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Team-Teaching Across
Disciplines in the University

Lynn Lemisko & Angela Ward

This article describes our shared experiences
as we developed and taught a university class
that combined the theory and practice of
teaching social studies and language arts.
Currently, students in the undergraduate
teacher education program at our Canadian
university are required to enroll in two separate
methods courses—one for social studies and
another for language and literacy. In an effort
to develop what we hoped to be a more
coherent and meaningful learning experience,
one that promoted praxis and critical thinking,
we decided to work together.
 We organized our timetable to have one

group of students together for two full
afternoons a week, enabling us to offer
instruction as a teaching team. This also
allowed us to go off campus to a local
school during class time.

 We integrated the content of our social
studies and language arts courses to
encourage our undergraduates to explore
concepts, skills, and ideas across the two
disciplines, promoting critical thinking.

 We arranged for practical experiences in a
local school so that student teachers
would have the opportunity to apply
theoretical knowledge and methods early
in their program.

 We developed assignments that required
education students to demonstrate their
understanding of integrated language arts
and social studies education through
practice-based experiences.
 In this paper we describe how we

integrated course material; share details of
some course assignments; and identify

issues, challenges, and successes that arose
from this alternate approach to teacher
education. We also include suggestions for
teachers, from early years through to univer-
sity, who might want to integrate learning
units across traditionally separate disci-
plines. We hope that readers gain a deeper
understanding of the theoretical and practi-
cal issues of integrated teaching and learn-
ing approaches.

Thinking about interdisciplinary
learning
Historically, teaching approaches that
attempted to integrate student learning
across subject areas have counteracted
educational methods perceived to be rigid
and removed from real life experiences.
Project-based work, such as having elemen-
tary students produce class newspapers or
carry out research studies based on local
issues, was common in North America and
Britain in the early 20th century (Kilpatrick,
1918). These ideas grew out of Dewey’s
(1899) theories of authentic learning based
on practical experience. Again in the 1960s
experiential learning was fashionable, and
students were encouraged to use knowledge
from different subject areas in inquiry
approaches.

The trends towards and away from
subject-specific teaching are associated with
particular assumptions about student learn-
ing. If knowledge in different disciplines is
considered specific to those subject areas
(for example, Gagne, 1965), then students
need to be taught specific content and
processes. However, a constructivist view of
learning holds that cognitive structures are
applicable across subject areas (Vygotsky,
1978). The Reading and Writing for Critical
Thinking project, which involved teachers
and students in developing strategies for
learning in multiple situations, is one
example of a program built on constructivist
theories of learning.

Nikitina (2002) describes interdiscipli-
nary teaching in the humanities as primarily
contextual: There is an emphasis on “em-
bedding disciplinary material in the fabric of
the time, culture, and personal experience”
(p.6). She describes the connections between

subject areas in the humanities as associative
and multi-causal, not probing deeply into the
contributing disciplines to reveal underlying
conceptual patterns. Our interdisciplinary
work was primarily contextualizing, as
described by Nikitina, but we also pulled
together conceptual understandings, using
“big ideas”, especially in topics such as
student diversity and classroom discourse.

Our purpose in developing an interdisci-
plinary course in language arts and social
studies was to demonstrate constructivist
learning in action, and to stimulate critical
thinking. It is especially important that
teachers encourage critical and creative
thinking in today’s multicultural, technologi-
cally connected world, where students
encounter a bewildering number of compet-
ing ideas and discourses.

There were also practical considerations
in our development and teaching of this
course. We were able to reduce the number
of small assignments normally required for
two separate courses, and to provide oppor-
tunities for activities to be carried out in
elementary classrooms.

