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, measure of your creativity.

. Creating Desgign Excellence

The unique setting whirh is the classreom is an expression of who you

and your students are. Its organization reflects how you bring all your

experience and training tp bear in ap effort to create a learning environ-

ment. This setting includes all the gems of your experience in education.
The GEMS book is composed of modiles on topics whigch are the "gems" of

~ \ .
gifted education. They are the basics for a differentiated education. -

2

Have you ever bought, borrowed, er stolen a.program, or even a single

7
unit that you used in its original form? Has it not always been necessary
to adapt it to your particular needs? We have found that just as_students

‘

.have individual heeds, teachers do also. Recognizing that this is true of

< . - -

most educators, we are presenting you with'information on the components of

a program for gifted students and suggesting that you adapt it to form the
»

unique setting that is your classroom. Like a master jeweler, you must cut

apd mount these gems to show off'their brilliance in your own unique setting.

. >

' The first step in this process of achieving design excellence is mastery

of the basic material. Each module presents information . be mastered and an -

‘activity to demonstra;e that mastery’\ Only as the pieces are completed can
they fall into place. The informatimis best digested.over a period of

[y

several weeks. Wwhen the components are familiar, the design of the unit plan

can fcllow.' This final product is completed, however, only with a large

. -
. ¢

»

3

"The theme of a unit is the perspective you, the teacher, select to take.

Almost any perspective is acceptable as ldng as it can includé the basic
L * "
-"- J
information- (curriculum), and it is a topic you are ipterested in. Since

the emphasis in gifted education is on the process, a model or teol which

¢ ~

ERIC. ' - b
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Middle Ages

. »

might be generalizable is most appropriate for the ‘heme.

"The election

of a president" for exampie, would be fore approp: -te than "The election

of Calvin Coolidge"”.

Content,

‘Eiectricity

Mythology
Evolution

Western Europe

%

-

-~

Other exampl®s follow:

Pl

Theme

Efficient usage of clectricity

How man explains the uq&nown

Causes of change

.

How cultures influence each other

Recreating history - Historical Fiction

Some classes have the opportunity to use interdisciplinary thenes.

Almost anything will do - butterfiies, green, popcorn.

Often'the more *

fanciful the topic’, the more interesting its application to the wvarious

\ ]
disciplines.

-

breadth they need: to create unique products.

In addition, the 1interdisciplinary effect allows students the

The distinguishing characteristic of gifted education is that imfor-

mation is, no longer being gathered for aprlication.

. . o - -
1s being’mastered for the purpose of production.

of the gifted - the ability to think at highcer cognitive levels - necessitates

a program aimed at finding a productive outlet.

Instead,

information

The chief characteristic

, . .
As a result of completing this program you will prodfice one unit and

>

have gained the skills to complete many others.  Tne Adevelorment of vour

.
-

unit will follow a segquence of your own choosinag.

If you find you are having difficulty witn a particul ir "gem" please move to

another one.

pleted to demonstrate mastery of each module.

~ !

AN

The list below provides a descr ',

-

3

N .

k]

R Y
The one below 18 euq*ested.

tion of tne tasks to be com-

¥

‘ .
Worksheets are provided on

\
]
~

ol 3
.



pdge 145-148. A completgﬁ worksheet appears on pages 149-152, After
: P

all your gems are mounted, and polished, .please use the form on p. 153

for a final copy.

Module

" Module 1

Population

Module 2 "

Cognitive
Behavior

* Module 3

Deductive
.. Sequencing

Module 4

Learning
Actf%ities

Module 5 ™
Terminal and en+
¢ abling objectides
* Module 6
Inductive Process
Module 7 K

SManageitent Systems

.
A-]

R

=

Module 8

. ¢ Social. Communication

. -~
‘r <€

You now have completed the work for a Unit of Work for Gifted Students.
Now condense, révrite, and put it-in the final form given on p. 153.

Your Task‘

Select a unit topic.

wEkite a rationale for unit.

. r
ﬁigt c;;hitive behaviors and
verbs which .ndicate thdse
. that are suitable for in-
clusion in your unit of study.

Identify concepts in your unit
of study and dthen identify pre-
requisite mulfiple discrimina-

‘ tions. List principles and
prgb%gms that mey be examined
within this content area.

Write eighteen learning
activitiesithat will inyolve
students in using and achieving
desired cognitive behaviors.

Arrange all activities withinma #
framework of terminal and en-
abling objectives. )

Write introductory and cul-
minating activities to
facilitate an ainductive
learning approach.

+

Convert learning activities into
a format for actual use with
students'in one of six alterna-
tiye management systems in °
either a deductive.or an in-
ductive sequence.

Add communication skills prin-
c. -les to your unit.

IS

Date Completed

e,



e Module 1 #

Population
| 4

. ’
T The teaché? will be able to write a rationale for a unit of

study to be used with intellectually gifted students 1in a
. qualitatively differentiated prograﬁ as demonstrated by

. criteria included in this Module. (Syn-hesis)
El The teacher will describe characteristics of irtellectually
gifted students as 'a result of reading descriptions.
- . {Comprehension) , o .
EZ Thg teacher will-list characteristics of a qualitatively *
. differentiated unit of study for intellectually gifted
’ N sppidents as a result of reading a ‘lescription ind studying
exdmples. (Comprehension) . .
1] ? - v
o
%} ’ Population .
, (v (Unit of Studyy
- -
v . 4
. . .
i T b
o .
& ,- Characteristics Qualitativelv
R of Intellectually E‘ffefohtlared
" Gifted M1t of Study
L] a
73 h "
%
- <
A +
.
N .
. ¥ - -
y
~ g - )
. ‘ \\, ’
. 11
L4
- ; A .
P ] v
Q *
ERIC - 1
Rl ; )

»
L]

-

-
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The teacher will be able to write a rationale for a unit of
study to be used with iptellectually gifted students in a
qualitatively differenfiated program as demonstrated by
criteria included in thii;yodule. {(Synthesis)

- -

Rationale . - .-

»

Intellectually gifted students are defined as individuals with
I.9.'s two standard deviations above the mean on an individually
administered I.Q. test, that is, 130+ on the Stanford Binet or
132+ ‘on the WISC-R. Because of unique qualities possessed by these
individuais their neqds are often not.met in traditional classroom
settings. An exam}ngkﬁon of tbese students reveals certain common-~
alities that’' can be enhanced through qualitatively differentiated
programing that is disting;ly different from traditional classroom
programing. .

OuE study of the qualitatively differentiated programs begins
with the characteristics of the population we will 5e dealing with
and implications for topics of study to use with.this population.

B N . g s
El The teecher will recognize characteristics of intellectually

Y

- gifted students as a result of réadinq deigriptions. (Knowledge)

Intellectually gifted students, first, gain more input
from their environment and, second, store more information for
longe.: periods of time. These two characteristics have obvious
curricuiar implications. These abilities permit gifted students
to accumulate greater quantities of informationy in shorter time,
periods and provige for more rapid recall of factual information
than thejr ‘agemdtes. Attention to these two characteristics
geperally leads to increased content in a reduced time period.
Acceleration, grade skipping and seme forms of envichment are
manifestations of concern with these two gifted characteristics. -
More contenf in less time leads to a quantitatively differentiated
program for gifted students. .

-
N

The third characteristic of gifted students is by far the . -
most important and provides the key for building qualitatively \
differentiated programs. Gifred students have the ability to
process information, i.e. evaluate, synthesize and analyze .
inform:tion far more efficiently than their agemates. An appro-
priately differentiated program for the gifted must therefore
include greater quantigies of information and a heavy emphasis
on’nurturin Erocessiug/giills. It is estimated that currently,
92% of questions asked in elementary classrooms are low level’
Lognitive questions and that 90 - 95% of all curricular material °
focus on ,low level cognitive behaviors. On the other hand, aca-
demically gifted students need anywhere from 20 - 50% of their
time dealing with higher cognitive processes. °

11\ ’ !
~ .




Aruitoxt provided by Eric

ol

3 \ N “
3 s S - -

-

2Although intellectually gifted students are defined

as students with an I.C. (individually administered test) of
tve Standard Deviations above the mean, Lhe expense of

this type of testing often negates vsing it with an entire
population. Some means of identifying potentially gifted
students is generally applied to the entire population and
is followed by further screening dntil the desired gifted
popilation is identified. .

L 3
)

« Although there are frequent cautions that group admini-
stered achievement and I.Q. test 11 miss up to 50% of truly
gifted and talehted Students, this caution applied to
the notipn of giftedness prior to the designation of, the six
categorles of giftedness now genezally in use. It 1s true
that creativity, leadership, and visuai and performing artists
were not adequately identified by standardized tests. When

iy

«fealing with the one category of intellectually gifted however,

the percentage of students missed by group administered standard-
1zed tests will be substantially lower. There does remain however,
the possibility that group administered, paper and pencil *ests
will miss some intellectually gifted students, hat 1s, students
who would normally score 130+ on the WISC and 132+ on the Stanford
Bin~f. Miss-identified students may also include another group.
the so-called "over-achievers". individuals who are not gifted

but score very well on standardized paper and pencil tests.

Truly gifted students may fail to demonstrate their ability
on group‘gdministered tests for one of three reasons: -

~

—~—

_ 1. They may have a greater store of information than the
L% population on whi the test was normed and can often
. justify more théieigg\bng‘correct answer. They may
become quite frustrated wi?h\mgltiple choice formats
) frequently found on group tests. - *

A

2. Intellectually gifted students are often more interested |
in processes and causes than with "fi1ll in the blank":
type questions and see little significance 1n low Tevel
cognitive questions so they treat these tests with in-
difference.

3. Intellectually gifted students may be bored with tradi-
tional knowledge-oriented courses of study and may fail
to accumulate the standard set of knowledge sampled on
popular group adminlstered tests.

-

13



Population

g Because of the limitations of group testing, multiple

measures, including parent nomination, teacher nomination,

school achievement ai.d anecdotal records often contrlbute - “

to the pool of potentially gifted with fiaal dec151ons made “g

through committee structures. Parent nomination forms

-ﬂ generally look for behaviors like: A \\b.
Special ‘interests and/or hobbies
N ] Reading habits
’ Unusual accomplishments .

Relationships with others “
Preferred activities when alone
Special talents

feacher nomination forms may focus on:

- -+
o v Questionning behaviors
» Plans for projects vy
. - Alertness (
- Knowledge about specialized subjects A
Boredom with traditional curricula
. , Additional insights into the nature of giftedness is gained from
. interviews with parents of 1nte11ectua11y gifted students who
- have provided the following comments:

¢

-He reads fluently. His special Vinterests are space (especially
meon, stars, gravity, etc.) and anatomy. (Preschool child,
age four.)

-He feels that school is wastlng his time.

Y -After an excellent elementary school experience, junior h1gh
T doesn’'t provide anything special. . -

-At timee;he found class work boring. While in the early grades, S
at time; friends complained about his vocabulary.

-The public school system is not equipped to meet individual
needs of gifted chiidren. 1In our school district, present
priority is solely on "remedial” and bringing up the level
of slow achievers. Any demand to meet the sp~cial needs of

» advanced pupils is equated with:racism. There is unhealthy
political atmosphere. -

-Nothing was done during grade school, except to recommend a
private school. Big deal!

~We were told to move out of the district for his best interests....
to protect himself, he hds had to internalize some of his
feelings because he cannot understand why any person wants to
hurt another human being, citber verbally or physically.

-Loss df many friends since she was identified as "gifted." Non-
glfted children are very nasty to these children.

-Her te cher is,comfortable in a standard classroom situation.

It 'has beenh shown that she hasn't acquainted herself w1th
students' records from previous years. She is concerned only
that they behave in the classroom, and anything that is messy
or too much trouble doesn't find its way into the curriculum;
thus, there is little room for student participation.

Y

ERIC - 3 '
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. Populaticn 5

. Q ' ~Creative writing, he has an excellent command af language;
raises animals and-birds; gardens--loves growing things;
he follows the stock market; rqéio—controlled model air-
planes. (Twelve year old boy)/
. -Teachers, especially male, used ridicule to keep him in his
8 place when he introduced notions and challenges from his
own readlng. Others mismarked papers and forced him to
justify answers at leﬁgth....He has become cynical about
school as a place to learn about respect for learning
among his agemates. He now tries for approval as an expert
on cars, hi-fi's, cameras, e*c. He feels safest among much
older kids and adults.

-Was tlassified as hyperactive by teacher and principal in first
grade so they wouldn't accept him in gifted program until I
took’ h1m for an EEG. The doctor said he was just bored and
not gettlng challefqiges and was not hyperactive--but they
still have not, as yet, placed him-~in any program. (Pareat's
additional comment: He works with a microscope two or th._ee
hours a day; reads many books--also chemistry, loves reading

" of plants, rocks, evolution, etc.)

-David is our "lawyer!" He analyzes, grasps ideas quickly,
remembers well. Natural science, living things interest him.
Also he collects stamps, participates in sports and children's
theatre (outside of school). \_,,JD .

Activity 1.1 Describe two intellectually gifted students you have known.

g

-

1.

) E The teacher will be able to list characteristics of a qualitatively
differentiated unit of study for intellectually gifted students as
a result of reading a descripticn-and studying examples. {Comprehension)
The qualitatively differentiated unit of study for inteliectually
~ifted students has one distinguishing characteristic - 1t contains
between 20% and 50% higher cognitive bchavidrs. The cortent is
irrelévant and may be drawn from a variety of sources 1ncluding
. s+andard curriculum guides, teachers favorite hobby, current events,
and/or student interest. Units of study, for example, completed by
! teacher's ' of the gifted have inciuded: Butterflies, Feelincs, Nouns,
New England States, Horrors, Maps, Medieval Days a i, Sensory Awareness.

. —_ . - N

! ]
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Population 6

~

, Historical Fiction a
Historical Fiction as a literary genre is one of the most

‘valuable literary forms for students to .study. By definition,
it is ficticn based on history, and so, is, reality tased. Through
reading and discussion of Historical Fiction, students gain insight
inte the lives'and times of famous figures of the past. Under-
standing one's heritage, and the lives of others tends to contribute
to self-knowledge. Moreover, a "sense of history" can contribute to !
daily rroklem-solving by increasing the number of alternatives through
broadening one's perspective. .
L

The sctudy of historical fiction is particularly appropriate for
gifted stude 1ts because a great deal of it has been written about
gifted peopl:. The study of these gifted individuals of the past’
may serve to help the gifted student recognize and accept his strengths,
and his weaknesses. This study may also provide the gifted student with
interesting rnle modcls.

" &

, The process of writing historical fiction reguires donvergent pro-
duction, a higher l2vel cognitive behavior. All the "fictionalized"
details must be consistent with the actual historical setting. Mriting
historical fiction requires sophisticated analytical and imaginative
skills.

It will be a challenging task, for gifted students to analyze the
attributes of historical fiction and to try on their own“to foilow some
historical fa ts in producing a historical fiction short study.

Activity 1.2 List the distinguishing characteristic4 of qualitatively
differen{i-ted unit of study for intellectually gifted students.

Presented below is another example of a rationale from
units of study prepared by -teachers of gifted students 1in
the Monroe County Project.

P .

Exploration

A unit of study on exploration, for 6th grade, intellectually gifted
students has been selccted because it offers extensive opportunities for
research, comparing and contrasting, speculation and role-playing. The
diversity of explorations from space, to inside the brain, to historical
sea voyages provides a broad range of topics for individual investigation.
Regardless of the specirfic topic selected by individual students, there
are opporturrities for gathering basic information, applying information
to dlfferenb time periods and types of explorations, and opportunities
for speculatlon on fuature exploratlon and role-playing around famous
explorers of the past, present, and future.

16,
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Aruitoxt provided by Eic:

Population 7

o

¢ .

. Exploration is the basis for advancing our
knowledge. It is a process that involves risk-
taki.g and values focusing on the need to be
different - “to be unique - to pursue one's ow
interests. In brief - exploration. is putting
intellectudl talent to work in' prcductive tasks.

Terminal Task

a. Select a topic for your unit of study.'’
b. Write a rationale for your unit of study.

Does your rationale:

.
.

1. Briefly describe opportunities to gain and
process inforgation?

2. Describe why the study of this topic is
relevant to any individual's life?

.
. } 2
’ . L

Y
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- . . Coqnitive‘nehaviors 106

1

. \

T The tfacher will be able to demonstrate comprehension of -
Bloom's taxonomy by correctly identifying the cognitive
category of learninc behaviors. (Comprehension)

\ ’ . “ !

A

Rationale’ T N .

In 1956, Benjamin Bloom and several others developed a
taxonomy of cognitive behaviors. Although the hierarchy was
~spebifically'designed’to-facilitati constructiongof questions
designed to measure student achievement, it-has h extremely
useful ip“organ@iiné carricula. ™e hierarchy is particularly
useful ‘in a program for gifted siadents for three reasons. -
First, the cognitivé behaviors specified:in the hierarchy form .
the basis for learning beginning with basic knowledge and compre-
hension levels and extends to the higher cognitive behaviors of
f analysis, synthesis, and evaluation. Gifted "students quickly
naster knowledge and comprehension level cbjectives leaving far
more time for higher cognitive behayiors than normally available
with regular claszes. Second, the hierarcl.y clearly delineates
observable behaviors. This clarity of expectations is imperative
if students are to eventually becone.acadeli&glly independent and
self-directing.
Purthermore, the taxonomy provides specific éateéories of
cognitive behaviors which may be directly taught. Not only are
"learning tasks at different levéls operationalized within the
taxonomy, but the cognitive behaviors of analysis, Bynthésis
and evaluation are sufficiently well defined to be taught as
*  discrete skills. Bloom's taxonomy provides npot orily a framework
faor organizing a curriculum but cerves aléo as a basis for teaching
skills that gifted students me~ usél in ordering their own ghinkinq.

-

E, ::: Fgacher will be_a?le to order six-categories of cognitive, - v
ehauior after examining verbs and definitions commonly associated' .
- _With each category. (Knowledge) : B
. : . x

L]

Bloom'presents six categories of cognitive behaviors. r[hey
are hie-archfcal, i.e,, each category subsumes the preceding
ones, yith the exception of evaluation which may be utilifed
_in con?unction with any of the preceding levels. The following "
is a listing of the categorieg and a brief description of each.

-
1
.

L 19 .
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Cognitive Behaviors 11

Knowledge ) C ) -

[

Knowledge level behaviors generally require the recall of infor-
mation previeusly accumulated by the student. Factual data, dates,
names, places, and pfocesses are frequently encountered at this level’
Memorization is the primary issue at this level of cognitive behavior.

Examples of acts requiring Knowledge. e .
, ’ When did Coiumbus discover America?
Identify the capitol of New York State. K -~

Name three treés common to this area. .. -—
State the definition of a "noun." ~
List the steps used in applying the scientific method.

.‘-//
.

