended constructivist learning theories where both internal and 

external mental perspectives are gained and enhanced.   

Internships also have a practical pedagogical side, that is story telling.  The 

telling of real life stories impacts learners who are struggling to find meaning in the 

content being studied.  Internships provide experiences on which teachers can draw to 

give applied examples.  Without real life engagement, teaching can be sterile and 

devoid of meaning. 

Another consideration here is to assure that education majors in technical 

courses are encouraged to see how content might be connected with other disciplines.  

It is often a disservice when math or language teachers are so focused on their field that 

they do not recognize how the world is interconnected.  It is often in schools and 

universities that teachers learn to believe that academic topics are impenetrable silos. 



Of course to contextualize technical content and to enlist cooperation among 

professors outside of the college of education is often very difficult.  While not endorsing 

the concept of blending the college of education with a college of arts and sciences, 

cooperation between the colleges is critical to educating CTL teachers.  At UGA, the 

CTL project has been a very important medium that has allowed more and better 

cooperation between the College of Education and the Franklin College of Arts and 

Sciences.  Much more work remains in this area, but this project has promoted some 

positive changes. 

High performance expectations for novice teachers.  Regardless of reforms 

in teacher education, a focus on high standards is critical.  At times, progressive 

programs such as the one suggested here can be viewed as touchy-feely or 

stereotyped as not challenging or too easy.  Such a view would be a misconception of 

the intended CTL program for teacher education.   

Becoming a teacher should be very difficult.  Education should not be a major of 

last resort. UGA CTL faculty do not believe that contextualized teacher education is 

another way of �dumbing down,� it is in fact quite the opposite.  The purpose for 

teaching and learning in context is to promote higher order thinking and the use of 

information to solve complex problems.  CTL is not an instructional practice that 

supports training for factual recall.  The purpose and utility of CTL is to create an 

educational environment where teachers and learners jointly engage in a pursuit of 

scholarly truth that is rooted in life�s real practices.  

Contextual learning is often ambiguous and messy.  Life�s problems are often 

complex to the point of being ill structured.  These problems are way beyond common 



sense solutions, or are so complex that interacting variables may prevent attempts to 

even frame the problem.  We are asking today�s teachers to contribute to our 

understanding of problems such as teen pregnancy, or ways to teach special needs 

children such as those suffering from fetal alcohol syndrome.  While these are very 

difficult problems, they are the types of problems teachers face on a daily basis.  

Facilitating teaching is a very sophisticated form of instruction.  What to do at any given 

moment is a constantly moving target.  While it may take many years to become a 

master facilitator, the journey should begin early in the teacher education program with 

full recognition of how difficult and challenging it is to become an expert teacher.  The 

need for high standards should not be interpreted as meaning that teaching should be 

an exclusionary profession. It does mean that the difficulty and the length of the journey 

should be made apparent throughout the program of teacher preparation.  The future of 

our nation requires that our teachers be thinkers and problem solvers.  A CTL teacher 

program must recognize this requirement and be rooted in high standards for 

excellence.   

Emphasis on reflective practice.  An on-going need among educators is to 

become reflective practitioners.  The human mind is constantly seeking to make 

meaning of experiences. The major purpose of the suggested reflective seminars is to 

make meaning of contextualized experiences.  Novices and their guiding teachers use 

this approach to establish and promote routine practice of reflection on and in action.   

Reflective seminars done properly, can assist novice and experienced teachers 

when they are faced with questions about why they practice as they do.  Teaching 

professionals need to have a philosophic and theoretical framework to inform their 



teaching practice.  Unfortunately, many of today�s teachers find it difficult to articulate 

philosophic truths, realities, and values upon which they rely.  The problem also extends 

to teachers� understanding of learning theories and how they inform daily practice.  Try 

an experiment: Just ask a teacher ‘what learning theory(ies) do you utilize in your 

teaching?’  It quite likely that a strong majority would not be able to clearly identify a 

specific or combination of theories that are important to their approach to teaching.  

Compound the confusion by asking how their chosen learning theories are linked to 

their educational philosophy? 

Any contextual program of teacher education should promote deeper 

comprehension, understanding, and utilization of philosophy and theory in the practice 

of teaching.  One way to do that is to focus on the problem through strategic use of 

reflective seminars.  If learning to teach is to be rooted in practice, what better 

opportunity to ask novices to articulate reasons for their actions.  Further, teachers 

should be educated to routinely ask these questions of themselves.  One way to 

promote reflective practice is to require it from the very beginning.  This is a major 

reason that communities of practice have been selected as cornerstones for this 

proposed CTL approach.  When reflection is skillfully adopted as a routine practice of 

the community, facilitating professors and supervising teachers have many 

opportunities for guiding and assisting in the interpretation of contextualized learning 

events. 

On-going networks with expert practicing teachers.  The socialization and 

education of teachers is a process that extends well beyond the completion of a formal 

preservice teacher education program.  Many local districts have recognized this 



problem and have adopted a formal mentoring program.  The UGA CTL model suggests 

that it is appropriate for the university to maintain a formal relationship with the 

graduated professional.  One aspect of such a program would be to provide the 

preservice teacher with a mentor with whom they can keep in contact during the trying 

early years of teaching.  Mentorship can also be formalized by offering systematic 

professional development seminars.  Perhaps the real impact of such a program, 

however, is to maintain informal relationships that provide a safety net for new and 

maturing teachers.  Too many good teachers are lost to the profession because they 

have no one that they can turn to for help. 

 These are a few elements that might be included in a CTL program of teacher 

preparation.  No attempt has been made to describe a comprehensive program.  The 

elements that have been included in this discussion do come from the emerging 

theoretical framework described in this paper.   

Some Concluding Thoughts 

The journey and the processes that have brought us to this emerging framework 

have had beneficial effects.  At some level many of the UGA faculty and administration 

have taken the theory and spirit of contextual teaching and learning to heart.  Many 

students have also been exposed to postulates of CTL.  Those who participated in the 

complete core of CTL classes were definitely immersed in the concept and have gained 

an appreciation for a different way to practice.   

The CTL framework that has emerged is one plausible way to contextualize 

teacher education.  It is offered in the spirit of experimentation and providing a 

foundation for formal research into contextualized teacher education.  One can assume 



that within a research university there will be discussion about what course of action is 

best.  It is the nature of academicians to disagree.  Of course, this skeptical nature is 

only one of the cultural tools within our community of practice. There may never be 

�consensus� among faculty about this framework or how it should be used.  This is as it 

should be.  At a major research university the charge is to search for the truth, employ 

the results of our inquiry into teaching, and make life better through service.  In 

educational practice there are many truths, many approaches to teaching, and many 

ways to make life better.  It hoped that this framework gives researchers and teachers 

room to breathe while still pursing a greater understanding of contextual teaching and 

learning and its importance for the education of teachers and our nation�s children. 
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