Using “big ideas”
Specialists who work within particular
disciplines often develop a kind of tunnel
vision that prevents them from seeing
interdisciplinary connections. While we were
both committed to creating a more coherent
and meaningful learning experience for our
students, we are each subject specialists who
had been teaching our undergraduate courses
in isolation for a number of years. There is
no doubt that over time, we had each be-
come attached to particular bits of content in
our courses, and we needed to determine
how we could fuse the material into a
seamless whole. We think that our experi-
ences as elementary school teachers, along
with our understanding of the theoretical
issues, helped us understand the connected-
ness of our subject areas.

As others writing about integrating
subject matter suggest (for example, see
Case, 1999; Drake, 1991; Fogarty, 1991),
one very effective approach to integration is
fusion—that is, the use of concepts or ideas
around which particular content can be
clustered. Before we could decide which
content from each of our courses should be
included in our integrated version, we first
selected what we believed to be the big idea
we needed to address as part of a curriculum
and instruction course. While it was difficult
to determine a concept that was common to
the content of both our courses, it became
immediately obvious that the underlying

purpose of both courses was to assist educa-
tion students in understanding both the
theoretical and practical aspects of their
work, including selecting and planning, and
implementing and reflecting. In other words,
rather than using a particular concept as the
big idea, we adapted the fusion notion of
integration and used a process skill as the
overarching big idea for our course, specifi-
cally: What teachers need to think about
when planning for instruction.

We also concluded that planning for
instruction must take into account four
categories, or sub-ideas:
1. The Minds: Whom are we teaching and

how do they learn?
2. The Matter: What are we teaching/learn-

ing? Why are we teaching/learning this?
3. The Tools: How do we teach this matter to

those minds?
4. Assessment: How can we know if the

minds learned the matter using the tools
we chose?
We decided that a course in curriculum

and instruction should address this big idea
through these general categories no matter
which particular subject area might be the
focus of the course. It seemed reasonable,
then, to use the four sub-ideas as the cores
around which we could cluster the content
drawn from our separate courses. As we
clustered the material we immediately
recognized how similar our course content
actually was; we were also able to perceive
how we could infuse the differences into the
integrated course in meaningful ways that
would enrich students’ understanding of their
role as teachers. The course outline we
distributed to students indicated that we
would be exploring the big ideas by examin-
ing the content in relation to the four sub-
ideas (the complete topic outline follows the
article). Once we had integrated the content
in this fashion, it was easy to plan the scope
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and sequence of learning experiences we
would offer our undergraduate education
students.

Praxis: The practical experience
Developing a plan for engagement with
teachers and students at a local school was
the next phase. First, we informally contact-
ed a local school principal who was very
enthusiastic about teacher professional
development. We explained our desire to
provide a field experience for our students in
a relatively protected teaching and learning
environment. The principal selected from her
staff teachers she thought would be especial-
ly interested in working with education
students, and invited these teachers to join
the experiment. We then met with the
volunteer teachers and the principal to plan
the project details.

We asked that our students have the
opportunity to plan and implement an
integrated social studies/ language arts
(humanities) learning experience for the
children in each teacher’s classroom.
However, we wanted to ensure that we were
not going to be an intrusion. Working
collaboratively with the volunteer teachers,
we developed the idea for a learning
stations approach. In this approach, teach-
ers set up an activity using a variety of
materials and approaches, and small groups
of children take turns participating at each
station. The volunteer teachers each chose a
social studies concept or topic to be ex-
plored through integrated humanities
learning stations in their classroom. The
education students, working in small
groups, were then responsible for selecting
a particular aspect (sub-idea) of the concept
or topic as the focus of their learning
station, planning the learning station
activities, and implementing their plans

during three consecutive weeks, with
classroom students rotating through each
of the learning stations in their classroom
over this time period. We also planned an
observational visit to the school prior to
the start of the learning station activities so
that student teachers, teachers, and young
learners could get to know one another.