Verbs generally Gged in kﬁawledge level ijective. .
define identify recall recogniZe) matches
states select acquire lists ) distingu1sh T
lakels names ’ N -
Comprehension ‘

- Comprehension level behavior generally represents an understanding
of material. It is manifested in restating, interpreting and/or ex-
tending. The ability to restate information in ones own words generally
denotes comprehension. Explanation: and extension of trends or tendencies
are also classified as comprehension level behaviors.

.

Exanples of acts requiring Comprehension. )
. J’k

. Converting a meth problem into an equation.
Explaining the process of precipitation.
Interprets. information ‘presented in graphic form.
Give examples of proper nouns.
- Paraphrase the conversation between two characters in a given book.

{

~

Verbs generally used in comprehension level objectives.
0 -

transla. 1llustrate read rebresent

change defend rephrase rewrites

restate extends interpret  reorder

estimate paraphrase converts gives
summirizes '

examples:
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. ‘

:\ . Application ‘

Y

Application level behaviors ‘generally require the use of

: abstractions, general rules and/or general methods in a specific ' 1

- itdation. Generalities are used to explain and/or demonstrate .
4 . . ability to deal with specific cases. o E I

. Examples of acts requirirng Application. . ‘ .
s Prepa!e a demonstratlon cf the rain cycle
' Diagram a sentence. N
’ Identify an unknown tree using a taxonomic key. 1 I
' ’ , Construct a sentence according to some Prespecified criteria. ’
Y \\

Verbs generally used in application level objectives. : ;
E . - . “ny,‘:\- . . EI

: oroduce ! apply ), generalize \relate ) |

@, . choose ... employ ' discover odifies - - j
-/ organize .- operate solves .ﬁbe L I

3 ' manipulates computes restructure gIassify »

" . ES . N ] -

Analysis .

.-
. .

. «Analysis is cognitive pehavior directed at the inte;nél chdracter-
p istids of some stimuli. ‘The stimuli may.include such items as
communications, objects of art; formal arguments, plans, p>-blems,
buildings, etc. - Igternal characteristics may include elgmerts, re-"
lationships, organizing prlncrples, Structure, etc. Basically,
. analysis focuses on the isolation of internal gharacteristics for
- . purpogeglof ingsnsive investigation and/or identifying interrelations.

€
v

«

LT Discriminate between a deductive and an indAtive argument .
- Discriminate between a premise and a conclusion.
Arrange a set of randomly presented pictures into an approrriate
sequence, \ .
. Discriminate between a triangle and a trapezoid. ’ . -

-

Isolate pieces of information required- for solving ? partic¢ular .
prob: . -
.. ‘Identify, the ptobdble traffic flow in a heuse plaﬂ
. . - 'Describe the rel%tlonshlp between two d1551m11ar/objectuq&\
-~ (g g. papet cllp and nail). /
Solve an analogy 7

’

Identify the bias of a pParticular author. f / E

' : . r. AU
Examples of acts™&quiring Analysis’ : - l

s y )
/ .
Verbs generally péed in Analysis level objectlves/ . )
$ /" ) . I
discriminate categorize deduce / -,  ocompare
*  subdivide distinguish - analyze ~ contrast

Con

o [l / /
’ N o ' / r/

" separate diagram breaks /[down: l
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Synthesis .
. Synthesis is a cognitive behavior in which two prev1dhsl{‘ ‘
unassociated elements are brought together. The result is a new,

undefined relationship. The unique product is the expression of
this relationship.

Examples of acts which may result in synthesis behaviors are:
<

Write a short story about a pink turtle. -.
. Write a poemeon something unpoetic.
» Develop a hypothesis to explain something unexplained.

Design a plan fox world peace.

’ Build a model village of a J!ttlement on Mars. .
. Draw a picture emphasizing the wrong things.

Ddvelop a formal argument for, buttetring toast from the

center outward ‘.
!

Noée - Synthesis is often thwarted because of a schooling
emphasis on correct answers. 'Ssynthesis can be fostered
by encouraging development of alternatived. This of
course ‘leads to, creativity i.e. .

. { . fluency - a number of alternatlves‘
flexibility - a number of different alternatives
originality - a number of unique alternatives.
List as many uses for a brick as you can.
List as many réasons for a given occurrcnce as you can.
Draw as many pictures using a square for the startlng point
as you can. + .

Verbs generally used ip Synthesis. level objectives.

compile tell produce transmit
write create ' ' summariZze constitute

, modi fy ’ document formulate originate
reorganize generate design -

. Evaluation { .
zyaluation B}

., Evaluation is cognitive behavior requiring a judgement of worth.
Stimuli being evgluated may be judged externally or internally. Ex-
ternal evaluation requires compariséon of the stimuli with some ew-
ternal criteria or standard, the- is, some standard that exists
eritirely s arately from the stimuli being evaluated. Internal ~
evaluation requires an examination, of internal consistency or -
organizatioen within the stimuli.
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¥ - . ! .
Examples of acts requiring Evaluation. .

1 . . Determine which of five:shapes on the left is most nearly
like the one 3hape on the right. . .
Are the stated premises sufficient and necessary for the
. conclusion? ¢
Dgpermlne if the geometric shape given on the left is a
composite of individual ‘shapes given on the right.
. Determine whick paintings incorporate' basic principles of
design. . .
. Determingrwhich narrative selectidns 1nc1ude basic prlnc1ples
of science fiction. 4

Judge, accordlng to Principles of loglcal réason:ng, the adequacy
of a given argument.

Determine the probability of the currectness,of an answer to a
given problem.

(3

, Verbs generally used in evaluation level objectives.

L3 t , f
judge argue consider + validate
decide + standardize compare . contrast

~ appraise assesg criticize support .

justify explain

Task’ 2.1 ° Presented below are behaviors commonly .used in describing

- curricttlum activities. 4bocate and circle the &ix cog-

*

n1t1ve behaviors from Bloom's Taxonomy . o

Memory Comparisons 'Reasoning application
Interpretation Evaluatjon =  Creativity Recognition
Knowledge - Conclusions Synthesis Conjecture
Divergence Analysis Explanation Translation
N ‘ Renk the six cognitive behaviors y@u circied above .

from the most basic to the most difficult.
- - . ,

w
»
B
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E. - The teacher will be able to Write descriptions of six cog-
nitive categories based on recall from previous activities
and/or study of additional references. (Comprehension) -

3
-

bl

K3

B v - -, ! R—— " R

Each of us is a unique individual by virtue s<&our genetic
inheritance and environmental nurturance. By virtue of our
individual sets, we encounter and process information in
many different ways. Objective 2.2 asks you to translate
-the information presented to you in Bloom's Taxonomy into
your own vocabulary.. It is essentially a paraphrasing
task; i.e. the restatement of informatioh for the purposes

of clarification.

Tt you need further information and clarification on
. the categories, you are referred to the original sources
. \listed below, or one of the other references which offer a
L . treatment of the information. - ’

\ N
\ -

-y s \
. Bloom, B.S.; et.al. Taxonomy ¢ f Educational Objectives:
‘ ~ Handbook I, The Cognitive Domain. N.Y.: David McKay Co.,
196%, pr. 201-207.
\ .
Hunkins, #.P. Quéstioning Strategies and Techniques. Boston:
Allyn\and Bacon, Inc:, 1972.

i

-~

f -
- LS

Sanders, N:M. Classroom Questions: What Kinds? New York:
Harper'& Row, 1966. ’ :

oo
[N
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. - . N
’ ' - Examples of Behaviors Representing Each of the
. Cognitive ‘Levels of Bloom's Taxopomy~
- l .
) Knowledge . . .
- ) . ' . .-

“ 1.- Recognize a Shakespearéan sonnet in a group of sonnets.
2. Recall biographical informati®n on Abraham Lincéln.
3. Identify hexagons and octagons.

-

I3 -—

Comprehension . b

£ 1. Read musical scores. ° ’ . ’ a
. 2. Write two-page book report. . - .

3. Interpret information from a map.
¥ * . P . led

Aggliéation ' .
> \ .
R l. Present ideas ¥n written fdmrm in accordance with principles
of grammar.
2. Use math skills to figure cost per year of electr1c1ty for
one's own family.
. 3. Explain ﬁhy the weather forecast is for rain.

D)
Analzsis . -

1. Given a list of statements about a storv, distinguish between
a conclusion and the <tatements which support it. .

e

2% . Identif\x the motivas ¢ the main character in . . . - ’
\ .. 3. Infer the(®uthor's vievpoint! P )
Synthesis D :

»

1. Devélop a téhtative hypothesis based on the datascollected.

2. Identify possible ways int which experiences may bé organized ~*
to form a conceptual strugpure.

3. nxpress your own idess in wr1t1ng with clarity dﬁd correctness. . '

~ Evaluation

; 1. Determine thé validity of the President's arguments for tax

. reform.
' ,2. Identify your ‘own bias in regard to race. - .
ET“ 3. Compare the, two major theories of the origin of life.
\ ) ,
CT A flowchart to aid in discriminating among cognitive behaviors is

presented in the fig. for your use in ach1ev1ng the final task of

identifying cognitive behaviors.
F2ERY -

p L

k | " . . | 25
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\ .
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A limited number of
responses are avail-
able depending or
how the stimulus
material is broken °
down into it's compo-

rent paris ard/or
relationships.

¢ No

Analysis
?H
ke

Q
ERIC
T .

A Flowchart of Bloom's Taxonomy

Stimulus elements are immediately

available and student response No

requires interacting with the =
stimulus material. .

Yes.
. 1

Student is merely required to
demonstrate awareness of the
stimuli by .rewording, re- : No

b

v

A 4

ordering, or rearranging its
component parts’ or decoding
coded information.

lyes

Comprehension

A multiplicity of responses

and/or limited unic ie re- No

AN

sponses are possible outcomes
of student in.eraciing with
stimulus material. May require
reference to a multiplicity of -
stir.lus elements.

Yes

Synthesis

Student is required to produce an it
andger by manipulating and/or No
identifying variables according i

to previously defined rule.

- i

Apglicasion

Studeng is fequired to recall

stimulus materidl.
Yes
Knowledge
Yes -

Student is required only to
recognize existence of stimulus -
material, to name it, label it,
or identify it.

! No

v .
. Student is required to actively

interact with the stimulus
material, to manipulate variables,
apply rulzs and/or principles and
produce one ;orrect answer.

Student is required to produce

one answer based on comparinn

stimulus material with an ex-

ternal staﬁdard'(criteriq) or

examining the internal consis-

tency of the material.
!

\L Yes

Evaluation /

81
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be low using the flowchart on page 18.
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, :}. Task 2.3: : ) '
|
F Identify the cognitive domain category in each of the behaviors .

Analysis'- N

Synthesis - S
Evaluation - E

Knowledge - K
Comprehension - C
Application - A

Construct a presentation using graphic materials.

Define the technical terms for four common house plants.

Determine the artistic quality of VanGogh's "Sunflowers".

Find the rate of acceleration of a vehicle weighing 2000 lbs.
on an incline-of 63 .

Interpret sign language.

a LI

Identify three cause and ef:iect relationships in the one-family
society cf Swiss Family Robinson.

Act as group facilitator ‘o coordinate suggestions, suggest sclutions, -
and orient these tc the goals of the group. .

Recognize the meanings o. the names of common punctuation’marks.
Read’German. (in German)

Identléy reliable sources of information for wise purchasing.
Compare two other IQ tests with the Stanford-Bilet.

Predict the effect of anotger oil embargo.

Identify the method of inguiry Sherlock Holmes ises in the story...

Verify the accuracy of the proof for the Pythogorean theorem.

-k
Restate main idea of the poem "Jabberwocky" by Lewis Carroll.
Given the economic conditions of a country, determine what policy
might be most effective. .

Devise an experiment to test the hypothesis that transcendental
meditation can enable one to transcend gravity.

2!
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Answer Key (Task 2.3) ¢

Task 2.1 - Review El o

Task 2.2 - Review El
&
Task 2.3

l. S, New proauct . '
42, K, Recall of a definition
3.' E, Criteria is artistic quality
4. A, Applying a formula
5. C, Rephrasing
6. N, Examing}ion of internal relationships of the __ictv
7. 8, Requirgf new solutions
8. K, Simple recall
9. C, Translating written‘symbol into sound
10. E, Criteria is reliable/unreliable
11. N, Examination of elements of each
12. S, Hypothesis generation |

13. A, Requires applying K of inquiry techniques to the new situation
p.esented ir the story

1l4. E, Criteria is"accuracy
15. C. Rephrasing
16. A, Using K of economic policy

17. s, Requires hypothesis generation

a
.
»
PR - .




Cognltlve BehaV1ors 21

Terminal Task - List verbs which indicate the cognitive behaviors yo1
plan to include in your unit of study. Check:to make sure you have
included approximately 50%. higher level cognltlve behaviors in your
list. Does your list contain observable behaviors? Can you identify
each behavior according 'to its cognitive level as defined by Bloom?




/Bopulation
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. Module 3 :

. : .
Concepts and Deductive Sequencing

*

T The teacher wili be able to isolate relevant concepts in a topic
and identify related multiple discriminations, rules, and problems.

.

v

. El The teacher will be able to, recognize examples of multiple
discriminations, concepts, principles and problems as a

- result of studying definitions and practicing discrimina-

tions. {Comprehension) :

-

.E2 The teacher will be akle to identify concepts as a result®
of q;udJing and practicing examples. (Comprehension) .
53 The teacher will be able to recognize concepts embedded in

r:les as a result of examining rule formation and rule
definitions. (Knowledge)

E The .teachr.r will be able to deductively otganize enabling

4 objecti.es by studying examples and practicing simulated
hierarchies. (Applicatisnn,
Content Analysis of
‘ Objectives
Multiple o T
Discriminations Concepts Principles
{ .
<
Gagn@

23

.
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- : Module 3
/
¢ r J ] /
T The teacher'will be able to isolate relevant concepts in a topic

and identify related multirle discriminations, rules, and problems.

1
~

Rat ionale

Rpbert Gagne, in his book, Conditions of Learning, (1965)
describes eight levels of learning. The eight levels are hier-
archical, that is, each level is depencdent upon mastery of lower
levels. Knowledge of the eight levels as defined by Gagné, is
extremely useful in deductively organizing learning® tasks de-
signed to. assist 'students in mastering terminal objectives. Because
the system is hierarchical with problem solving at the-eighth
or highest level, it scems particularly-appropriate to examine

this model in preparation for dealing with intellectually gifted
studerits.

The first two levels in the Gagne hierarchy generally occur
during pre-school years and it is only the six higher levels that
., Will concerm teachers of the gifted.

Qualitatively differeptiated instruction is facilitated by clear
identification of the content to be mastered. Gagne's hierarchy pro-
vides a framework for describirng content. By reducing‘a to~ '~ to
concepts, principles, and problems, and combining these with the verbs
describing cognitive behaviors,the objectives of instruction are
formed. Instructional tasks can therefore be designed to move from

simple to complex in terms of both the content and the cognitive
- behavior required. ’

!

34
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.~ i
E. * The teacher will be able to recognize examples of\Pultlple
discriminatidns, concepts, principles and Droblem7 as a
result of studying definitions and practicing dlscrlmln
tions. (Comprehenqlon) -
' 4
(Note: The following represents only an introduc-
tion to the eight levels of learning. You mav find
) it desirable to refer to Cagne's book for further
information.)
Leyel 1, Signal Learnine, and, Level 2, Stimulus response
learning; rarely occur in a pure form in humans and are
not relevant for our studv of academically yifted students.
E - - .
Level 3 - Motor chaining (MC) - A connection of motor re-
sponses such that one response trigeers the mechanism for
the next response. Riding a bicvcle, tvping, and driving
3 car represent motor chains.’

[}
Level 4 - Verbal chainimg (VC)- A ¢vain of verbal responses
‘ . such that one response triggers the mechanism for the next
fesponse. Memorizing the alphabet, counting and memorla

. ing poetrv are examples of verbal chains.

Level % - Multiple discrimination (Mp) — The ability to
separate objects based on distinctive features,”:9. to re-
cognize triangles as ditferent from squares, Joors as diff-
ervent from windows, and letter A's as different from letter
R's. ~

Level 6 - Concept () - Concepts have names or labels and a
seb of defining attributes (definition). Exemnlars (examples)
of concepts torm classes or groups. Triangle is a concept.
. Triangle is the label or name for a group or class of two
. dimensional, closed figures formed bv three ravs (lines}
intersecting at .threc points. Parable is a concept. Parable
is the name for a literature form in whi b .ane bdsgv-*rutm)}
or moral s presented in a narrative stvle. Measuremsnt- is - ; Y
.\\a’concept. It is defined as the comparison of standard Tt
nits with unknown quantitleq to produce a cuantitatdv.
index. Although measurement in itself is a concept, it is
trequentlv related to other conce epts, e. . area, perimeter,
ete. Concepts mav be (oncrete (dLrG«tly obacrvable) or de-~
fined, i.e. based on abstract definitions.

[N

Level 7 - RELEﬁL.?fiﬂ“jElAT {(p)-Concepts mav be joined to-

‘ sether to form rules or principles. "Tr«anwluq have drea
and a perlmvte " is a principle composed of Three concepts
(undertined). "Capitalism cannot occur in a socialist «tate”

is a principle composed of four concepts (underlined).
Uniting cencepts 2o form new roles or potneiples is a critical
behavipr required tor problem wolving,

35 o
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level 8 - Pr@hpgdem Solving (PS) - An ability to use rules in
generating nypotheses. Hypotheses are new, higher order rules
. that, in and of themselves, form new rliles. This level im-
o plizs a strategy for application of rules in response to a

' arestion.

.

g 'Examples : listed below are several tasks with level of

learning identified for each task. . ) -
‘F s Level gf_
s Task ' Learning
- 1. Collect all threé sided figures. . MD
2. Recognizé a satire. . c

’ 3. Move 3 matchsticks and change 5
squares to 3 squares. P3

. ’
4. Recognize a flower. . c

5. Find a procedure for determining °

v

the area of a triangle. ook _~,BS
- ~ 4
6. Apply the formula for measuring ; j
circumference of a circle to tKé/ - ‘ s

following' problems. i o l P
I

7.  Match the following names of trees \
with their leaves. . *lc

8. Group coastal features from § topo- \
.graphical map into different groups. MD

Task 3.1 - Listed below are several tasks, identify the level of 1earning
associated with each.

N . . !

1.32"Recognize the letter C as different %rom other letters.

2. Separate all numeral "8" frouw a pile of mixed numerals.‘ . L
3. Poi?g to "edge" in a diagram of a cube. :
4. Find a formula for the cumulative sum of N terms in a series.
5. Dc.cribe the attributes of governﬁent. ~ e
6. Deveiop a 1ist of attributes for t§q}ence fiction". —
) 7. Determine who in your environment iéﬂmanipulated aﬁd who manipulates}
é 8. If Jack has 5 apples and gives away 2, how many does he have left? o

4

r
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o

~

"E The teacher will be able to identify concepts as a result

2. of sfudying examples and following a set of 'guidelines.