The topic selections made by volunteer
teachers were related to the Saskatchewan
social studies curriculum and included:

 Cultural communities of Saskatchewan
    (Grade 2—age 7)

 Saskatchewan’s Centennial
    (Grade 3/4—ages 8 and 9)

 “Hot spots” in Current Affairs
    (Grade 5—age 10)

 How to Learn about Canada’s Past
    (Grade 5)

 World War II (Grade 8—age 13)
After brainstorming ideas related to

these selections and consulting with one
another to ensure there was no overlap of
topics within a grade level, student teachers
chose an interesting array of sub-ideas that
became the foci of the learning stations. For
example, the student teachers working with
the Grade 8 topic, World War II, decided to
explore propaganda, Japanese internment,
children of war, and the Holocaust at their
learning stations; while student teachers
working with children in Grade 2 designed
activities to explore the Ukrainian,
Sudanese, South Asian, and First Nations
(Canada’s indigenous peoples) cultural
communities of Saskatchewan.

The groups of student teachers assisting
Grade 5s in learning how to learn about
Canada’s past had a slightly trickier task, as
this selection by the volunteer teacher had a
skills focus rather than a conceptual focus.
In deciding upon how they would tackle the
topic, we suggested that student teachers

first brainstorm a conceptual focus related to
Canada’s past. In this process, some groups
first selected a particular aspect of Canadian
life—e.g., schooling, entertainment, cloth-
ing—and then brainstormed how historians
would find information about this aspect of
life. One group came up with archaeology as
their concept, which gave them both a
conceptual focus and a particular way of
learning about Canada’s past.

With a clear understanding of their
particular foci, student teachers developed
specific learning objectives for their stations
and created some fascinating activities to
engage learners. Activities in Grade 2
included reading picture books and folk tales
related to a particular cultural community,
learning a few words of the language (oral
and/or written), creating arts and crafts in the
culture’s traditional styles, listening to music
and/or learning a dance from the culture and
relating these to cultural beliefs. Grade 8
students were introduced to poetry written
by victims of the Holocaust and to the
diaries of children who were victims of war,
and engaged in discussions to share personal
responses to this writing. They also viewed
video images of Japanese internment camps
and discussed human rights violations that
can result from wartime paranoia. They
explored the meaning of propaganda as they
listened to and viewed various examples,
examined how propaganda was used by both
the Allies and the Nazis during World War
II, and created their own propaganda posters.
To learn how to learn about Canada’s past,
Grade 5 students examined primary source
documents: They looked at old catalogues
issued by Canadian retail companies to
explore past clothing styles and costs, and
analyzed old school textbooks to discover
what topics were studied—and how they
were studied—in schools of the past. Chil-
dren in Grade 5 learned how archaeologists
gather knowledge about the past by engag-
ing in a simulated archaeological dig. They
uncovered First Nations’ and settler “arti-
facts” buried in containers of sand using small
hand tools and brushes, and then speculated
as to how these artifacts might have been
used. Grade 5 students also experienced
what a day at school would have been like
in the past, playing games that Canadian
school children would have played during
school recesses and engaging in a simulat-
ed drill and memorization lesson. During
this lesson they followed the more rigid
rules and routines of the time, such as
standing to speak or being sent to sit in the
corner for rule infractions such as speak-
ing out of turn.

The learning stations were implemented
one afternoon per week. Our students taught
for the first hour and a quarter, until recess.
During recess we met with the cohort in the
school library to debrief and to revise
learning station activities for the following
week. When possible, the principal and
teachers also came to talk to our education
students about their lessons and the chil-
dren’s responses to the activities.

Assessing an integrated course:
Assignments
With the integration of the content of our
university courses, we also had to redesign
our approaches to assessing students’ skills
and understandings. Our goal was to create
assignments that were learning experiences
in and of themselves, while at the same time
requiring our students to demonstrate how
they understood the theoretical content in
relation to their field experiences. We
developed assignments that we think are
authentic performance tasks—that is, tasks
that teachers need to perform as part of their
work. Because understanding the nature of
these assignments provides a clearer insight
into how we integrated our courses and how
we integrated theory with field experiences,
we include below a brief description of the
tasks we set for students.