COﬁcépts form the basic core of learning. They represent the

key for more sophist1cated~pronlem solving and ser—c as a focal
point for prior learning. Legarning activities may be effic1ent1y
anchored \to concepts. ,Once concepts to be learned have been
thoroughly clarified, then prerequisite multiple discriminations
may be taught and subsequent principles and problems may be ex-
amined. The key is to reduce curriculum content into its basic
concepts and then insure that prerequisite multiple discrimina-
tiofis have been mesttred and opportunities for relating concepts

(forming higher order rules) in problem solving tasks are available.

~The curricular area of measurement can be broken apart into

several component concepts.

Concepts"

dtandard ..it - the structural basis for each tvpe of measure, e.g-
inch, pound, meter, etc. ) N ‘

Weight - pull of earth's gravi}v on anv given mass,

Length - a linear measure of the shortest dimension of anyv two
dimensiomal shape. - .

Perimeter - length of the bo .ndarv used to enclose a two
dimensional space. N

»

Q

Area - a measure of two dimensional space within the boundaries:
of a closea figure. 7

Ask yourself for each concept if it is clear what items would be
intluded’in the set of exr'mplars anrd the set of non-exemplars.

“

The definitions for concepts mav be'dgriveq from & variety of
sources. Dictionary definitions represent one starting®point,
authorities within the particular discipline have often developed
more refined definitions, ang .urriculum guides will wusually con-
tain those definitions that are found on standarized tests.

It is importgnt to distinguish betwe: . being able to recall the
definition of a concept and ‘masterv of the concept. Memorizing
the definition of a concept is nothing more than a verbal chain
and is unrelated to masterv of the concept. Concept acquisition
is demonstrated bv using the caoncept as a skill, or finding ex-
emplars of the concept and distinguishing them from non-exemplars,
Memorizing the lables for concepts, although required for abstract
communication about the concept, 1s no substitute for using the
concept‘in developing principles or dclving problems.

* 7
Here 1s another set of concepts related tn simple machines.

L. Work \\effort directed to produce mov t.
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»

2. Wedge - a solid in which twc principlé faces are joined in
an acute angle.

, 3. Inclined Plane - a slanfing, flat surface,

4, Force - a measure of the amount of effort being directed in
> a givap direction. (
- : -
© 5. - Resistance - any force to be overcome in the movement of '
“objects. '

-
- » B .

Labels are underlined and definitions follow. Test them.
Can you clearly distinguish between exemplars and non-
exemplars? , . N Ve
. { * -~ * . - "
Task 3.2 - List five concepts. Define’the concipts. Detexmine whether
? each congept is concrete or abstract. Could anyone divide
stimuli into sets of exemplars and non—exemplars based on
$our. definition" . . . .

. Examples of - Examp'es of

Label . Definition - Exemplars Non-exemplars
~ TN
10, .
3 L ) ’ *
- =~ ~
- - ‘: ¥
27 - .
‘3.
} - .
]
4, ’
5.
/
r/’
/
. 38
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1

E The teacher will be able to list multiple discriminations
required prior to forming concepts as a result pf"studying
definitions and practicing examples.

Before a learner can effectively deal with a. concept, he must be able

"to distinguish that exemplars belonging to the class actus . do possess
characteristics that differentiate them from non-exempla: It is ex-
tremely difficult, for example, for a student to mac<’ mcept of
triangle if he is unable to¢recognize that a triau . wifferent

from a square. Recongizing that a triangle is indeed different from a
square does not require a definition of’ either a. square or a triangle.
All it requlres is an opportun1ty to separate objects based on shape.

If the student can separate triangle into a single class based on an
idosyncratic sorting strategy, then he has demonstrated ability to dis-
criminate triangle. He may then go on to learn that triangles represent
a unidue class of figures with a specific set of defining attributes
and that there are a wide variety of triangles that may be considered
exemplars of the concept. (See an article on concept acquisition in
the Arithmetic Teacher,'Cognitive Formation”, Nasca, December, 1978)

Multiple discrimination tasks generally provide students with opport-
unities to deal with exemplars and non-exemplars of g concept before

any concept names, labels, or definitions have been introduced. Sort-
ing or classifying tasks require students to develop strategies of their
own for separating and grouping sets of objects.. The outcome of sort-
ing tasks will generally illustrate how capable a student is of distin-
guishing the minor differences whichare required for mastery of a con-

_ cept.

¢
Gagne (1965) stresses the significance of multiple discriming!ion prior
to concept formation. Piaget also provides considerable evidence for
the importance of this sequence. His concrete operational stage as a
precurser to formal operations is extremely consistent with the Gagne
hierarchy. Direct experience with real materials in making multiple
discriminations is extremely important if we expect children to
"conceptualize or to be able to form their own concepts. To clarify
what concept formation is try this out with a colleague - "What is the
difference between teaching a concept and forming a concept?”

Below are two examples of multiple discriminations that may be used
as prerequisities for the concepts of standard unit and weight.,

b

Example A - Concept - Standard Unit ' ~

The student must be able to discriminate between standard units and
non-standard units. This may be accomplished by having students N
measure objects with any units of their own choosing apd comparing

results. Students who recognize that comparisons between differ~ nt

objgcts can be made only if the same unit of measure, e.g. paner clips,

" nail, etc. wastused to measure both objects,are ready to deal with”the

concept of standard unit in its abstract s#nse, i.e. name, label, de-
finition and defining attributes. <

39
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Example B ~ Concept ~ Weight

A student must be able to recognize thgt some objects are "heavier" or
"lighter" than others, 1i.e. press down harder, are pulled toward the
floor harder or with more force - whatever his language might be, be-
fore he can be expected to deal with weight.as a discrete concept. FEx-
perience with we'ight as an attribute of objects and the fact that
different objects, are heavier or lighter are discriminations that should
.be made prior to. formal measuring of weight.

.

Jask 3.3 - List the multiple discriminations a student would be re-
quired to master before the following concepts could be
mastered. ” .

-

s

v
- ..

- Numeral
v Poem -

Westard Expansion
’ !

Friendship
Analysis

“E The teacher will be able to recognize concepts eumbedded in
rules as a result of examining rule formation and rule
definition.

Concepts serve two primary functions. First theyv se ve as organizers

of real objecfs and ideas in our environment. These organizing c¢n-

tities (concepts) may be learned, that is, the labels, defining attri-
butes and lists of exemplars and non-exemplars mav become known (memorized)
by students. Or, students as we have already seen, may be encouraged to
form concepts based on their own observaticas. This latter task incidentl:
is far more appropriate for gifted students than the former, i.c. were
knowing about concepts. &

Secondly, concepts may be joined together in meaningful relationship- ~
to form principles (rules). Two or more concepts joined together in &
hypothetical relationship constitutes a hypothesis., If the relationahi

is validated, then the hypothesis becomes a formal rule or principle.

Using these formal rules and principles in new situations is the cognitive
behavior of application:

i O " 4{)
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N

Below are e.amples of fe ble relationships between concepts from the
measurement topic. Stude..ts may b required to validate the relation-
ships if they exist or prove that they do not exist. Students may also

be invited to generate their own set's of relationships. (synthesis cognitive
behavior)

1

Example - Concents within.the measurcment topic, e.g. standard uait,
] weight, length, area, perimeter ma¥y be randomlv combined to see if
. meaningful relztionships emerge. For example, are there any consistent
relationships between the following:

length and area {1 x w = a) perimeter and'area ( P = a)
. lationship) it. i
width and length (no relationship wgéggarggd sta Q%tar 651égeigkg
e

‘pound, ounce,
Or, illustrate how the standard unit for each type of ‘measure may be .

related to other standard units. .

e.g. square inch and inch, (in, 1n3)
- yard ‘and square yard, (yd, yd~) , .
ounce and inch, (unrelated)
pound and inch, (unrelated)
Or,,problems may be constructed in whlcq the solution requires joining
two Or more concepls.

R e.g. Find a linear relationship be: 2 any two measures of
) a circle. (Analysis, radius and diameter, 2: = 4)
Find a non-linear relationship between any two peasures

of a square. (Analysis, length of a .ide-and area, 1 x w = a)

.
- N

Task 5.4 - Underline the concepts in the following rules.

a.}) The area of a trxangle equals !5 of the produEt of the base
. and height.
b.) A cinquain is a five line poem constructed such that:
' : l1st line - one word - roun
2nd line - two vords ~ adjectives
C r : 3rd line - three words - feeling
o 4t» line - four words 1n a phrase related to line |
© 1 line - dne word - svnonvm for line |

E .  The teacher will be able to Jeductively organize enabling
objectives bv studving and practicing examples.

The arrangement of learning activities in a hierachical sequence from

simple to comrlex tasks is classified as a deductive approach to unit

E . development. 1t begins by isolating kev ¢ ncepts followed bv insuring
Fhat students have *he preresquite multiple discriminations and then

@ , move toward rule development based on combining concepts,and eventually

f' into problem solving. Problem solving {at least one tyvpe) requires the

application of specific rules .

. * L) ‘11 ’ .
© ! '

ERIC ‘ o :
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/
Task 3.5 - Presentad beldw are sets of ramdomly arranged tasks. Arrange

these tasks into a deductive hierarchy.

" Set 1.  a. Solving word problems. ,
b. Discriminating between four arithmetic operations.
c. Converting word sentences to number sentences.
d. Discriminating between open and closed number sentences. T
e. Ability to derine arithmetic operaticn indicated by
symbols for addition, subtraction, multiplication and
’ division.

Deductiive order
: . 1st last

Set 2. a. [iscriminating between punctpation marks.
b. Constructing a paragraph. * .
c. Discriminating between a topié sentence ard supporting
sentences. | )
d. Discriminating between questions and teiling sentences.
e/ Defining a sentence.
f£. Discriminating between a complete sentence and a phrase.

Deductive order . "
1st dlast

Terminal Task

1. Identify the concepts in the topic you have selected and write
a clear definition for each concept..

2. Identify multiple discriminations, and/or verbal or motor chains
required prior to mastering these concepts.

3. List possible rules or principles and problems that may be
developed or solved based on these concepts.

*4. Write at least one higher level thinking task for each concept.

. *2. Write a task which would require the formation of a principle or

problem (synthesis level cognitive behavior). ) |

.k \
: *optional pe - 0

i 42 .
ERIC

3
2
3
W Lo e

s

. . & -




Concepts 33' ‘1

Answer Key

; |
Task 3.1 Task 3.2 Task 3.3 - Listed below are some )
. ’ of the multiple discriminations !
1. MD Check with required.
2. M ‘instructor. 1
3 MD Numeral
4° PS 1. Groups are different as a
5° c function of the number of
6. c .’ objects in the group.
* 7. PS . 2. -Number names have different
: ‘ configdrftions.
8. PS
3. One-to-one correspondence.
- a8 = A0
4= an 2=o0
Task 3.4 -
EE— Poem

1. Message-carrying communtﬁﬁilons
and nonsense.
2. Prose versus poetry.

1. area, triangle, equals, 1/2,
product, base, height.
2. cinquain, five, line, poem,

constructed, 1lst, line, one, .
word, noun, 2nd, line, two Analysis .
! L ' L 1. Cognitive behaviors are differe
words, adjectives, 3rd, line, from affective behaviors
three, words, feeling, d4th, 2. Cognitive behaviors range from

line, four, words, phrase,

related, line, 1, 5th, line, . simple to complex: knowledge,

comprehension, application,

one, W s i 1. \ -
e, word, synonym, line, 1 analysis, synthesis, evaluation
3. Discriminate between part and
whole.
Task 3.5 ©
Westward Expansion '
’ Set 1 b, e, d, ¢, a 1. Discriminate between occupied
and unoccupied territory.
Set 2 e, f, a, d, c, b 2. Discriminate between perspectiv
(Indian versus white man).
3. Physical movement versus station
ary position. I
Friendship
. 1. Discriminate between p051t1ve
' and negative <motions thexrl
manifestations.
2. Discriminate amorg friendship
and other positive relation-
ships. .
1I
o . 43 !
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tanagement - Fapulation

How to use a variety Who they are — What they

. . need — Who should teach them
~Binduct ie
: eneing

How to add
" | Beginnings and
Endings

Behavior

How they think

How to
Organize Content

Objettives

An easier way to use
them to write about goais
and sctivities

Communication.

How to handie "spontaneous inter-
action” in the classroom
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Module 4 : .

Activities

[
.

The teacher will be able to write activities on six sognitive
levels using one of the three systems outlin_d in this module
as demonsStrated by writing activities for the concepts of his

topic.

(Application) . -

And one of the fcllowing:

T
a

A\
\
A
\

Blooming

The teacher will be able to use "Blooming with Bloom" to
Wwrite activities on six cognitive levels as demonstrated
by writing one (1) activity on each cognitive level for
a concept. {Application)

The teacher will‘be able to use the matrix system to write
activities on six cégnitive levels as demonstrated by
writing one (1) activity on each cognitive level for a
contept. (Application) ’

The teacher will be able to use the Williams' strategies

to write activities on six cognitive levels by writing .
six (6) activities for each concept. (Aprlication)

T Activities

Matrices Williams' Strategies

with Bloom

»

A

15
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T The teacher will be able "to generate a variety of activities \
representing the range of cogniE}ve behaviors as demd>nstrated ‘I
by doing so on a topi¢ of his ¢hcice.

Rationale

Thus far in this instructional system, you have identified a
topic for a population of gifted students, examined the cognitive
behaviors appropriate for that group, and identified concepts
within the topis to pe taught. . .

The three techniques offered in this module are all designed to
provide a systematic approach for generating activities for the
identified concepts within your topic. You are asked to write activi-
ties on all six cognitive levels for several reasons. Although you
will be using primarily higher level thinking activities with gifted
. students, whenever they have difficulty it may be helpful to suggest a
less complex activity as preﬁaration for eventual completion of the
more difficult task. In additiom, in beginning with knowledge level
activities you clarify the knowledge base you require. A clearly
delineated knowledge base is helpful in evaluation. Finally, writing
activities at all levels will help you in recognizing exemplars and
non-exemplars of the concepts of the cognitive behavior.

3

Task

Three systems are offered in this module for generating
tivities on a topic. The terminal objective for this module
requires that you choose one of the three systems and generate
activities on the topic you hdve selected.

T, is a system which provides verbs and products for each
cognitive behavior. When combined, these can be used to write
a variety of activities.

Tp is a matrix system. One matrix uses the two dimensions
of concepts and cognitive behaviors. The other focuses on the
cognitive behavior of synthesis as one dlmension, anll alternative
modes of expression as the other.

T, is a system of 18 strategles based on the work of Frank
Wwilliams. It uses techniques such as analogies, par. ‘oxes, and
discrepancies to generate activities.

To determine which of the systems you would prefer to use, read
through this module and try generating a synthesis activity from
each system on a concept for your topic; then choose one terminal
objective to fulfill by writing activities on all cognitive levels
for all topics. ’ )

L)

. Concept :

"Blooming" activity:

" x Matrix activity:
¢

. Williams activity:. 4 8
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- ’
"Blocning with Bloom™

-

The teacher will be able to use "Blooming with Bloom" to
write activities on six cognitive levels as demonstrated
by writing one (1) activity on each cognitive level for a
concept. (Applicat:ion) .

E The teacher will recognize the parts of the flower as
a result of reading a description of them. (Knowledge)

E., - The teacher will complete activities for the six cog-
nitive levels using the flower, as a result of studying
examples. (Comprehension}

-



Blooming with Bloom

, .
recommendation
letter group discussion
’ panel news iteg survey television
court trial conclusion people radio
value self or other-evaluation newspapers books
‘ editorial critique events. / 'maqazgnes »apes
£ ’
spaakers // diagrams models
nodels ; records films
evaluate eranslat filmstrips
4 ransiate
stoxy 2udge debate microfiche
. : discuss editorialize/illustrate read a iption -
. - article N i - description
= h decide recommend /represent rewrite -
3 W, radio shov ‘. choose support justify / rdphrase restate ‘facts/i
- - opinions
.- poem, cartoon combine Ql‘z::e” validate \ interpret
- Mew game  compile write . % &  reorder microfilm
- recipe invent compose % ‘ff convert
_ product Predict hypothesize R\
3 estimate infer "% summarize
play create ' produce NWEMS * p) ”
advertise- . originate generate v ‘4ahb construct . alary
mant * o O collection
pantonime formulate design N ‘s ~ teach paint
new solor imagine ;’ sketch relate puzzle
song, new taste classify  generalize use  diagran
puppet show ..~ discriminate deduce employ  compute photographs
P - compare contrast report simulate sculpture diorama
: - separate subdi&ide solve modify map scrapbook
) graph manipulate stitchery mobile
5 diagram dissect operate '
A - survey categorize model illustration
St T, survey computation lesson
' i
: questionnaire plans painting design
commercs. report divisions :
) chart Aiagram parts ’ i
\ structure machine
invention * observe
X 2
5 . ) match
.: 4 identify
; < . define
, N recall

43

at, " lis
acquirc Iaée} name
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Rationale .

¢/ "Blooming with Bloom" is a technique for generating activities
on a concept. It provides verbs which are commonly assocfated with b
each cognitive level, and possible products in an easy-to-use
fqrmat. '

El Teachers will recognize the parts of the flower.
Knowledge is the stem of the flower. Symbolically, it is
the basis of all the other cognitive behaviors. The verbs
which can'be used to indicate a knowledge level objective
are given on the leaves.

The center of the flower is made up of five parts. Each
part contains a cognitive behavior . »

Beginning in the upper right hand corner, comprehension is
the lowest cognitive behavior represented in tha center of
the flower. Higher cognitive behaviors, appropriate for .
intellectually gifted students, begin with application and
continue as one moves clockwise around the flower.
The second layer of each segment of the flower contains the
ve:ds which may be used to generate an activity requiring
the cognitive behavior at the center,

combine
compile write

invent cbmpose
predict infer
create produce

originate

™\ generate
3

The third layer of each segment of the flower contains

possible products for that cognitive behavior. More -
than any other layer of the flower, however, these products

can result from more than one cognitive level behavior.

19
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Task 4.2 ~ ‘ ’ [ 7

Label the parts of the flower using the following terms:

) Knowledge Application

. ///’ Comprehension Analysis
Synthesis Verbs
Evaluation Products s |

,/’”“\\\,

EZ The teachers will complete activities for the six cognitive
' levels using the lewer, as a result of studying examples.

To gererate activities for each concept using the flower,
begin with knowledge verbd from the leaves. Choose a verb
and write it with a product from the flower. For example,
on the concept of freedom -

Recognize a model of freedom for individuals among
several types oi government.

Next, go to the comprehension segment of the flower and -
choose another verb and product:

Describe the pattern of freedom set by France for
the colonies. '

Continue moving around the center of the flower in a
clockwise direction to generate activities at each of the
six levels.

Appiifation: Apply the concept of a democracy to the
New Guinea situation.

0z
5

Analysis: Compare two ur more of the systems of
government ¢f countries which guarantee
personal freedom to their citizens.

O
Synthesis: Describe an ideal goveinment for insuring the
-~ , freedom of children.

Evaluation: Evalu.te 18th century England in terms of
the freedom of children. :

- -
vl
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- Task 4.3
Using "Bloomigg with Bloom", complete an actiwity for each of the
cognitive levels on your concept. ,
)
Knowledge: Identify...............

Comprehension: Paraphrase............ ven

Analysis: Compare...... L #

Synthesis: Change................

Evaluation: Judge................

1f ydu have décided to use this system for generating activities,
‘. proceed to the lcrminal Task Worksheet at the «nd of this module.

w N

5[1{1‘(: ‘

YA FullText Provided by ERIC ¢




o

et

LR

Activities

'

Matrices

\

Tb The teacher will be able to use the matrix system to
write activities on six cognitive levels as demonstrated
by writing one (1) activity on each cognitive level for
a concept. (Application) *

£

. -
The teacher will recognize the parts of the concept/
cognitive behavior matrix as a resuit of reading a
description of the matrix. (Knowledge)

The teacher will complete five cells of a partially
completed matrix as a result of reviewing examples.
{Comprehension)

The teacher will recognize the parts of the synthesis
matrix as a result of reading a descrlptlon of the .
matrix. (Knowledge)

The teacher will complete five cells of a pagtially

completed matrix as a result of reviewing examples .
teomp.rohension)

.3t
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. '
* »
Tb The teacher wiil be able to u<e the matrix system to,
write activities on six cognitive levels as demonstre cd
. by writing one {(l) activity on each cognitive level fur o

.

concept. (Application)
Rationale

The concept/cognitlive behavior matrix has two dimensions which
form a grid. Within the grid it.is possible to generate s1x activitices,
one at each cognitive level for each concept. "The natrix..vstem &ers up
forced relationsh}ps—bétween thejconcepts and the ~ognitive pehaviors.
- - 7 [}

The synthesis matrix was developed becaus: syntho sis act ivities

5 are ~
srobably the most valuable for gifted student. an? arariatly v fetst )
d1fficult to generate. ,The cognitive behavior ot -y.o-weis 1.0 010 0
confused with application. The differences hetweon the trr) Gn claboratéyg
on-1n Module 2, is thal synthesis involves some change. Goe 1mensi1on of

the syrnthesis matrix, therefore, has different ways tS change Tormar 10n.
-

El The teacher will recognize the parts of the conchpticognitive behavior
matrix as a result of reading a description of the matrix. (Knowledge)
The vertical axis of this matrix 1s for thc coucepts that ave heen
i1dentified on your topic. The horizontal axis 15 £ tne g .ve
behaviors according to Bloom.
. . N b d . -
cognitrve Behaviors . )
Ll Know. Comp. Appl. Anal. — oyn. ool o
11 - G
| >
i
. L1
.
- "
The intersection of any of the compounents of o e apuen 1
should result in an actlvity at a particular -~ tpse jeom g

a4 patticular concept.



Activities 4.

A slizht modification of this system is a full page matrix
with only one concept. This allows more room for generating
multiple activities at each cognitive level.

Cognitive Behaviors

Concept. Know. Comp. Appl. Anal. Syn. E:il.
N
\\

Task 4.4 \
Label the blank matrix with the appropriate information. u-in,
the concepts for your topic. (page 45)

~
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The teacher will complete f{ive cells of a partially
- completed matrix as a result of reviewing examples.
(Comprehension)

-

The examples in this section will focus on th higher
level cognitive behaviors of analvsis, synthesis, and
evaluation.

'
Topic: Democracy , .
Cognitive Behavior . _
| |

Concepts Analysis synthesis Evaluation N
Freedom 1. Compare the per- |l. Improve upon 1. Evaluate the

sonal freedom of the Bill of importance of

the individual in Rights. Write personal freedom

a democracy and a new one. to the concept of

] under another i a democracy.

form of govern-

ment.

2. Aualyze the con- (2. Imagine a 2. Debate the issue
stitution to deter- country in which of the rights of
mine the' rights of the individual the unborn.
children. has no personal |

freedom. Write
. a short story to |
describe how the !
government wotuld |
- enforce its polic+
ies and how peopld

would react. X
i
AY

|
i
| e
] r v
3. Analyze the el fecq X .
of individual per- | . l
sonal freedon on | :
the economy of a !
. country. ) :
t [}
i :
{ t
' i
i '
i )
i t
! !
) ¢ -

ERIC S/
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[
|\’
[N .
-
et 1
o ated .
|
]
1
.
ot l‘z‘w("l’_"; ‘
°
{
!
H
i
t
'l
&
i
t
l
1
1]
i
:
. ’
'
1)

-y - °
\ Task 4.5
Add five activities to the partially completod matris on
Democracy.  You ray add a concept or oontinue to oreite aetivities
* wn the concept of freedom.
’j The teacher will recoonrse the poart o o0 Lo At
matriy as a result ot oo e vt o i
. {(Knowledge) h
The synthesis matris 1- ¢« o of 100 b o 0 angto
. ol chanue strateries e Ga..  Foc o anloabie .
) concept, at ledst sra w0t o cra e trvrtie s o
using the change otrateiie-. (90 ¢ oo 4
' Concepts o ,
Change  ~trates s
i
NAvs ol .
Communicating % Attribute  Perspootaoe s "
e : : .
. Writ. I ;
: .
Oroaw . ' .
M t
; ‘
) B ld ' .
» 1 ’ +
Dramacize '
N '
A\ oslichtly moditic! vere o 0 C K o
’ ot vetrti ool asis instead o - : .
La-k 3.6
yabel the blank matr " ! o
tatorrgtion nsing 1 concept | o '
. | ol
$0
k¢! '
O
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Activity 4.6 Synthesis Matrix
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Activity 4.6 Synthesis Matiix

(Alternative format)
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<]

E, The teacher will complete five cells of a partially
conpletcd matrix as a result of reviewing examples.
(Comprehension)

: To formulate activities using the snythesis matrix, focus
) on a concept and one of the change strategies. For ex-
- - * ample, using the concept of freedom, the attribute of
political independence may be changed to yield an activity:

' Elaborate on the idea that an individual is dependent
on the government which grants him political indepen-
dence.

The next step is to choose a way of communicating this
idea (from the vertical axis on the matrix).

Write a short story about this pai%déx,
Other examples are given below:

Change .Persepctive; Advocate a freedomless society
in an expository speech.

Change Uge: Draw up a constitution based on the
premiss that the needs of tae society. are more im-
portant than the freedom of individuals.

Change View: Dramatize the quality of life of the
individual in a society which granted no personal
freedom.
Change Effect: Individual freedon results ir free
enterprise. 1If there were no laws governing free
enterprise (limiting their freedom), what might re-

- sult. Represent your conclusion in a schematizaticn.

Change History: Draft a Declaration of Independence
, as 1f there had been no French Revolution. g

Task 4.7

- Write five more synthesis activities using the matrix on the
toncept of freedom Or another concept under the topic of democracy.
Use five different change strategies.
Concept:

Change Strategy:

Activity:

Concept:

Change Strategy:

Q ‘ctivi ¢

. ERIC
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Concept: ;
: J

Char.ge Strategy:

Activity:

Concept:

Change Strategy:

Activity: ) \

Concept:
Change Strategy:
Activity: .

-

\

If 'you have decided to use the matrix for generating activities,
return to the worksheets for activities 4.4 and 4.6. (pages 45 and 48-49)
Complete the matrix on page 45 for the concepts for your topic. Then,
proceed to the Terminal Task Worksheet at the end of the module. As long
as your matrix is complete there is no need for you to transfer the infor-
mation to this worksheet.

N

64
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- et

Williams' Strategies

The teacher will be able to use the Williams' Strategies

to write activities on six cognitive levels as demonstrated
by writing six (6) a&;ivitio: for each concept. (Application)
E The teacher will descrihe the steps in his own words
for using the Williams' Strategies for generating
activities as a remult of reading a description of
the steps. (Comprehension)

1

E The teacher will use Williams' Strategies to finish
several activities for a concept as a result of re-
viewing several examples. (Comprehension) -

Y

v
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! *,
- T. The teacher will be able to use the Williams' Strategies
\ to write activities on six cognitive levels as demonstrated

by writing six (6) activities for each concept. (Application)

Rationale

Williams has presented 18 teaching strategies in his book
Ciassroom Ideas for Encouraging Thinking and Feeling (1970, D.O.K.).
Thetstrgtegies focus on the unusual, puzzling, or exceptional about
a.concept.

3

Thinking in terms of these strategies when developing activities
:usually helps to generate higher level tHinking activities.
Ei The teacher will describe in his own words the steps for using the
Williams' Strategies for geherating activities as a result of reading ‘-
a description of the sf- s. . (Comprehension)

Williams' 18 strategies are listed and defined on the following
pages. Three activities can be generated for each one based on L
Bloom's 'Baxonomy.

1. Identify and define the element. (Knowledge, Comprehension)

2. Recognize and iocate examples of the element. (Application, '
" Evaluation)

. .3. Analyze the element for the purpose of invention. (Analysis,
Synthesis) :

These three steps represent the developmental sequence to be used
when teaching with each strategy. Activities generated on steps
w0 and three would help to satisf{y the needs of the gifted student
for higher level thinking. p

Williams' 18 strategies are given and defined on page 55. An example

of creative activities for a science fiction unit follow the definitions
on page 56. Each'strategy takes a unique perspective on the content.
Before the student can respond to that he must be able to identify it
and locate examples. Following this acquisition of information, he may
manipulate 1t at higher cognitive levels. The examples on science
fiction are all from steo 3 above. .

~

66
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Task 4.8

Williams.

Describe the three steps for generating activities using
Try not to refer back to the descriptiorn - this is

a comprehension level task.

Step 1:

.Cognitive Behaviors
Step 2: ‘

Cognitive Behagviors
Step 3: |

Cognitive Behaviors

Activities

54

The teacher will use Williams' strategies to finish several

activities for a concept as a result of reviewing several

examples. (Comprehension) .
-

-

Using the conceﬁ?ggg freedon, we nave given examples of
activities throughout a chart on pages 58 and 59. Fill
in five more activities, making certain you lend varjety
to the task by writing at least one activity in each

column,

€7
]

-

- —
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Activities 55

L

~J

10.

it.

1h.

17,

18.

Paradox

Attributes

Analogies

Discrepancies

Provocative
Questions

Examples of
Change

Examples of
Hab1it

. Organized

Random Search

-

Skills of

Search
e

Tolerance for
Ambiguity

Intuitive
pExperience

Adjustment. to
Levelopment

Creative People
afd vrocess

Evaluate
Sltuathps;

Creative
Reading Skill

Creative
lL.istening Skill

Creative
Writing skill

Visualizatijion

Williams' 18 Strategies

4 .
Something which seems to be contradictory that '
may nonetheless be true. )
he inherent properties, characteristics or qualities‘..'
The comparison of two things based on some criteria of .
likeness or difference. l

Unknown, missing, or unreported information.
Inquiring about the puzzling, controvers:al, or
mysterious.

A focus on the dynamics or growth ~f .a situation and
the subsequent modificatione. ’

2 focus on the rigif.ty of thinking and the effects
of 1t.

Uéinq a fam:liar idea (like alphabetical order) to go
at randor to create a new idea.
A~
Searching for information through research ir the
areas of: :
Historical - search for ways something h.s been
done before.
Descriptive - search for the current status of
. something.
Experimental - search for what happéns 1n an experi-
mental situation.

Posing situations which are open-ended and do not
force closure such as situations which puzzle,
intrique, or challenge thinking.

Sensitive to information from the five senses, emotions
and inward hunches.

3

s

Learning and developing from mistakes or failur's;
generating many options for action.

Examining the traits and processes of creative people
in a field »of endeavor.

‘heck 1deas against the facts; make decisions based on
conseque... s o 1mplications.

Using reading as a springbhoard, a way te generate 1deas

Using listening to learn and generate 1deas.

The ski1ll of cqQmmunicating ideas in writing and
generating new ideas through writing.

Express 1deas 1in visual form and learning from visuals.

64



Activities 56

.

Higher'Level Thinking Activities for a Science Fiction
Unit based on Williams' Strategies

1. Paradoxes Propose a hypothesis to explain why it is that science
fiction writers are able to accurately predict new y
inventions but not create them.

-~

2. Attribute : Analyze at least a dozen works classified as sciencea
fiction to determine its characteristics as a literary e
genre. ,

3. Analogies Analyze "science" and "science fiction" to determine

' their relationship. Analyze "fiction" and "science
fiction" to determine their relationship.

' 4. Discrepancies Identify som *hing which is unknown in a science fiction
work: write a science fiction story in which that unknown 4
is known.

5. Provocative Propose an hypothesis to answer the question: "Why

Questions has science fic:ion been called a modern myt!( ' yy?"
. Predict the effect of a science fiction "fact' suddenly
becoming real.

6. Examples of Create a science ficticn story pretending that you, the

‘Change - author, are living in the 1800°'s.
’
7. Examples of Evaluate a science fiction work in terms of all the ways
. Habit it contradicts our habitual ways of viewing things.
, 8. Organized - Create a science fiction stcry in which you change the
Random Seaxrch sex of the main character.
9.: Skills of Summarize the history of science fiction.
Search
10. Tolerance for Propose alternative hypotheses for solvin~ Princess Lea's
Ambiguity problem 1in "Star Wars". (Teacher may read any sc’ence
fiction story outloud and stop at a crucial point for
several days to allow stucdents to propose solutions to a
dilemma.)
11. Intuitive Re-write a story including yourself as a character.
Experience

“

O
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Aruitoxt provided by Eic:

13,

14,

15.

16.

—
e

13.

Activities

Adjustmeat to
Development

Creative People
and Process

Evaluate
Situations

Creative Reading
Creative
Listening

Creative Writing

Visaalization

57

Propose questions to be able to describe a
mysterious character, object, or situation.
Propose hypothesis based on information available
(twenty questions).

Analyze lsaac Asimov's life to describe his dual
careers as science fiction writer, and scientist.

Investigate the effect of science fiction on the
scientific community.

Compare two science fiction works written 100 years
apart.

Create sounds for several machines or weapons used
in a science fiction wor«.

Write a storv 100 vears hen.. using one of the two
themgs analyzed in objective #15.

Create illustrations for one-of your original
science fiction works.




Provocative
' Questions

Example of
Change

Example of
Habit

Qrganized
' . Random Search

i

| Skills of
I Search

' ./Tolerance for-

j Ambiguity

nestricted by the
rnights of othens.
Explain.

The B 04 Réghj;—haé
grown. Why? How?

People take thein
greedom 4on granted,
How?  Why?

New democracies ate
experrameniing wi th

owt model. What coun-
thies have? With what
result?

‘«-/’

How (8 (t welated to pen-

sonal freedom (n a fuee

soceety?

Have we Lost seme {reedems
thueugh neglect?

e e e

!
f
!
|
!
i
}
|
1
f
]
!

L What 4o

Activities 58
. , Activity 4.9 - Activities Based un Williams Strategies
! Concept: Freedoh '
' Strategy Identify, Lofine Find Examples Create
Paradox 14 greedom (s the natural
' state of humans, why do
some telerate net beding
L frnee? )
! | \
N _
Attributeé
' Analogies A docton 48 o medicine as
L8 to
' freedom.
Discrepancies "Free" means unte- Right to Lifes tyle. Describe a scedety
stricted. Freedom (85 |[How 8 it resinicted? whirh gives unte-

stuicted {reedom to
(ndividuals.

doms woudd you
want fexst 4 you had
iever been frec?  Why?




Activities 59 ’ .

Activity 4,9 - Continued A

Sfiategy Identify, Define Find Examples Create

d,;«v

Intuitive You have just been -;;cl

Experience - a slave. Describe
you feel.

Adjustment to How has big government

Development ” afgected the greedom

0§ the individual?

£

Creative People |[Thomas Jeipserson .
and Process Wno was he? Why 48 he
identified with 4reedom?
Evaluate What sl be the Atatl
Situations ) 0f personal freedom o
~ ’ eanth in the yean ZZOi

Histcnical Fiction |
What (s (t? 0f what !
valuc 8 <t? To whom? |

Creative Reading
Skill

-

Creative Listen- Freedon has been ex-

ing Skill pressed <n song and i
y poethy. When? What ate
! scme examplos? !
t
Creative Writing . ;Tho&eaub' theatis b
Sk1ll 5 iCivéf Disobeddienc.
N ; i of pernscnal freedom.
. i Why? Find another
I I exampte.
Visualization ' Sumbels of freedem
skill . What axe they? Whene

did thew ondginate?

3
, : a classic expressce. l
i
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Activities 60

If you have decided to use this system for generating activities, use
the additional chart provided on page 61 to write activities. It may not be
possible or even useful to generate 54 activities. 1nstead, chocse one
technique for each concept and write at least three activities for it.

After completing the chart with at least 12 activities, proceed to
the Terminal Task Worksheet at the end of this module. It is not necessary
to rewrite your activities in this format if they are organized by concept.

[
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\Activities 61

. ERIC

Aruitoxt provided by Eic:

-
\ Activity 4.9 - Activities Based on Williams Strategies
Concept:
- |
Strategy i ldentify, Define z Find Examples Create
{ (Concept) \
-1 !
| |
! !
Paradox I i
)
! i
f i
Attributeg } !
| |
i i
3 i
Analogies ! } '
|
i i
. ' i i
Discrepancies | { '
| X !
% | |
! ! ’
Provocative ] - ) -
Questions ) i 5
] +
! § .
] ] i
| ! !
Example of ' ° i ;
Change . ; :
' § ' P
b ] .
' t !
Fxamples of ‘ § ‘
. * 4 i
wbit : . : :
. i {
i 3
. ! . !
Urganized } } )
Random Search i ! X
) ’ '
» : ;
. 2 !
skills of ' ) X |
Search ! . : I
: : : |
, ) 1 . ]
foleranve tor ! ! . |
)
Ambiguity Co ; | |
‘ i ; ‘ |
t 1 . i
| } . i
Intuitive ! y ' |
. ¥ '
Lxperience % ; ! |
l ' ' ! |
[/ j : . ;
Adjustment to ! ; !
Deve lopment ' ; |
l
1 t i
+ + 1
: : 74
Creative People ! ' i
and Process ! : '
+ 0 i

'




Activity 4.9 - Continued

Activities 62
&

Strategy

Identify, Define

'ind Examples

Create

Evaluate
Situations

“Creative Reading
skill

 Creative Listen-
ing Skill

Creative Writing
Skill

Visualization
Skill

"i'ﬁmﬁ" O
Vi . A
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Activities 63
Terminal Tasﬁ Module 4

Complete the tollowing information to meet thé requirements of the Module:

»

Tepic
Loncepts
l\-

Activities

S

!