Curriculum analysis: This assignment
required students to reflect upon and
analyze the provincially mandated curricu-
lum documents for language arts and
social studies by answering guiding
questions, using their personal judgments
backed with detailed explanations and
specific examples drawn from the docu-
ments. Students were given the opportuni-
ty to discuss their ideas in small groups,
but the written analysis submitted for
assessment was done individually.

Lesson plan, teaching, and reflection
assignment: Education students, working in
teams of three or four people, were required

 Select a major topic or theme from one of the subject areas your students are expected to
study.
 Brainstorm and list all ideas (facts, issues, and questions) that come to mind when you
think about this topic/theme. Try not to edit yourself—remain open to any and all connec-
tions to the topic that may arise.
 Select from your brainstormed list an overarching big idea or key process to be the focus
of your unit.
 Select related sub-ideas from your brainstormed list.
 Examine the objectives of several subject areas. Select from these objectives the content
to cluster with your sub-ideas.
 Sequence the sub-ideas in the order you think will best promote students’ understanding
of the unit’s big idea.

Table 1  Suggested approach to creating integrated units
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to create an integrated lesson plan for their
learning station, designed for the groups of
learners they would be working with in their
field experience. We asked that the lesson
plan incorporate one or more of the instruc-
tional methods we discussed as part of the
course, and also indicated that it must
address a social studies concept or topic
using the skills and processes of language
arts. Our students were given the opportunity
to implement the lesson plan with different
groups of young learners, to reflect on the
implementation, and to make modifications
as necessary for the next implementation.
The assessment comprised the original
lesson plan, written reflections about its
implementation, and written indications of
how the lesson plan was modified after each
implementation.

Contexts, annotated bibliography, and
companion ideas: This assignment was
designed to assist education students in
understanding the resource-based learning
approach and the preparatory work that must
be done prior to creating an integrated unit.
Resource-based learning involves teachers in
using—and encouraging students to use—a
wide variety of resources to gather, analyze,
evaluate, and synthesize information. We
required our students, working individually
or in groups, to compile and annotate a
bibliography of fiction and non-fiction, print
and non-print resources; and to gather ideas
for activities that could be used to explore
the social studies topic they were exploring
in their field experiences. The annotated
bibliography and a written description of
suggested activity ideas were submitted for
assessment.

Mini-unit: For this assignment our
students were expected to use their annotat-
ed bibliography and activity ideas to develop
a coherent sequence of nine to eleven
integrated lessons exploring an aspect of the
concept or topic they were addressing in
their field experience. We expected the
overall objectives of the mini-unit, as well as
the objectives of each lesson, to address both
social studies and language arts content and
skills. We also required that lesson activities
and assessment approaches include speak-
ing, reading, writing, listening, viewing, and
responding.

Field experience portfolio: Students
were expected to create a portfolio that
included records of their observations during
their field experiences, reflections on these
observations, reflections on the implementa-
tions of their lesson plan, a final reflection
on field experiences, and an overall reflec-
tion, which required students to consider

what they had learned through their entire
experience, i.e., the university classes
combined with field experiences.

We endeavored to make links between
the assignments—we tried to ensure that
tasks performed in completion of one
assignment were of benefit to, or linked to,
completion of another assignment. We think
that this strategy supported an overall sense
of coherence.

Issues and challenges
While we remain deeply committed to this
type of interdisciplinary, alternate ap-
proach to the teaching and learning of
social studies and language arts, several
issues and challenges arose. Some of these
were practical challenges that we faced as
course developers and instructors, while
others were related to the perceptions of
the adult learners with whom we worked.

First, it must be acknowledged that as
course developers and instructors, we had
to commit extra time to our teaching
duties as a result of our decision to adopt
this approach. This additional time was
spent in planning, preparing, and re-
designing our course and assignments; in
recruiting volunteer teachers and meeting
and planning with them; and in team-
teaching and assessment. Secondly, while
we wished to provide students with practi-
cal experiences in a variety of representa-
tive classrooms, the need to call upon
volunteer teachers meant, in this case, that
we ended up working with exemplary
groups of children (including several
members of the Academically Talented
program). Finally, we must caution that
using alternate approaches to teaching and
learning—especially those that involve

The Minds: Whom are we teaching and how do they learn?

 Course OutlineTable 2

Theories about how children learn, includ-
ing:

Language acquisition and development
Theories of literacy learning

Learner diversity
Understanding multiculturalism and
alternate perspectives

Understanding personal presumptions
Creating inclusive classrooms
Communicating across differences

Culturally responsive teaching
Taking into account the multiple
identities of individuals, including:

Personal characteristics
Aboriginal perspectives
Immigrant and global ethnic per-
spectives
Perspectives of other diversities
[i.e., class, gender, sexuality,
abledness, etc.]

The Matter: What are we teaching/learning? Why are we teaching/learning this?

What is Social Studies?
Social Sciences; History & Geography
Current Events
Citizenship Education; Environmental
Education; Global Education; Peace
Education
Critical Thinking

How is Social Studies knowledge struc-
tured?

Facts, Concepts, Skills, Attitudes/
Values
What are the interrelationships among the
Language Arts?

Speaking, Reading, Writing, Listening,

Viewing, Responding
Communicative competence
Classroom language:
characteristics & purposes
Talking and learning
Talking to learn across the curriculum—
classroom inquiry
Creating an inclusive curriculum

Aboriginal content and knowledge
Immigrant and global ethnic content
and knowledge
Other diversities’ content and
knowledge [i.e., class, gender,
sexuality, abledness, etc.]

The Tools: How do we teach this matter to those minds?

Teaching in cross-cultural and inter-
cultural environments
Teaching and learning strategies [exam-
ples]

partner work
group work
conferencing
literature discussion groups
readers’ workshop
debates
historical inquiry
field trips
concept formation strategies
metacognition strategies
simulations
graphic organizers
survey research
the I-search

Educational drama/Education through drama
(storytelling, role-playing, readers’ theater)
Resources for teaching and learning
(resource-based learning approach)

Children’s and young adult literature
personal growth and development
resource for learning in the

language arts
resource for learning across

the curriculum
Non-fiction resources, primary sources,
autobiographies & memoirs
Audiovisual materials (including the
Internet), kits, games, maps, globes

Critical perspectives related to resource
selection and assisting children in
becoming critical consumers
of information

Assessment: How can we know if the minds learned the matter using the tools we chose?

Purposes
Techniques

Backward design approach
Principles of authentic assessment
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to create an integrated lesson plan for their
learning station, designed for the groups of
learners they would be working with in their
field experience. We asked that the lesson
plan incorporate one or more of the instruc-
tional methods we discussed as part of the
course, and also indicated that it must
address a social studies concept or topic
using the skills and processes of language
arts. Our students were given the opportunity
to implement the lesson plan with different
groups of young learners, to reflect on the
implementation, and to make modifications
as necessary for the next implementation.
The assessment comprised the original
lesson plan, written reflections about its
implementation, and written indications of
how the lesson plan was modified after each
implementation.

Contexts, annotated bibliography, and
companion ideas: This assignment was
designed to assist education students in
understanding the resource-based learning
approach and the preparatory work that must
be done prior to creating an integrated unit.
Resource-based learning involves teachers in
using—and encouraging students to use—a
wide variety of resources to gather, analyze,
evaluate, and synthesize information. We
required our students, working individually
or in groups, to compile and annotate a
bibliography of fiction and non-fiction, print
and non-print resources; and to gather ideas
for activities that could be used to explore
the social studies topic they were exploring
in their field experiences. The annotated
bibliography and a written description of
suggested activity ideas were submitted for
assessment.