™~
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Activities

T
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Population

Who they are — What they

need — Who should tesch them

How they think

nductive AN
encinglil

How to odd
Boginnings ond
Ending 4

Activities

Techniques to get content
across and promote higher
lavel thinking

ehavior

\Beductive
&equencing

"\ Organize Content

How to

\

How to handle “spontaneous inter-
action” in the classroom

Communication

/ |
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Mo tule 5

Terminal and Enabling Objectives

s

e reacher will be oable to write terminal obiectives that
ing tade o detinen population, a4 cognitive behavior, and
methiod of vvaluastilon.  {Applircation)

The to waer will be able to write snabling objectives that
include g defined population, a cognitive behavior, and
artivitie s dosigned to develop those behaviors. {Application)

Thee teacher will be able to recognize the four
independent behavioral ohjectilves as a result of
studying definitions anq practiciga discriminating
among those parts. (Comprehension)

o h. teacher will be able to discrimirate between
rerminal and enabling objecrives as o result of
re~canizing which parts of benavioral objectives
are included tn terminal objectives and which parts
ire 1nc luded 1n ecabling objectives. (Fvaluation)

Chye ctave

e e e vt e T

e H W+ * iy YRS
JAltiat o, HE o Actaivity




Objectives 68

The teacher will be able to write terminal objectives that 1n»1ude i\.
a cognitive behavidr and method of evaluation.

The teacher will be able to write enabling objectives that include
cognitive behaviors and activities designed to develop those behaviors.

Rationale

At this point in the instructional program you have selected a
topic, written a rationale, identified cognitive behaviors, arranged
cognitive behaviors in a deductive sequence, and identified a minimum
of 18 instructional activities. You are ncv ready to complete your
basic unit plan by combining these components into a system of terminal
and enabling objectives. Your unit plan will specify terminal behaviors
to be achieved by gifted students along with suitable evaluative con-
ditions and, enabling objectives designed to move students along a con-
tinuum toward these desired end of unit behaviors. The enabling obj-
ectives will be the activities you have already written, organized from
simple to complex in terms of cognitive behavior and content. The
terminal objective will describe the final student outcome of the entire
unit of study. For gifted students it will probably represent a problem
and require synthesis level cognitive behavior.

You have no doubt noted that you, the gifted teacher, are expected
to complete the higher cognitive level task of writing a unit as a result
of this program. Each Gem provides you with opportunities to complete a
part of that task. The activities within them "enable" you to complete
the terminal objective. y .

The teacher will be able to recognize *he four independent paris of an
objective and have then gone on to make some vague distinctions between
goals and objectives. This has resulted in little substantive differences
between goals and objectives and the distinction has served no useful pur-
pose. Wwe attempt to avoid the confusion created in this structure by fo-
cusingon terminal and enabling objectives. Functional rules for terminal
and enabling objectives can be defined ard clear distinctions between them
can be drawn. First, the four parts required in the formation of cbjec=
tives include:

1. Population - who will demonstrate the behavior
specified in the objective.

2. Behavior - a word or phrase that clearly describes .
the behavior to be acquired by the population.
(See Module 2 on Coynitive Behavior)

3. Activity - a description of the activity(ies) that
will produce the desired behavior. (See Module
on Deductive Sequencing and Module 4 on Activities)

4. Evaluation - how will the desired behavior be evaluated
and what level of mastery will determine successful
prrformances. (See Module 4 on Antivities)

i




Objectives 69

Example
Intellect-ually gifted 4th grade students - population (p)

Will write a minimum of five hypothesis - behavior (b)

After examining alternative causes for -
hypthetical events presented in short
paragraphs

activity (a)

Each hypothesis will meet the two stan- - evaluation (e)

dards of:
a. accounting for data presented ~
in the event description
b. testability -
Task 5.1

/ Identify the following parts of obiectives as referring to the
population (p), behavior (b), activities (a), or evaluation {(r'.
Objective 1. {a) Inteilectually gifted 5th grade students.

{b) will construct two dimensional shapes
(c) by following sets of written difections.

Objective 2. _ fa) Creatively gifted lst grade, students

(b) will identify humorous events'
jc) observed in their own-homes over a two-day perioqt

Objective 3. _ (a) Intellectually gifted 6th grade students.. -
) ___(b) w1ll describe Buck's early environment and
development (c) during a class discussion following
T silent reading of Chapter 1 in "Call of the Wild."

Objective 4. __ (a) Ingxlfpctually g1 fted 5th <rale students

___(b) will demonstrate an ability to compare

___geometric f-ms (c) by constructing a twu dimen-
sional matrix that illustrates the relationships
between number of angles 3gnd numbér of sides of a
minimum of five shapes.

Objective 5. _ (a) Intellectually gifted 6th grade stu-dents
__(b) will be able to state in their «wn words
___the law of the “"Club and the Fang" (') -0 that ‘i
gtatement is recognizable to peers.

Objective &. __ (a) Creatively gifted 3rd grade students (b) will
’ . __demonstrate an ability to generate (c) a minimum
_of six a.ternative hypothesis explaining why each-:
of several events has occurred when ¢..»n verbal
descriptions of unusual events.

- -_— 1
.

1
s e




Obﬁectives

.

-

The teacher will be able to discriminate between terminal and
»nabling objectlves as a result of recognizing which components
of objectives are included in each.

Enabling objectives contain the following components :
1. Population
h 2. Behavior
' 3. Activity

Enabling c.jectives focus on—the activities students will engage
in as they work in the unit of study. Several similar, optional, and/or -
alternative activities may be listed under one enabling stem, that 1s,
one statement of population and cognitive behavior. Enabling objectives

are characterized by the word "will." The stud-nt "will" do something to .
gain the information or skills he needs in wcrking toward the completion
of the terminal objective. ‘

4

Intellectually gifted 4th qrade st.dents wiil compare attributes

of trees by:
1. Egxamining diagrams of trees,
2. Examining trees on school grounds.
3. Participating in a brainstorming session, and
4. Discussing with classmates commonalities and differences

of trees.

-

Terminal objectives contain the components:

1. Population
. ' 2. Behavic:
3. Evaluation

Terminal ob,ectives are distinguished by a "will be able to" or
"will demonstrate" phrase and criteria for judging successful performance
of the cognitive behavior specific within the objective. Cdhditions
Sclected for demonstrating final performance may be drawn from the pool
of activities developed in Module 4. Someone looking at a terminal
objective should be able to asnwer the question, "How will I know when
I have successfully ‘demonstrated the-cognitive behavior srated in the
objcctlv*’" You may ask yourself, "How will I distinguish between
successful and unsuccessful vperformance?"

—

EX les
o

. Enabling
. 1. Creatively gifted 3rd grade students will list alternative
modifications for a broom by using an attributes checklist.
, . 2. 1Intellectvally gifted 5th grade $tudents will record critical
1 . incident. contributingy to changes in their environment
ol served over a two-week period of time.

¢
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Termiral . .

- 1. Creatively gifted 2nd grade students will éemOnstrate the
ability to produce flexible rasponses to pictorial stimuli
\ with a minimum of five categorically.different responses
_ per r .ture.
- 2. 1Intellectually glfted 6th grade students will demonstrate
o an ability to con*rast two 11terary selections by isolating °
a minimum of five contrasting elements for each of three
pai¥s of selections.

t

c i Task 5.2 )
. e . . Retnrn to task 3 2 and classify the Objectlves you wrote as either
. i enabling or terminal.. Look for the characteristic phrasing of "will

do" (emnabling) and "will be able to." Do you use other svnonyms for
these phraset? What are they? ¢ ’ - ;

Terminal Task - At this pofnt, vou should be able to organize the
cognitive bemaviors you have selected, activities, and knowledge
of terminal-and enabling opbjectives in a complete unit plan. At 5
. this point your unit plan will contain a rationale, terminal objes-
tives in which evaluation conditions for demonstrating terminal
behaviors are specified and enabling objectives that delineate cognitive
) behaviors and activitiec. These terminal and enabling objectives should
) ( be hierarchieal!: arranged in a deductive sequence consistent with
) the taxonomy of cogritive behaviors and levels of learning in content-

:
|
i

o

E
!
:

Your unit should meet the following criteria:
— 1. Rationale - as specified in Module 1

2. Terminal “rhettives
'a. . Popularion
* \ b. Observable cognitive behavior
~. Evaluative criterra -
" 3. Enabling “hicctives
a. Population
- b. Ohgervable rognltlve behavior
N c. Activities
: . 4. A sequence of enabling - b)ec€$yes that will 1~ad students
through the p-eréquisite lower level cognitive behaviors
. and 1ovels of learning to the desired terminal objective.

5. A preponderence of higher level cognitive Jbehaviors. s

3 6. FEach obicctive labeled with the cognitive level behavior.
. *

Q ) % e84
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Task 5.1
Obj. 1

a. Population
b. Behavior
c. Activity

Obj. 4

a. Population
b. Behavior
<. Evaluation

Tésk 5.2
Obj. 1 E
Obj. 2 E
Obj. 3 E
Obj. 4 T
Obj. 5 T

S S . g ey

a. Population
b. Behavior
c. Activitv

Obj. 5

a. Population
b. Behavior
¢. Evaluation

2

Obj. 3 ,

a. Population

b. Behavior

c. Activity

rhi. 6

a. ‘Population
b. Behavior

‘c. Evaluation

85
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Bebavior

How they think

Who they sre — What they
_nesd — Who should teach them

ﬁNJ U
'er \\

Techniques to get content
} across and promote higher
» leve) thinking, -

\Beductive

- How to
Orgsnize Content

ébitttim

‘ “An sssier way 1o usm
" them to weite about goals

Sequencing

Communication

How to handie “spontansous inter- -
sction” in the classrocm

~

-
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Module 6

Inductive Sequences of Learning Aptivities .

T The teacher will bc able to construct a unit presentation using
the inductive approach, as demonstrated by the addition of intro-
ductory and culminating activities to his unit plan. (Application)

4
¢

' . El The teacher will d¢scribe the inductive approach td sequen :ing
learning activities as- 3 result of reading a.description of it.
(Comprehension) ' .
E The teacher will develop an introductory actlaity as a result
T of completing T or Tb
, T, The teacher will be able to describe a minimum of three
; . learning activities designed to teach ~roblem solving
- strategies for Type 3 and Type 4 problems as measired
4 by the definition of an introductory activity in the
inductive approach.

T The teacher will be able tq write ontological, axiological
and epistemological gquestions and activities for use as

ar introduction to a topic and which meet the criteria

of an introductory activity. (Application)

e

The teacher will develop culmimmting activities -for a unit
- ) as a result of reading a aescription of_ problem solving and
2 ) examples of activities. (Application)
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3
-
4

T

3

Topic

Historical How accurate is historical fiction?

. - n Inductive Sequences 76

The teacher will be able to construct a unit presentation using “\ .

‘the inductive approach as demonstrated by the addition of intro-
ductory and culminating activities to his unit plan. (Application)

Rationale

-~

There are two basic approaches to organizing learning
activities for students. - One follows a deductive. approach
(Module 3) 'in whith prerequisite behaviors are carefully established
as students are led up through both Bloom's taxonomy in the-cognitive
domain and Gagne's levels of learning. Thi approuch utilizes a
sequential organization of enabling objectives chat lead to terminal
behaviors. Know'edge and comprehension level behaviors are est-
ablished prior to application type behaviors followed by analysis,
synthesis and evaluation level behaviors. Multiple discriminations
and concept acquisiticn are established prior to principle and
probiem solvihg level tasks.

The other approach utilizes an inductive approach in which
studeuts are immediately immersed in higher level tasks and then
find (discover) it necessary to backtrack throu~h lovet level be-
haviors in order to resolve apparent paradoxes and ambiguities., *
£ach approach has its strengths and weaknesses depending upon
teacher preference, content area, and student grade 1 I and
sophistication.

. -
-

The purpose of evamininé the inductive approach is to produce
an introductory and culminating activity for your unit. Although the
body of your unit is complete with its activities and expectations,
we bave made no mention of its presentation to students. The in-
duc.ive approach provides the key to the successful implementation of
a well-prepared unit. o

The introductory activity is designed to interest students in
the topic and to provide or initiate direction for information gathering.
The intermediary activities guide this search for information so that the
topic is thoroughly explored. The culminating activity then ties all that
has preceded it together. It represents the best answer Lo the question
posed by the introductory activity. -

. Introduc@ory questions and activities Culminating activities

Students "become” an

Fiction Students listen to tape recording of historical fiqure, there-

Hal Holbrook's Truman, and read a by creating historical
historical rendition. ’ fiction.
. {

Fractior How many different ways can you tell ' '

someone you want a part of something?
In groups of five students receive a
large candy bar. They are asked to
write what part they want of ,it on a
piece of paper using any expression
except fractional ones. The student s E;ég
with the most unusual and accurate
request (as judged by another gro 1p)
gete that part. The rest of the candy
bar e Qivided menag the cthevs.




Indpctive Sequences 77 ) .

E, The teacher will describe. the inductive approach to
sequencing learning activities as a result of rcading
a ducription of it. (Comprehension)

Ed

The inductive approach to a unit conlilts‘ng three stages:

Stage 1. Introductory activities which present -a queltion or
problem, and then clarify it.

Stage 2. Intermedisary activities which are built Arolmd a terminal
objective and several enabling cbjectives. .

Stage 3. Culminating actizitias which bring all the information of
the unit to bear solving the problem or answering. the
quor,ﬂon posed at the beginning of the unit. - Idu-findinq
and solution finding contribute t. this stage.

\‘ e

How to writc introductory activities is the topic of the next enabdbling
cbjective ( Introdnctory activities may be based on a problem (T ) or
philosophicnf question (T,). The problem solving process of problem 8lari-
fication, idea-finding solution~finding are presented in the section on

' culminating sctivities (£.). You have already writtan the intermediary
- " activities for the unit ii you conploted' odule 4.

- 'I‘ask 6.1 Delcribe the throe staqel of inductive npi:roach in your own
—- words. Try hot ‘to refer to the|description given.

Stage 1.

Stage 2,

Stage 3.

g

b oft o
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: Inductive Sequences 78 A\

:
i

The teacher will develop an introductory activity as a
result of cospleting the terminal objective for problem ,
solving or philosophical perspective. .-

The basic premise of the inductive approach is that students

‘are more motivated to learn about a topic if they are presented with- \L
N something which puzzles them. Like a rhetorical question, an intro-
i g duction to a unit which has an unknown answer, can get students in-
: volved through presenting them with a challenge. Added to a unit of "’
2 study, this is the introductory activity. )
- b

The section on problem solving discusses four types of problems, |
two of which are appropriate for introductory activities for a unit
for gifted students. The section on philosophy suggests a perspective )
which poses three unanswered questions on a topic. /
At this point you whould read the rationales for each cf the
sections and then choose one to complete. Of course you may examine
the sections as closely as you wish before making your decision.

E After formulating an introductory probiem ot Guestion, it should. -
. be added to your unit plan. In addition, you will want to be suxe to .
| T~ make plans to make it a highly visible part of the students' environ-

“~._ment, something on the order of a large banner at tne front of the room.

~
2
»

o
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”
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: Problem Sclving

The teacher will be able to describe a minimum of three learning

activicies designed to teach problem solving strategies for Type )

and Type 4 problems as measured by the Jdefinition of an intro-

ductory activity in the inductdive approach. (Application)

El The teacher will classify problems as a result of studying
definitions and examining examples of problem types.
(Comprehansion)

3

Teaching
%roblem Solving

. . ‘ ’ T
- Types ’ : Strategles

5 -
).

. ‘,Prlblem Idea y Soiﬁtinﬁ
N . Clarification Finding . Finding™

Rat ionale Py

The two tasks of problem finding ‘and problem solving provide ;
5 numercus opportunities for applicetion of higher’level cognitive |
behaviors. Because of their significanc2in the intellectual
. R gifted classroom, 1t is desirable to examine them from a first
“ fFerson perspective as well as a process to pe taught. It 1s
' i assumed that ‘teachers well-versed in efficient problem solving
. strategies will not only be better able to teach problem solving
, i as a ?rocess, but will increase their effectiveness by serving Ty
problem solv1ng models.

1

« A -

) ‘Although problem solving can be taught to all levels of students,
: it 19 the 1ntellectually gifted who, as future producers of infor-
mation, will benefit most significantly from skiils in this area.,
Problem solving is one of the distinquishing features of the intellec=
tually gifted classroom and emphasis on pioblem finding ‘and problem .
solving contribute significantly to the qualltatlvely differentiated
curriculum. :

. Posing a Type 3 or Type 4 problem is an excellent way to begln
a unnt. They present the stydents with “real” proi.lems to be solved.

o 9
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The teacher will clasaify problems as a result of studying-
---— - - - definttions and examining examples of problem types.
{Comprehsnsion)

Clarification of higher level cognitive behaviors in
problem solving is grounded in ths problem finding - problem
solving context presented by Getzels (1975). Problem classi-
fication, according to Getzels, is based on who has information
about different stages of the problem solving prccess. The
figure below, adapted from the work of Getzels and extended to
include one new type of problem, presents a problem classi-
fication schems based on the amount of information possessed by
teachers and students for each of three primary stages in the
problem solving process.

-

QD Problem Finding ~ Problem Sqlving

Problem - Problem Statement Idea Finding Solution Finding ,,
TYpes Tch, __St, Tch. St. Tch. St. -

1 +. + + + + -
2 + + + - + -

3 + + +\\ + - . - -

As pointed out by Getzels, the only mystery in Type 1 problems is the ;
correct answer to be supplied by students. Actually, Type 1 problems require :
only the low level thinking skills of knowledge and comprehension. Type 1
problems are frequently encountered in commercial text and workbook series
and can be identified by a basic fill in the blank format. Type 1 p.oblems
present. the problem statement for which some standard method of solution is
already known to students. For example, "Side A of a square is 5 inches,
fird its area.” The method of solving this prupiem has already been estab-
lighed and students are required only to recall a formula, substitute one
number in the correct place, and to perform one arithmetic operation in
order to arrive at the correct solution.

Type 2 problems require the student to find a method of solving the
P em as well as determining its correct solution. For example, “Side A
of a is 5 inches. How do you suppose you can find its area?" Type 2
problems are utilized i1 discovery learning processes in which students are
expacted to explore seversl alternative methods for arriving at a correct
solution. Students then evaluate various alternatives and select the most
efficient method. /what frequently happens in group settings, however, is that
one student discovers « solution which is confirmed by the teacher, and the
rast of the group then has dnly a Type 1 problem to solve.

A third type of problem offers a defined problem statement to both

teacher and student for which one general methodoiogy is employed.
The molution for Type 3 problems is however, open-ended. Any solution

92 .
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that can be supported either directly or & inference is considered. Type
3 problems are generally encountered in su. h settings as moral reasoning sessions
(Galbraith & Tones, 1976) where moral dilc 'mas establish the problem setting;
Great pooks program where interpretations ~ authors'intent are used to_estab-
lish  problem conditions; and in Lipman‘s{1974) Philosophy Program for
Children. Solutions are judeed neither right or wrong, but rather in terms

of probabilities based on the supportive evidence gathered from contextual
clues. The method emploved in Type 3 problems it based on analysis of the
problem setting mediated bv values and/or feelings held by the problem

solver. The significance of various pieces of information may vary based

on cach individuals mediating function and a variety of correct solutions

may emerge.

' _

Type 4 problems are unstructured situations in which neither teachér
or student has defined the problem. Obviously, in this state of ambiguity,
there can be "neither a predetermined methoxd or-predetermined solution."
For example, "Here is a square, how manv different questions’ can you ask ° !
about it?" or "How many ways can vou divide eighteen in half?" Type 4 P
problems are often stated as tasks to be accomplished or ofiered as settings
in whict something is likelv to change. For example, "Build", "Find",

.. -
3

O AL

bl

°

3 "Defend vour position'”, "How will life be different 20 years from now?", ;
3 r "If snow were green......:.." introduce opportunities for defining and i
: . solving Tvpe 4 problems. )

' Mk B e B

Both Tvpe | and Tvpe 2 problems have predetermined methodologies
and oneg correct, predetermined «olution. Students need apply -nly the
cognitive behaviors of recall and comprehension in finding the correct
solution to Type | problems. In Tvpe ? probhlems, students must "discover"

a method and then find the <olution. Although analvsis, comprehension, and
application behaviors mav all occur in Ty 2 problems, it is que-tionable
whether a large number of <tudents 3atna!1\ engage in all of these cognitive
behaviors in a group setting, Tuvpe 3 problems requ.re analvsis of some !
p-hlem condition, gencration of plausible solutions based on evidence

K available in the problem setting, and then organization of evidence to
support selection of one wolutjon. %o only are svnthesis behaviors re~
quired in generating plausible seolutions but evaluation behaviors are re- o
auired in 7assessing the dearce to whivh se lected evidence actually supports
the conclusion. Tupe 3 problers venerally <tructure the method, of solution i
around formal reasoning processes. i

-
L]

P

Tevpe 4 prohlems rgquxrv students to tirst clarify the problem and
then tind both a method and 4 soluition tor solving the problem. Thi®
process may lead to a whole set of questions to be explored individually

or bv small groups of students. Tvpe 4 problems offer substantial opport-~
unitv for developing problem tindine and problem clarification skills re-
fquiring the use of analvsi- level hhaciora, Tvpe 4 problems al<o require ,
svathesizing hehaviors, 1.o., the comoruction »nt .4 method of dalternative
methods leadin, toward a wolurions and rapally cvaluation, i.e. determining R
. which alternative method i. “o-t (i1 tont and whether or nol ‘the solution .
satisties comditions defined vnothe sronlen, Ine auwalitativels ditferent
program tor pifted students ©i11 Contain o pre onderence of T pe 3 and
Tepe ! problems.

KN
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Examples of Type 3 problems that might be built into existing
curricula are:

I. Which character in this story do you think is strongest?
- Why? How do you define strength?

2. . wWhat would you have done in John's position? Why?
3. Why do you think Harry Stottlemier behaved like
that?

Although Type 3 problems are.now genmerally £found in some,very
excellently structured programs, their use should increase and general-
ize to the standard curriculum as experience with these programs
continudes. ) N

Examples of Type 4 problems that might be included in any
curricular programs are established in such directions as:

Repreduce a natural environment in vour classroom.
Develop a 'system for measuring small objects.
Develop a plan for organizfng a student government.
Find out how people are manipulated in our environ-
ment. - )

Find at least two wavs to measure a tin can.

6. Develop 3 non-verbal process for cdmminicating
directions in the classroom.

£ B e

w

.Each activity is basicallvy open-ended and requires that the
student extablish his own starting point, that is, state the pro-
blem or define the question. Once a basic question is defined, the
student may go .on to invent a methodology (idea finding) and event-
ually arrive at a solution. The solutfon is not judged in terms of
its correctness from any normative standard but rather, is judged on
how well it responds to the original question. Type 3 and Tvpe 4
problems provide inductive opportunities for learning. ~ That is, thev
provide overall stryctures within which investigation of. topics and
saining of both knowledge ard skills mav occur.

Exauples - presented below arc examples of several problems classified
by tvpe. ) |

" Problem Tvpe
1. Go outside and count something you know 4
more about after vou have counted it than

vou did before vou counted it.

2!  How is a parable difterent from other 3
literarv forms?

3. Given two aiternatives, which do vou think 3
John should choese? J
4, If John has 30 apples and he gives 12 to Marv, 1
. how many apples does John have left?
. 94
_de
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5. If a bullet weighs 6 gms. and has a muzzle
" velocity of 1,250 ft./second, how high can
the bullet travel if directed in a lide con-
. gruent with our earth radii?

6. How could you locaie points in two-dimensional
space? . »

7. Collect information from your jlassmates about
their favorite color.

8. Which character in this story is the most
’ frivolous? .

Task 6.2 - Classify each of the following problems as a Type 1, 2,
Jor 4 problem .

1. How do you suppose we can use-a barometer to find
the height of a skyscraper?

2.° Map someEhing that ¢annot be seen.
3. Find the area of a triangle with h=5" and b=4".

”

4, List at least four problems that the farmers of
Latin America face.

5. Find out what people do that they say they don"t do.

6. If you were to cﬁange just the ending of this story
to make it more interesting. how would you do it?

7. Identify the theme of the storv beginn1ng Oj;paggl26 '

of your basal reader.

8. How many different types of zigsed geometiic figures
can you construct with 5 or’ {ess straight lines?

Terminal Task

Suppose you were using a prcblem-solving approach in a
heterogeneous-oriented classroom and wanted to explore the topic
. \QS energy conservation. You might begin by brainstorming the
topic and encouraging individual students to identify specific
problems related to the topic. (an introductory activity) They

might en be encouraged to find alternative solutions. (intermediary
activities) These problem clarifying fand ,problem solution stages

would then-be folldwed * 7 a verification stage in which students

would be reﬁh&red to find and/or generate data related to their hypo-
thesis. Finall(m}these solutions would be'evaluated and compiled 1n

nating activity)

-

a prodpct. (cul

o
~ t

N

The proces; may be used with whole class groups, sméll
groups &nd/or individuals. ¢The distinguishing feature of the

) %5 -
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T,

EY




Inductive Sequences 84 4

, ¥ ' .
2 .
approachiis beginning with a Type 3 or Type 4 problem, clarifving
the question, generating alternative hypotheses and then collect- .

ing data to verify or reject hypothesés. During the hvpothesis

verification stage, students will be,appkyinu a range of specific
information-gathering and processing skills and mav be introduced .
to new research tasks as needed. -

v . .

1. What questions, for vour grade level might vou expect ro
come out of the energy topic?

2. What are some of the alternatives answers to theew questiona? . ]

3. What activities would students engage in as thev verificd
thése hvpotheses?

.
-

4. Write a Type 3 or Type 4 problem on vour topic and describe how L.
it could be used as an introductory actwvity. .

<

A

w
.
e -
~
@
.
.
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- T Philosophical Perspective —
The teacher will be able toTwrite ontological, axiological, and
epistemological questions and activiti:s fo. use as an introduc=
tion to a topic and which meet the criteria of an intorductory
activity. . (Application) )

. . El The teacher will write ontolegical, gfiplogical, and
' . epistemological questions as a result of reading examples,
and recognizing question stems f{or ‘each type. (Application)

: E The teachcer 'will describe how philosophical questions can
he used in a unitfof work as a result of readipg a desgrip-
- tion of several alternatives. (Comprehension)

Philosopnical Questions

- . .
v . »
J . -
L ' ¢
Ontologicel Epistemclozical Axiological
- » . . )
;/_”_,',“”' - - .
- )
e - T Thz teacher will be able to write ontolugical, axieological, and
f . . : epistemological duestions which meet the critérin of definitions
3 those terms [rom Koofner. (1969). .
. 4 -
. L2
. R ’
o L. Rationale - . )
. g . A L4

. S N .

There are at lvast three perspectives in confronting the
information received thrpugh the sepses:  acquisitive perspective,
critical perspective, pSflosophical perSpective. The acquisitive
perspective is the process of acquiring informatfon, i.e. the

. sensory input is-recognized, and understocod. It may be stordd
in short or long-tertm memore. This avduisition of information
does'not require manipulating it. The other two perspectives,

¢ . ’ critical and philosophical, require processing of information.
Critical thinking Tnvolves analvsis and 1s thoroughly discussed
. 1n the moduler on Bloom. : -
The phi}ocnphi(ql perspective questions the criteria upon '
. which the c¢ritical pvrqmcct\ve is hased. Tt involves que: tion-’
ing how we know, what oxnists; jnd what is valued. These areas
are fprmally called epiasterofogy, ontology, and axiologv, (e-
spectively. Gi'fted, students have the abitity aud the imclination ®
. . to think philosophicallv. An inductivelv sequenced unit for theg
: can begin with philosophical questions. a k4




E The teacher will be able to write Mtological, axiological,-
and epistemological questions as a result of reading examples,_
and récognizing question stems for each type. (Evaluation)
v Axiology is the study of what is¢va1ued Ethics, mdral
dilemmas, .and values clarification all faL} under ax1ology. In ‘' ~-
this area.the formal goals are to describe, the valuing experience S
of people, propose hypotheses about why certain value systems are -
g e held, and to,compare Valuing systems. Take gifted education, as
: a sample topic for axiological quesflons

~N O . - f
. .

Is,gifted eduation valued? .

Who values gifted education? . R

Who doesn't value gifted educatjion?
.. Why is it important to, some peop1e° . a

’ Why 1is it not important to others?

Is there a relatiénship between support for education

. . in general and support for gifted educatjon?

Axiolog¥cal questions about parables follou;the same pattern:’ -

‘. *Is the parable valued by some group of people? .
¢ By whom? Why? L !
Do some people reject the parable as ah important

literary-form? Why? ‘: . ‘7
Are there some people who recognize the existence
- of the parable and yet deny its importance?

v " Who?  Why? - - , . '
Is there a relationship. between literar: taste and ’ -
. the valuing of parables? . : . . .
v ’ ' T ' . . -
Questions of an axiological nature about measurement are: .
. . ¢ - . . . -«
Who is perimeter important to? Why?
' What else do you suppose is valued by these 1nd1v1duals° R <
. Why? -
* Is there a group Of individupls who value perfmeter
and no other concepts in measurement. Why? ‘ .
& ¢ - . - ’
“~ With experjence, students can delve more and more deeply into .
- questions -of value. In order to answer a question of value it is .
necessary to use analysis, synthesis 'and evaluation. Students are
directed ‘to propose reasonable hypotheses to answer open-ended
. questions. . ,
. : * .o ¢ *
Axiological Questigns generallyéask: . .
What is importanc? T . ‘ b
To whom is it important? ' . ¢ -
How 1s it important? 7
+Why s it important? : ’
* v
- { 4
- . -

CERIC .+ o

Aruitoxt provided by Eic:




s o benie o i ofiube -l St it T - =

Inductive YSequences 87 '

Y

¢ , . : L.

Task 6.3 - Identify the ax10198t§:1/2£§8t10n§ by checking them:

£

. 1. _ Describe the geog phic'feathres of the area. . .
2. Why did'the traveiers choose to stop by the river? i o
3. What was valued most hy tha.Mohawk Indians? ‘ . '
4. Who is land important to today? . .
. 5. Why adiu CindeLPella take the aybuse-m sisters' :
. . . and steppother? . . .
. 6. What did the prince in "The Prince and the Pauper" .
* hope to achieve when he switched places with the *
- . Pauper? T - .
- . . i
, * o ‘ »
' Tagk 6.4 - Write four axiological questions. . T ‘. ' :
) ,\:}1. | )
. 2. - . .
. °.3, d . .
4, °

’ Epistemology is the study of how we know. As an outgrow%h’of

axiolngical questions, stidents may be asked how we know abo a - ,
. topic. 1In the formal study, of epistemology several spurces, of .

kno ledge have been proposed.” Some of the wost familiar sources

of knowledge are sensory imput, reasor;—authovity;—and—intuitign. >

Other sources which have been proposed are instinct, racial memory, )

extra-sensory perception,‘supeqnatural revelatioh, spiri:ualis

occult, and anamnesis (deja vu). Epistemological questioning attempts .

to estatlish the reliability or accuracy of our-infdrmation. Episte- -

mological questions about gifted education might include:the following:™ - ~~

How do we know what gifted education 1is? ' A
° What is the definition of gifted? How do we know?
: ) How can we test our definitions? . A
. : . What does a program for gifted sggdents include? = . i
g . How do we know? . . '//,Q

About parables, some epistemological questions are: .

. . - * How do we know about parables? .
Wheg did we first know about. them?
What do we know about parables? ]
Has a definition of parable beeng;greed upon?
A

Is it logical? ‘‘Consistent? *Accepted by. . .
everyone? - . :
On -the topic of measurement: ) o ~\\‘\\

How do we know about measurement theory?
How was it developed? By whom? R .
~ Can we personally verify the concepts of triangle, '
square, and rectangle as defined by measurement
B theory? How?
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Epistemological questions ask: - ) "
Whdt do we know?. * ' " : :
' . How do we know about’ it? .
N, How do we know we knbw about 1it? . .
Is our knowledge complete? :
* Is it accurate? ' .
M . « i . R ) “l_ ‘
Tagk_ﬁ.s = Identify the epistemogical questions: - ‘.
o 1. Should policemen be able to break'the ldw to
i inforce it? .
' 2. What do we know about gravity? T )
3 3. What 1is the deginition of love? ¢ f
. 4. Has épieﬁce fictioa been defined? ;
L 4 .
- 5. _How do we know about the magnetic north? -
’ * . ’ . R 7
__ 6. % ymere is San Diego in relation to Los Angeles? | f
, 7.” Can hatk be defined? ] e o
N ! * * . o R - —
9. Is £reedom a redlit,? - . -
Task 6.6 - Writé four epistemological questions. ' %
. , ® -
5 1; = 4
2- A * *
3: » kY ) J . or
4. ’ ' : - o
‘y .'7 .
Ortology is }he study of the essence of existence of a concept. 2\

Ontology s2eks to verify or deny the existence of a concept and to
describe how it exists. It is closely linked to epistemology, so
closely in fact, some people have.questioned its existeuce as a
' meaningful area of inquiry. But ontology asks how something exists,
not how we kmow it exists.’
of something's existéhqg. Ontplogy also asks if the existence of
something can be verified, or if, indeed,’ it has reality. The mdst
familiar.ontological questioa is, "DOGb God exist?" 1In the area of
.+gifted education some ontological questionq dare:

Dogs gifted education as a unlo :c type of ‘education

; exist? - .
Can it be deflined? &
Does it exist in .the learner, the curriculum, the teacher,
or all thrae?
Does it exist by definition or naturally7

It deals with the state of the condition
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1
In the area of literature; .
1f. parable is defined as presenting a "basic truth,"
what is the definition of a "basi® truth"?
Are "basic truths' discovered .or crq@ted’ ‘ .
_Are‘parables unilaterally linked with some individuals
" » of some time periods? -
Are there more parables in some time periods than others?

Sy
-Are parables a reflection of the state of society or
vice versa? '

. & 5
In tpe areas-of measﬂrement:. . .
‘_:-!7 .

] “

. Did people discoveT triangles in nature or create them’ 1
' Are two-dimensional measurement concepts real? .
Is "area" a meaningful concept in four dimensions?

1s "length" a meaningful concept without "yidth"? . .

°

B -~

Ontological questions ask: . . .

. Does {t exist? oh : v .
How does it exist? ) . . -
. What are the conditions of its existence?

When did it come into.existence? . .’

Aow did it come—into-existenge? , — . bl

. . . .

Task 6.7 - Identify the ontological questio%s in the foliowing list:
[ < . 3
I. Are governments natural or -created by man? ,
2. Dbes educgtion reaily occur?
3. What' is the definition of existence”
4. Does an inc¥ease in_ leisure time-reflect & -
decadent society?4 . : S
5. Are concepts meaningful only in terms of their
opposifeS? ’
6. Can success be absoluteldy defined? ) \

¢ .

Task 6.8 - Write four ontological questions:

A
-

W N e
i
Ld
q

Questions in the three areas tend to lead into egch other rather
naturally. For some st ients, acquisitive learning can ~ale place within )
the philosophical perspective. Others, however, who skim rjhe gurface of °
the philosophical questions will need guidance into acquisitive 1earning'
in order to have a bodv of knowledge o ope rate Yrom.

N .
(3
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Task 6.9 ~ Ideﬂtify the following questions as axiological (A)," R
epistemological (E), or ontological (0): .

Topic: Nude Bathing -
”

1. "Why is nude bathing important to some poeple? -

2. What is the definition of nude bathing? ~ .
St 3. 1Is nude bathing acceptable in some places? :
] 4.4-Has nude batking ilways occurred? - - ) ) T B T
3. What do we know about nude bathing? * )

l

|

Topic: Skiing . L
- 1. "Do all Nordic sKlers alsq enjoy Alpine skiing?
3 2. Where did skiingsoriginate?, . . '
: 3. 1s skiing a natural activity for humans? ;
. . . ‘p - - N -
.- Topic:: Democracy . -
T : 1. Can Bemocracy be operationally defined? . .
' 2. Are people naturally democratic? | '
3. How do we know about democracy? ! -
4. why is démocracy important to somé people and : s
- 'socialism important to others? o
_ Write guestions in each philosophical area for your topic, o -
.Topic: . .
. * ‘s . - 5 . .
1" Axiolog{pai‘questiéns: ) *
: -~ ) . .
1. “ )
g 2. . *
3 3. * . .
Epistemological questions: . s ol )
. ~ N . .
. * H ) '1. . . ‘ R . P .
2- . J ‘ Lt . .
3@ . ) ‘ - . 1 ]
. _ Cntological questions: . T '
- ) .
I e 1 . . *
2. . .
3.
. 1 s ¢ . - [
. v R
- ' o
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E3 The- teacher will descrlbe how philesophical questions oan be h ‘
._used ‘in a‘'unit of study as a- result™af reading a‘description.
-of several alternatives. (gomprehens1on) . ) .
R S . .
i The .Order of the philosophical areas presented here is only
. one possibility. Using topics relevant to students' lives, you
- . , may find starting’'with the values issue works best. Rules in
' : ’ schoé} for example, may be quest1oned, ‘why are they important?
. , Ha; upey always been 1mportant? These questions can lead into
. ] T epistemological areas. How do Yernow the rules? ,Are there
. ieties that don't have thesé'rules? ,Further discussion ma
. ' lead to.pntoloq1ca1 isFfues: Are theSe’;bias in accord thh nature?
“Are they made up for che convenience of a few, people? Other topics
. , . ‘may be, best approaébed 1n1t1a11y from an epistemological viewpoint.
' t} . Im science, for exdmple, students may be asked how they know.a plant
, - gets waters The answer can be obtained from several sources:
N i - authority, experlhentatiOn;.or reasoning. The epistemological
- question. poses the problem. Almost, every topic can be subjected
to philosophical questioning. ' -

-
-

As mentioned briefly in the last section, some students will
acquire the standard body of knowledge throughe questioning frem a
philosophical perspective. These students will be séeking informa-

’

L ‘tion to further their own basic knowledge of an area, and tp support v
e _their own speculations. They may only need to be confronted with a 7
. 177 7 concept and asked whether-or not—it -exists..—Obscure or nopexistent .

| concepts often provide' further challenge for this type of [student.
\ Not all students, however, will display this independence of thought

. \ and action. Use of the philosophital perspective with less),en-
PR k ‘thusiastic students ‘can still take place within the structured .