Mini-unit: For this assignment our
students were expected to use their annotat-
ed bibliography and activity ideas to develop
a coherent sequence of nine to eleven
integrated lessons exploring an aspect of the
concept or topic they were addressing in
their field experience. We expected the
overall objectives of the mini-unit, as well as
the objectives of each lesson, to address both
social studies and language arts content and
skills. We also required that lesson activities
and assessment approaches include speak-
ing, reading, writing, listening, viewing, and
responding.

Field experience portfolio: Students
were expected to create a portfolio that
included records of their observations during
their field experiences, reflections on these
observations, reflections on the implementa-
tions of their lesson plan, a final reflection
on field experiences, and an overall reflec-
tion, which required students to consider

what they had learned through their entire
experience, i.e., the university classes
combined with field experiences.
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tasks performed in completion of one
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completion of another assignment. We think
that this strategy supported an overall sense
of coherence.

Issues and challenges
While we remain deeply committed to this
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proach to the teaching and learning of
social studies and language arts, several
issues and challenges arose. Some of these
were practical challenges that we faced as
course developers and instructors, while
others were related to the perceptions of
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duties as a result of our decision to adopt
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spent in planning, preparing, and re-
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we wished to provide students with practi-
cal experiences in a variety of representa-
tive classrooms, the need to call upon
volunteer teachers meant, in this case, that
we ended up working with exemplary
groups of children (including several
members of the Academically Talented
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collaboration of several individuals—
requires fluidity and flexibility. For exam-
ple, we had expected that volunteer teach-
ers would select a conceptual focus rather
than a skills focus as their topic. When the
Grade 5 teacher proposed a skills focus,
we had to adapt the in-class preparatory
brainstorming activity we had planned to
accommodate the groups of education
students working with this topic. Also,
while we had sequenced the learning
experiences we planned to offer our
undergraduate education students, and
developed a weekly schedule for the term,
we often revised our plans due to logistical
changes (e.g., one of us absent due to an
unforeseen invitation to speak at a sympo-
sium) and in response to students’ needs
(e.g., students wanted more time to ex-
plore ideas or to clarify assignment re-
quirements). No matter how much time is
spent predicting and planning, unexpected
situations arise, resulting in necessary
adaptations.

There were two main issues or challeng-
es arising from the students’ perceptions of
the course. First, some students expressed
the concern that we had uneven or inconsis-
tent expectations for assignments. We think
this problem arose because there are always
glitches to be worked out when newly
developed assignments are introduced, e.g.,
processes, instructions, directions, and
expectations regarding timing. These
difficulties can only be addressed as the
assignment unfolds. Sometimes our stu-
dents contacted us individually to ask
questions regarding these glitches and,
although we believed we had worked out
common solutions to the problems, we each
responded in slightly different ways to their
queries. This may be why students were left

with the impression of inconsistency.
Secondly, some students expressed the
perception that our attention to social
studies over-powered English language arts.
We speculate that this impression may have
been formed because students have the
sense that facts and concepts content
overrides skills and processes content. We
hypothesize that some students perceived an
imbalance because we emphasized that their
lesson plans must address a social studies
concept or topic using the skills and pro-
cesses of language arts, and that this social
studies concept or topic should also be the
focus of other assignments. We can address
this issue by helping education students
develop the understanding that skills and
processes, including the language arts skills
and processes of reading, writing, speaking,
listening, viewing, and responding, are
aspects of content that are no less important
than concepts and facts.

Strengths and successes
Despite the logistical and perceptual chal-
lenges, the strengths and successes we
experienced and observed convinced us that
our efforts had been worthwhile.

First, students garnered insights into
interdisciplinary approaches through living
an integrated experience within a university
course. Too often in teacher education,
subject integration is discussed as an ab-
stract, theoretical notion, which seems
impractical to adult learners who have spent
many years in educational settings that stress
disconnected disciplinary learning. By
participating in our integrated course, and
completing integrated assignments, students
experienced the notion first hand. In addi-
tion, they were required to develop a hands-
on, practical understanding of subject
integration, through planning and imple-
menting learning station activities for young-
er learners.