- . § -environment of the deduot1yely organized unit plan. L
. \ , -
\Task. & 10 - Describe how you would use the phllosophlcal quéstxon

generated in ac¢tivity 5.9 to begin a unit. -

.

P
! .
EH
\ : |
.
\ '
A
1
1
i
1

S
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4 The teacher will develop culminat ting activities for a unit
as a résqlt of reading a description of problem solving and -J
examples of activities. (Appdication)
The culminating activity of a unit uses the problem
solving process to focus all the information accumulated, y |
in the unit on the problem pr question posed in the 1ntr04' : L
ductory activity. The first part of this section focuses ( v ,
" on the problem soIving’process. The second part gives
* some, examples of culminating activ1ties.
- Although there’ are a variety of definitions and names
~ for problem solving, the most concise definitior offers
three basic stages. First, there is a problem clarification
stage followed by some sort of idéa-finding related to
5 methodology, @and finally, a solution-finding procesg. The. .
>, problem 1s generally stated as a question. The most impor- - -
tant consideration at the problem clarification stade is
formulating the correct question. Examinind the problem’ |
gituation and asking “way" for each potential question will . P
generally broaden the problem to its most fundamental or s
- accurate- condition. For example; a teacher wants to de-

. crease the amount ‘of noise in her classroom so she poses
. the question ~ "How can I reduce the talking in my class-
- .room? - Why? - Answer ~ "So students can get their work , e
- done.” - Isn't then the question really; How can I encourage o L
N u— ~———my-students to. get their work done?” the broader problem that ] L

- opens up more alternatives for achieving a solution then is. )

. - the clarified question. Another example might be, a teather .

e . is concerned that a very poor relationship with a building
" ~administrator will adversely influence a forthcoming tenure

- T dectfsion. ,The initial problem appears to be; "How can I

§ improve my relationship with tHe al :inistrator?" Asking

- ) "why? again broadens the scope to "How can I insure objective T , :
’ . treatment in a tenure declSlon?" Again asking why’, in- s
N troduces the question ofu "How can 1 be assureg of continu- ;

‘ing employment in my cthen profession?” This latter ques-
tion opens the way for far more alternative approaches to a
" . solution than either of the narrower questions. ‘ \.

Idea-finding related to the problem generally beqins
Coe with gathering information followed@ by generating feasible
“a ¥ solutions stated as ailternative hypotﬁeses. Obvitusly, ' .
Type } problems will not require an idea~finding phase. ] \ .
Hopefully, problem Types 2 through 4.will éncourage sub- v |
- stantial idea ftnding based on fluent and flexible respond- |
) ing. The list of alternative hypotheses is narrowed to the
most reagonablle hypothesis as part of the solution finding ‘
&~ stage. Stage 2 iq‘the problem.solving process may require
. considerable fluency and flexihility if one expects an . ' .
original solution or if non-standard proCesses are required s
to solve the problem. The more hypotheses that can ke . .
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. generated, the gkeater is the, likelihood that a solution will be’ °
: . ,,J " both novel and useful. » Hypothesis generation ¥s frequently
- \ . classified as a diyergent, "ideational fluency" task subject B
to the human frailities of "sct" and/or "function fixedness."
<:" i.e. a condition that tends to limit thigking to only a few
alternatives. . Specialized“techniques ineludlng such’ thingg —~ - -~

as attribute ligring. nmorphological analysis and checklists
. : as described in bavis 1673, pgs. 103-119) and the Creative

N . . ;;:;lgm/&01v1no (CPS) process (Noller, 1977) are extremely *
b ] ful in gonerating hvpotheses.

K
-
[}

L}

. A solution i's yeached when dne or more of the feasible

— . hypothedes is tested or evaluated against all available -

S . ~ data and a match is found. _The solution 1% almost anti-
climatic if the correct gquestion has been asked and ctedtive,

usable hvpotheses have been generated. %he solution may

come’ either as an "Ah ha!" s solution or may require tedious

«checking and verification with availatle data. .

¢

of the three btage process applxed to four problem types
inc¢lude:

. b ~

Stage 1. Question finding.

Stage 2. Solution finding. .
Stage 3. Solution acceptance.

. Examples

o

.
- -

Type | - [ind the area of 4 triangle with a h=." ‘and b=4'

" Séage 1 - Quédstion clearly stated. (Comprehension)

. . (Question) ’

Stage 2 - Recall formulas for flnding arLa of a triangle.
¢ (Knowledge) .

. . (Solution) .

: " Substiture numbers.in formula. (Compréhension)s
Complete computation. (Koowledge) .
. Stage 3 - Subnit answer to teacher for evaluation. (Verification)

) o (N0 student behavinr) ) -
. Tape 2 - How do vou Luppnse we can use o barometer to find the
. height of a skvscraper/

Stage 1 - OUOSIIQU clearlv stated, (Cdkprehension)

Stage 2 ~ Uenerate alternative hvpothesis. (Svnthesis)
~ Stage 3 - Submit angwer to teacher for evaluation. (No
student behavior) or,
[dentifv and scupport the alternative hypothesis
that best wolves the problem,, (Evaluation) .

t@» - .
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Type 3 - If you were to change just the ending of this
story to make it more interesting, how would

: you do’ it? . - ,
3 N ) Stage 1 ~ Question clearly srated (Comprehension) \/
§: o "Stage 2 - erate alternative hypotheses - (Synithesis) )
e Stage 3 Sibmit answer to teacher for evaluation. %. . ‘/ ~ .
-~ . (No student behavior) . .
. Determine adequacy of the ranswer. (Evaluation) ° L
i Type 4 - Map something that cannot be seen. .
S Stage 1 ~ Clg_ify question. (Analysis)-- -
o Stage 2 ¥ Generate alt™rnative hypothesis. (Synthesis) ) g .o
= Stage 3 - Determine~ade1uacy of . response. (Evaluation) T
T;" Task 6,11 - Solve each of “the following problems and describe what .. ) *
happ#ns in’ each stage of the problem solving process, . -
e ‘ - ' ;
/ . . Problem, 1 - How are the follqging'numbers ordered? R e -
o N 0,2,3,6,7,1,9.4,5,8 . L
- " - . ’ . =
’ - '
'Stage'l - . . e * * ~
. Stage 2 - [} ~ 1‘
. ) . ’ i
Stage 3 - ~t .
- : ’ ’ .
C Problém -2 - List as many different ways as .you cail fo divide
i i eighteen in half. -
. - . - 9
. Stage 1 - N ‘ ) s ¢
‘7 N * ‘
- . . . ’
¢ ~ >~  Stage 2 -~ . : * .
. Stage 3 -, . ’ . . ;
<« . - . b e )
* Problem 3 ~ Find the, area of a rectangle witi side'a = 8em. . .
. * and side B = 4cm. _ . :
¢ - % ) :
’ Stage 1 - - p -
Stage 2 -, . <
.a , L ’ , )
. . . P
Stage .3 - . . — .
» ) . , ‘ /K
< Problem 4 - Four baseball plavers, Jeff; .Bart, Cliff and Matt -
. . - and (not necessarily respectively), a first base-
- . man, second baseman, third baseman apd shorg, stop v E
are riding tc the game on twg double seats, one ]
. . directly behind the other on the right hidnd side _ :
" . of the team bus. : . , .
. ( .
a - ' »

] . 106 oy E
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ﬁ

’ ' 4 i

The second baseman is 51tt1ng to the right of Matt,
(who by .the way, is nqt the first baseman) and
Jeff is klttlng directly in front of Bart. Matt

' . is sitt behind the short stop. Where is each~ .
- player'® position? . :
, 1 A4 ’
o - —~ A 1
} gbage 1 -
- ’ ot . ) ! R )
. . Stage 2 - .
Stage[?a— L. .
° [N . ‘ >
] .o~ * » -
- ’ . . . ’Cs
} - . :
@ ) . -
] AT Culminating Activities o )
- M . - - N ! - N =
A R ' S
The problem 3olving process ng¢ed not “e confined to the culminat- L
ing activitywper of the unit. If possibie, it may be effectively - E
1nterspersed caroughout the unit pericd. The problem clagification voe

may‘oc~ur during the introductory aCthitlES, duridg the implementation
of the unit plan, and again at the end. Likewise, the 1q;a-finding and
solutlon-findlng,would seem to a ngtural outgrowth of galnlng more infor-
mation on the toplc ‘ M

-

' '~

Culminating 4ctivities berin with a br?lnstOLming session on whaghas
been learned that contributes to solving the problem or answering .-

* the question (solution finding). After brainstorming, individuals or .
small groups of _stufents then take the responsibility for organizing “\§
pieces of this %%formatlon for presentation to the larger group. *oe
Depending on how much oiganization is needed, the group may want te

.-

. discuss presentation format then,or wait a few days. After the pre- Vet
) sentations are ready. a practice run is held, than the finaljpresenta-
' tion made. < . ' 2
. o

j' . . An example of this*process is a science flctlon,unlt 1n'wh1ch thg
initial problem posed was , YWhat wil}l life on earth be liké in the . .
yeay 20997 . . fa '

¢

Rhe terminal objective of the unit plan was: ' .

. Thef$tudent willste able to identifv the trends in the presentl
. . which science fiction writers tave developel into "the realities
4 of &he future ar demonstrated bv an: analysis of a specifie work ‘.ﬁ
- , uiﬁﬁg that criteria. 2
~ ' ‘ . . " M *
"y ‘%T ' “ ' N ~
~ '.. ,\‘ ‘ ’ - 1 ,
¢ . 1 b ' ’
° PSR ) .
¢ . - 107 L3
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c The, culmlnatlng acbavxty was a sc1ence fiction fair for the entlrg
grade level in .which small’ groups of students were responsible for centers.
on various components oﬁ/{;le on earth in the year 2099. Each center made

v a prediction about its ‘component, justified it.in terms of current trends,

] ane engaged the audience in some sort of activity to help them to experience A

' whats 1ife will be_like in that year.. One center, for example, was on

' animals. Tﬁey predlcted that the ozone layer will be destroyed based on : ~
'the c0ntinu1ng use qf florocarbons. . They described the effect of no ozone ’
layer on animaIs and then ask~d the audienge to consider how their 1nd1v1dual .
pets would QRave to adapt.

E2Y

- ‘Task 6.12

; Be sure to include activities for the problem solving stages and* formulation

* of(a culminating event. ™= . .- .

-
. . -

' N [ -

. . s ;
. . Describe. some possible culﬂznating activities for use in your unit. Yo '_:
I\

v

ERIC, - . o .

, . LY . : ' «
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traveleg

the wat
quastion.

Task 6.5.
e 1.
g 3
3.
4.
“ e 5.
I
- 7.
® e _8.‘_
.Task 6.7 -
< I
o 2.
3.
. 4.
. . 5.
6.

P wah

r fox its uses,

‘.

A

[ 4

. Questiobs 2, 5, and 6 may involve value issues. If,

s chose to stop by the river because they valued the view, or ) P
ther this would be gnsideréd an:axiological

Many decisions in literature ar£

. are ‘examined in depth.

-

. Task 6.9°- Nude Bathing

A

E

Skiing
A
Q
[0]

Democracy

\

B W s b SN

O~ DD WN -

! .

for example, the

ased on vaiues if they

.

.

Task 6.11
Problem 1 - Type 2 : « e
Stager } - ngStLon clearly stated.
(éomprehenblon) 1
Stage 2 - Recall pcssible orderings
_( owledge) arithmetical,. l_

geometric, alphabetical. .
' » Stage 3 - Check various orderings onanumbep
sequence. (Application) Réverse!
alphabetical order of word re-
pre sentation of numerals.
Problem 2 - Type 2
Stage 1 - Question cicarly stated.

' (Comprehension) !
Stage 2 - Generate alternatives. (Synthesi;)
T 18-2=9,1 - 5,
Sta - dubmit answer to teachers for

(No student behaviof)

k\eggé::tlon y
or ermipe adequacy cf. respon§e4

(Evaluation) 4
Problem 3 - Type 1 e . '
Stage 1 - Question clearly stafed
(Comprehension) . "

] Stage 2 -'Recall formulas for f;ndlng area
ST of a triangle. (Knowledge)
Substitute numbers in formula.
(Comprehen51on) N
Complete computation. (Knowledgeb
tage 3 -~ Submit answer to teacher. ¢No
student behavior).
Problem 4 - Type 2
Stage 1 - Question clearly stated.

{Comprehension)

Stage 2 - Record matrix method of organlzlrg{
information. (Knowledge) Use mat
system to find solfitiona. (Abpli
tion) Jeff = 1st, Bart = 2nd, :I
3vrd, Cliff = short stop.

Stage 3 - Submit answer to teacher. (NoO $tu
behavior) or Determine accuracy
answer from problem. (Evaluation)

,ﬂﬂ e . * i
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‘ Moduld 7
. Management Systems’ '
A ° .
' . i s N
T The teacher will be able to construct a unit of study using
vae of six management systems for intellectually gifted students
as measured by checklists of criteria included in the module.
) (Symthesis) _ ' ‘ .o
E The teacher will be able to identify management systems
after reading descriptions and demonstrating compre}}ension
N . level behayiors associated with each system. (Kno?vﬁedge)
- ) Ni R
’ - Yoo~ \
‘. _ Unit of Study y - ’
_ , r .
{ - l l W
Contracts . LAP - Interest Theme Grouping
: ) S Center i . .
‘ »*
. L ’
-t
M——~
, ‘ -
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. ‘ ) :
I
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v

T The teacher will be able tpo construct~§_yn1t of study using one —
- of six management systems for 1nte11ectually gifted students as
. : measured by «checklists of criteria.included ip the module.

(Synthe51s)

- Rationale . . \
' 1

+ Learning activities developed for the purpod3e of insuring that ,
- students will perform behaviois stated in terminal objectives . may °
“ . be organized in a variety of ways. As We have already noted, in-

- . structional sequences may be organized in either an 1nduct1ve or
~—— . deductive approach. Now we will examine alternatlye means for oF

transmitting instructional activities developed by teachers into .

. learning experiences for students. Instructional activities are ‘ .-
activities designed by teachers. These activities must be trans-
mitted to students’in order to become learning- experiences. Trans-
miééion is- acco plished through a managememt process. Management.
is deflned as a technique for organizing instructional activities
de51gned by teachers for transmission to students as poteneial
learning experiences. All of-the management systems included in

| - this module facilitate differentiated instruction for students of
g different ability levels and areas of interest. That is, thesg -
systems are recqmmended £or heterogeneously organlzed clas rooms.

ol

< c

" In this module, you will take the unit plah yvou have developed
\ and convert,instrgctional activities into student learning experiences.

S

~ Students may acquire terminal behaviors-in isolation, in small R
groups, or in large groups. Students may.receive verbal or written
directions about which behaviors are to be acquired and/or how they ) '
*  ,are to be acquired, or students may be expected to determine their )
* own direction. A management system for gifted students will: v

1. Provide~gpportunities for participation in higher level
cognitive®behaviors, and ¢

2. Provide opportunities for students to work téwavd increased
) in”ependence by: - . S LT
o ] a. roviding for flex.ble ‘use of time, and . -
i b ozoﬁiding for flexible use of academic content. ,
e M ! - (4 o -
- L Meeting these conditions for gifted students may be agcompllshed "
_in any one of six different arrangements or comblnatlen of arrangements. .

Briefly management asrrangements include: ° ¢ .

S v A

-

1.’ Learning Activity Packets (LAPs) - self contained
learning experiences.

i -

2. Learning Centers - ‘hysical lecatinE for storage and .
presentation of lfarning activitie

- 113 . L
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3.' Grouping -~ student groups-formed to facilitate student
interaction and interaction with content and/or processds. K
4. Theme Development - a'broad focal point within which several
specific directions may be taken. - . : .

5. Independent Study - product oriented study stféssing'frée choice E

of topic and product. ’ ' E
6., Contracts - individual student contracts,provide'flexibilityiin e
both rate of progression and.level of difficulty for each student:

5

You péy examine each of the six basic management techniques included 3
within this module and then select one system that seems appropriate for .

o . to transmit your instructional activities into learning pxperiences for ~ =

students. ‘'Bhe terminaliobjective for this module requires only that you
organize yoﬂq}instructional activities into one of the ‘management systems.-
Examino~ each management si%;em, complete the enabling objective for each
system, then chocse one to use for your un}t. ]

>,



Learning Activity Packet

- -

Ti The teacher will be able to orgamze mstructlonal actxvxtxes into
;b a LAP as demonstrated by the cntena listed in this module.

LY 'El The teacher will be able to identify each cofnpon‘ept pf a ,
LAP as a result of reading descnptlons and studying an »
example,’ o
N : L]

H

.Rgtior;ale.-_‘ o, / < .

A LAP is a self-contajaed unit of work, designed to provide
students with alternative objectives, and/or actjvities. The LAP
generally delineates. arpurpose or rationale for acqulrlng the
objectives defined and is organized for independent use by
students. IAP'S may be intrpduced to whole groups and’some ' -

. aetivities within the LAP map be group oriented: References, a

. observations, and experiments outside the LAR may be c.ted and EL
. students may be expectdd to gather ir “ormatipn from a variety B
of sources as well as deéveloping a variety of -activitigs out~ e f
.8ide the LAP.  Provisions for evaluating progress within the . v
LAP are usuany ' included within the LAF and students can - : ) o -

determine, based on self-testing built into the LAP, when \they ) )
have ‘'satisfactorily completed it. . LAP's can ‘*tw- .used in . g o
heterogeneous settings if the alternatives cited are Pufhcxently B
« varied to accommoddte a range of student talent and jptellectual “ o
capacities. See also: Dunn, Rita.ard Kenneth Dupﬁ Seeing, - .
- Bearin ‘. !bving, “Pouching lLearning Packages. . Tedcher, "May/June,”’ AL

P. 48-51;and Jackson, Pat. The Writers LAP; 1969 Educational Y
ASSOCiatGB, mc. . . . k] ) .

.