Second, the education students were able
to engage in a low risk initial teaching
opportunity. Although we did evaluate the
written lesson plans they developed for their
learning stations, we did not judge or evalu-
ate the teaching itself. In addition, the
students were able to support each other as
they implemented their lessons because they
worked in groups. The students conveyed
their delight in having the opportunity to
engage with young learners during their first
term in our program.

Although we did not initially plan that
our students would teach their lessons
multiple times, the learning stations idea
provided an exciting opportunity for

education students to implement a lesson, to
adapt it based on their observations of
learner diversity and responses, then imple-
ment the revised lesson and adapt again, as
necessary. This revision proved to be a
powerful experience. While we always
discuss the notion that lesson plans require
constant modification in response to student
reactions, the opportunity to see this pro-
cess in action is rare. Student teachers
expressed their surprise at the discovery
that their lesson plans were not perfect even
after the first revisions, and they ultimately
realized that their lessons would always
need adaptation to respond to the needs of
different student groups.

Another benefit was that the students
were able to gain direct experience with a
multi-ethnic school population. While we
worked in academically exemplary class-
rooms, the participating school is located in
a neighborhood that has attracted immi-
grants from many nations. This meant that
our theoretical discussions about dealing
with diversity became real, as students had
the opportunity to meet and work with
learners from a variety of cultural back-
grounds.

We are also pleased that our approach
helped in promoting and developing good
relationships with the principal and the
volunteer teachers. The principal and
teachers were very positive about being
involved in the planning sessions and were
happy that university faculty members were
present to support the education students
during their teaching experience. The
volunteer teachers have indicated their
desire to participate again in following
years. We were excited by the creative and
committed practice exemplified by the
principal and volunteer teachers.

Finally, we benefited personally from this
experience. While collaboration does require
flexibility and fluidity, we value the opportu-
nity to work together, to share ideas and
observations, to be inspired by one another
and to share the workload—even evaluating
assignments was enjoyable when we worked
as a team.

Despite the issues and challenges that
arose, we think that our experiment with an
alternate way of engaging education stu-
dents in theory and practice was successful.

The opportunity to engage with “real live”
teachers and learners led to some pleasant
surprises for us and for our students. The
integration of our courses using the big
idea, planning for instruction, and cluster-
ing our content into the categories (the
minds, the matter, the tools and assess-
ment), along with the opportunity to engage
in an early practical experience, provided
our education students with a powerful and
coherent learning experience that promoted
praxis.
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students were able to support each other as
they implemented their lessons because they
worked in groups. The students conveyed
their delight in having the opportunity to
engage with young learners during their first
term in our program.

Although we did not initially plan that
our students would teach their lessons
multiple times, the learning stations idea
provided an exciting opportunity for

education students to implement a lesson, to
adapt it based on their observations of
learner diversity and responses, then imple-
ment the revised lesson and adapt again, as
necessary. This revision proved to be a
powerful experience. While we always
discuss the notion that lesson plans require
constant modification in response to student
reactions, the opportunity to see this pro-
cess in action is rare. Student teachers
expressed their surprise at the discovery
that their lesson plans were not perfect even
after the first revisions, and they ultimately
realized that their lessons would always
need adaptation to respond to the needs of
different student groups.

Another benefit was that the students
were able to gain direct experience with a
multi-ethnic school population. While we
worked in academically exemplary class-
rooms, the participating school is located in
a neighborhood that has attracted immi-
grants from many nations. This meant that
our theoretical discussions about dealing
with diversity became real, as students had
the opportunity to meet and work with
learners from a variety of cultural back-
grounds.

We are also pleased that our approach
helped in promoting and developing good
relationships with the principal and the
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arose, we think that our experiment with an
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