- )
v A

Jhe teacher will be able to ideﬂt‘fy each component oﬁ a LAP .
as a result of( requng descriptions am_i studying examples. Lo

- E
Y - ilf

w & LAP 4is a gheet of paper or bookl that contains: L
’A N - ) . L) ‘

- 4.] Rationale - A rationale describes the significance .of.
v : studying information presented yf the LAP and/or : ’
U . ,acquiring the behaviors stated in the *emlnalo objectlve

. +* - 2.: Behavioraliy Statéd Objectlve - Identifies for the student
) - the terminal behaviors he is expected to acqulré as & .
. o result of completing the LAP. . )
3.": Learnigg Activities - Identi‘i‘iéé for a student the specific

‘ activities he may complete in order to acquire the,term:Mal
behaviors. Activitieg may be optional or required, or some ,
. of each. All activities may be included within the LAP or L
‘students may be directed to resources outside the LAP, e.g.. -
T : .a films‘trip, the library, 1nterview with a community re-
L St . source }erson, etc. . ’
- # « “a.- . o
g
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e v a ‘;‘ r3
4. Evaluation - Provides criteria for the student to use in
determining whether or¥ not the t®rminal behavior has been
acquired and what to do if it has not. . ~

‘e \. - ' .
: Activity 7.1 . - . . N
N . . " %

: I . L . "
- ’ Presented below are excerpts frgm a LAP. Identify to which of
the four components each excerpt represents.

- * A. ., -Mastering the skill of-sxoducifig numercus ideas
’ y . in response tossounds wil¥ help develop creative writing
: Ve . skills. - . . - ‘
B. ’ Listen to the fouy,soundé’gﬂﬂzgpe and write one

word that describes an image of tle sound.

2 ' C. _———" At the conclusion of tiris unit, you will be able to
- produce many ideas in response to recorded soupds.

' | . D. " Count the number of images you have listed. Count _
ghe‘numbef of different images yuu have produced, i.e.

. images that are different eg. musical ‘instruments are all

- considered one type »f image, and nature scenes would be
another type.

If you have listed less than five images and/or

three different types of images for each sound, please
repeat activities # ’ - & )

~ o>

“ E. Study the definition of. onomztopoeia and write a
new definition_in your own words.

F. ° At the conclusion of this unit you will be able
| . to define’vocabulary associated with sounds and
. . images. * N

' Y t . «
’ ‘ . G. Define the following list of words and Have
5 ‘ a vartner check your definitions. If you miss more
' . : - “than eight’, please reexamine the mis=ed definitions

and répeat the “est. '
A

.

rd
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- .

~ : Terhlnal Task - Do not complete this task unless you have
A . ! _selécted thir management system as a way of organlzlng\
. your instruotional activities. \

= ’

- . Rrepare a LAP on a topic of your choosing and have a
- ‘colleague determine if the following elements are con-
. tained within the LAP. ' . .
Ra!ionale R . ) )
. Appropriat:z reading level.
o States 51gn1f1cance of studvVing
) : , . "the LAP
‘“Gives convincing reaspns for
+ ' completing the LAP

N
]

. : Objectives

. Uses behaviorally stated terms ~
- Contains' a preponderence of
L . - - - higher cognitive behaviors r
\ ) stated'in terms students can
’ undekstand

- A .
_ \ ,~ Activities \ '
7 Cledrly st&tes what is to be done
3 : States whlch activit ies are

opta?qal ggd which are required .-
Specifies a sequence if one is to . .-
- be followed iR
. Tells where resources are located '
S if not included within the LAP

! . @ . Evaluation
R : Student can tell when he has com- ‘
T : ’ pletéd the LAP \
W N ) : Student knows what to do if he fails
' to .complete the LAPR. o

. - —_—_

v .
. If v~ur LAP does not meet all of these criteria pIease .
- Ty revise and have it .rechecked. - - ,
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Learning Céntei .

.
-

EY
T The teacher will Be able to organize Lnstructlonal activities
in a learning center as demonstrated by the criteria listed in
this module.

YE The teacher will identify components of a learning center as
a result of reading a definition and .#*ddying examples.
* ; ., -

Rationale .
» <«

LY .

A learning center is a physical location within . the cla&E‘"Bm
or school environment designed to provide a \variety of startikg
polnts for student activity within one géneral area of 1nvest1gat}on.
Learnlng centers are generally attractive, appeallng ‘and invite the
students' interest. Learning centers may contaln a varxety of objec=-
tlves to be accomplished, directed act1v1ties, and/or open ended
activities. Things to do-‘in the learning cefiter may be color coded
by level of difficulty or area of 1nterest. A record keeping system
of who has accomplished what may be 1nc1uded in the' center. Raw
materials and references requ1red for completlon of activities may

- be a part of the center or may be located‘ at otheg;gplnts in the room.

.  Work may he done at the center or 1n other parts of' 'the room based on
physical conitraints. Time at ‘the center chn be scheduled by indivi-

»dual, small groups’ or rémain completely open-ended. ™ Activities within
the center may be changed periodically or the entlre center may be
*changed - ! . B}

-

The basic -idea of a center is the gathering.of ideas and materials-
designed to stimulate student interest in pursuing some avenue of in-
vestigation, creativeproduction; or simply the ‘acquisition of new skills
and/or information. The center may have a designated sequence of activi-
ties that are organized either deductively or inductively, or the arrange
ment of activities may be open ended and left entirely to a s ~udents .
prero_ative. See also: Gurske, Barbara and Bernardt, T.'Cote. Learn ing

, Center.Guide, California, 1972; Voight , CI:?de R. Invitatien to
Learning Creating a Learning Envirbnment, Wa$hington, D.C.: Acropolis
Books Ltd., 1971; Morlgn, John. <Classroom Igarning Centers. Beljont,

. California: Fearon Publishers, 1974. A




E, The teacher will be able to idemtify components of a learning
. ceriter as-a result of readigg a dgfidition and 8tudying examples.
:,.r' . - - , . . -

A Learning Center contains the following cofponents.

Rathgﬁalé ’

Pre-test ) : : : .
Rules:fof’using - - .
Objectives ° S : .

* Stullent _activities . ot '
Record keeping gystem - k -
Self evaluatlon device - . . ) ’

\

* .

.

.
B aN C I S PUR S o
.

-

. “1.- Rationale 2 Often,.with younger.siudents; the interest center
is introduced to.the entire gro p by the teachey. During
this introduction, the ratipnale, as well as purpose &

+ (terminal objective) may be stated. ’Again with younger

-4 students, rules and written directions may be reviewed.
2 ) Some or all of the'se steps may be an integralfpdrt ef the
. L . center for older students. First time users' of interest .
8§ ¥ a wcenters will benefit fxom a review of all seven componcnts - o
e listed above.
- " o . )
-2 Pre-test - A pre-tegt may be administcred to-the.entire class fo wl
. determine who s%ﬁﬁ?d be assigned to the curter or a pré-test may . .
) be ipcludeq,in the center and students given the opportunityv to ' L a7
™ assess their own needs. ' <
~ . . /’ ¢ .
: = 3. Rules for using tne center - Generally describes when o ma ke
E ’ used, who may ust it, hpw many students may use 1t, and how the
‘resources are to be hanaled. ‘Locatjon of additional resources
'\ may be noted, any spec1al sequencing instrucpions aqdror record
S keeping instructicns’ may- & 21s0 be 1= ia'lv obvious. | - ;oo
. - .. - ’ "’ -
« .- 4. Objectives - Both terminal. and enabllnu objective s mayv be given in
. the teacher introduction and/or- clearly presented 1n the fencer. .
Objectives may also form the basas for a regord xeebing system
* with 'students held nesponsxble for checking off completed b=
haviors. ' . : . -
s . . 4
5. Student aétivities,—,Bécause the cehte% 1s generally-usc i b - . .
| — different students at different. times, 1t 1s Necesgary to Koep
the activiti®s format flaxible. Activities presented on task
) cards seems to be m-~t efficient. Sets of tusk carv‘ may pe )
color coded to desidpate.various cnabling obj retives, level of
" difficulty, or levels of cognitive behavior. Color coding and
number or dettér desiguaLiggs will provide ‘the opportunify for ’
% ;- coding two variables, e.qg vellow cards: for enabling objective #1
with cognitive level (K, - etc.) also recorded on tie card.
i . ; . AT '
6. Record keeping system - The cen®ar should have a system that provides
. students with the opportun ry of recording completed activities

andfor acqulred behavioyrs. Stqdnnt names down one.s1dc of a
( matrix with activities/or b: hav1ors across the top' is sufficient.
Color coding, if used,\may Il added to the record keepiny: chart.

[}
. . o
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7. Self evaluation devise - Self correcting formats for each
activity and/or enabling gbjectives should be available
‘ s0 the student, can determine qi”measure his own progress.

‘u
General -~ A center should be attracdtive and ‘easily avessable =~
. to students.‘ It shoudd be a fun place to work.
»
‘ Activity 7.2 - 4
. . . - R . L —
Y M f
" List components,you would include in a center for lst graders
y ) and components appropriate for 6th graders. What teacher S
-7 d}xections'would you give to each of these groups. i
”; Terminal Tadk « Do not lete this task unless you have selected
 this management @yst as a way of organizing your instructionaIA§
e activities. . . =
{
- - ; o and have a colleaque determine if the following elements are co
- . tained wibhxn the plan. .
. r _ Ll ‘ 1 3 A ‘N .
R . 1. Phys1ca1“Arrangement -
‘ a. Does a diagram illustrate an attracfvve )
(‘ arrangement?
) v ' ~ . b. Does a diagram illustrate ease of
. student_ use?
) ¢. Does a diagram ‘include all component .,
l parts?
;7365 .- : 2. * Pre-test questions adequately cover topic.
, 3. Student Directions ‘o
- * . . va. Are student‘dir~ctions clear?
. S ) b. Are student directions all inclysive?
. ~ ' o~ * .
o 4. - Objectives -
a. Uses behaviorally stated terms.
A ’ ) b. Predowinafely hlgher .cognitive levels."
5. Activities® N * ’ 1?
. : . a. Will studeats be able to find act1v1t1es
’ . P easily? : - *
, ) " b+ Are resources for completxng activities -
available? *
. ©. Sample. task cards'clear and attract1ve? "
ﬁ -
, 6. Record keeplng . .
. . i a.._Matches activities and/or enabllng .
' . ’ - - Objecth’e - '_r_ .
g . _ N b. Students will be able to record their. .~ F
’ - ’\‘\\‘\\ ' own progress. L
-t - ' . - 7. Evaluation . ‘ ' . ; .. ‘d' F
ﬁ$~ b . Self checkxng devices -zare- aval&able. ’

. i
“ .:' N +
"
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’ , Grouping ' v

v -

The teacher wzll'be able to organize instrqctional activities
in a grouping system-as demonstrated by the criteria listed in
this module. - -,

3

- " -~

. Rationale ' ' v

The organization-of a clggs into small groups is desigred
to meet the criteria for management of gifted students in a
variety of ways. Groups may be arranged heterogeneously or
homoqen%:usly depending upon the task to be accomplished.
Groups fiay be given a variety, of different tasks depending upon
ability lewels and ranges. Groups may be requived to achiele L
consSensus in completing tasks or individuals may be invited to
work independently on tasks within a structure defined by the
‘group. Grouping within the”classrqom may be a function of pre-
determined asgignments or may result from student choices. Or,
almost any combination of the abova may be.utilized to meet
criteria of a managemgnt system for gifted students, as long as
there is provision far,meeting the needs of individuals. ’

- “«
(8]

.
€ -

Y

* “ ﬁ ' . . ’ !
] . o . s
The teacher will identify components of a g;ouﬁihg organization
ag a result of reading a definition and studyifg an example.
0 ¢ . - . ~
A grouping Brganizaglon is based on one of two basic ésé&pp--
tions. Either students require interaction on a small group basig
or ‘mepbers of 3 group have needs in compbn with other members of

* the group. Specific activity organization may vary depending on *

the grouping bdsis. Interaction groups are generally formed for
}he purpose of modeling - that is, students with superior skills
are included in groups with students who need to .adquire those
1skills. Common needs types of grqups are, generally working on
the same type of task becayse of achievement and/or interest levels:.
¢ . . B . B 4 - b w' N
..~ Interaction’yroups'will gererally be given the same set of
dgrections and all groups will he working toward the same or
similar sets of goals. Group oriented projects such as plays,
skits, T.V. programs and simulation games may serve as activities
for these groups. Generally there will be gome grour Consconsus
required ang often there will be a division of labor within the

gl'Qup . . ' l -

. [ Y

? ~

. ta1

. N .
The teacher will identify compcnents of- a grouping organization
.'ca§'a result of reading a definition and studying an exa@plg. "

- -
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gpmmon needs types 9of groups are genzrally a collection’ &f
. ) 1n31v1duals, each worklng on their own - task™with llmlted 1nteract10n.

give several individuals the same task rather th
for each individual. A c1q§sroom,.zor example ‘copld be ‘subdivided
.. " into four ability level groups of: . C

o ! 1. Basic knowledge "and comprehenqun level tasks °

P ‘2. Application tasks '

- ! : - 3. Analysis level tasks ‘ <. .
; : . © 4. Synthe51s tasks ‘ . ’ n
and any unit’ ofﬁi@ﬁk broken up sa that each _group Cbmoletes-all

act1v1t1eb at iﬂﬁ-desxgnated level. . ’

3 * L

: . . . &
Grouping commonly allows the Leacner an opportunlty to” spend
tlﬁE‘WIth one dreup while other groups are working independently. .
- . The teacher may then rotate her tlme across groups far periodic
R -* . evaluation, task orientation and/or dlagnostrc purposes. In
. order for this to occur effectively, eéach group .must have suffi-
- cient direction to carry on. its responsibilities®for at least ¥
short periods of time. . -
Grouping may be flexible during any one unit and changed from
one basis to another depending upon ~goals, ‘

. . - ¥ .

. ) . The bdsi~ need for a grouping arrangement i's thérefore; . .
. 1) multiple levels within one hkasi' theme or tcpic or, 2) dlre*bldns
.,J' for 1nteract1ve activities to be carried out within-the qroup

5w

- . Activity 7.3 1In which grouping organt’zdtion wéhld each «{ the :
s . / . following be likely to occur? , . "

.
. ! A * '“‘.. L -
. ., 'S . ’ p -

U ’ « A Select a ’ommon animal and .levelop a

. . skit o 131u”fzarr how that animal relates to orher .

. animals 1n it= environment. TN

e

N ~';2
bl « . ‘@t

‘ , B. Hritc o oa yoem o 1nat dvbCllLé YOLr

e s T

N g . feellnq whern vesr f1rer awake in the morain
’ M - . ¢

gq.
. 1 . . ' ‘ “?' -
- <. : X .Describe the geography offan leand’?

by interpretina tna symbols presented on the attarha?
i . T . map.* - - : ) ~»-

D.. . Create a pla for o %ndﬂl pyramid. »
T - .
~ bl v -

W -

‘ .-, E Develop pro and con arguments for nuclear

cnergy. ‘ '

\ q::_ F. . ¢ . Dbevelop a plan for building a model city
and list the tasks that will be regquived in order to build

;e . the model. !

ERIC

s
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©

Terminal Task - Do noc complete this task unless you have seletted
this management system as a way of organizing your instruéttional

;g;» . activities. ‘ . . .
’ A . : P
N Dévelop a plan for assigning individuals to groups’ - interacjive. Y B
. and/or common needs - ahd have a colleague apply the checklist
S  provided below to determine if your plan is adequate.
S 1. Basis for identifying Yand, a531gning membess . : ">

. B . . to groups is consistent with grouping. ba51s.
- N (Interactive - Codmon Needs)

2. Insttuctions for tasks are adequate.

I

3. ‘(Interactive groups) There are opportunities ’ .
. for different roles. .

. 4. (Common needs) ﬁigher level cognitive. be- -
haviors predominate for intellectually . v
superior stqdents.

5. Teachers role for interacting with groups ‘
is defined. ¢

v

-

. If you have failed to meet all criteria please revise and have
+ your plan’ rechecked

Fy
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emerge from-it knwwing "x, y, z." On the contrary,
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Theme‘Developmént

I3

~
t = i3
/ - » > . K3 0 » -
The teacher will be able to organize in¥tructional activities 1in
a theme as demonstrated by the criteria listed in this module.: .
'E4 The teacheyr will identify eomponents of a theme as a result
of reading a Jefinjtion and studying examples.

Ratiodnale \

.

A fourth approach to management is generally classified
as theme development’ and more specifically defined in, “The
Davis Model™ (1978).
below) 'is most effectively used with an inductive sequence. In
fact, freedom required to focus on personally relevant, topics .

-~ can be partially destroyed by attempting to structure the prodess
A unique feature of theme develop~

in, a deductive arrangemenc. ,
ment is the brainstorming used in Stage 1 and mapping structure

for collecting ideas. .

"The teacher will identify componenis of a theme as a result of

reading ‘a definition and studying an example.

The Davis Model (presented in its entirety

[ S,

i
|
|

¥

j

H

|
_1
|

The Davis Model for Unit Development has four stages. (see pg. 119). If

proceeds from the introduction of the topic by the teacher and a
series of teacher-directed activities which immerse the students
in the topic *o a second stage in which the students commi. them-
selves to doing -n ind .vidual project on the topic. The third
stage is comprised of a teacher-directed review of the knowledge*
base of the topic and student progress,reports on individual
projects. The final stage i the model involves the presentation
of the product of student resecrch and an evaluation of knowledge
on the topic. ¥

The purpose of Stage 1 is to totally immerse the students in
the topic, not through instruction in facts, but through questioning
and thinking. Stage 1 has no content goal, i.e. students will not
1t 1s intended
that the student will leave Stage | knowing only that he does not
know someth}ng that he wishes to know. The process throughout
Stage 1 is divergent production.

The teacher may initiate discussion of the topic by conducting
a brainstorming szession.
the students, might be asked t& list all the thinds that they consider
science fiction.

Frankenstein
Peter Ran
Close Encounters

Spiderman
Star Ware

20,000 Leagues Under the Sea

Their responsés might include some of the following:

3

A
M

i

*

On the topic of science fiction, for.example, |

|

|

-1
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Student ideas ate recorded on the blackboard with the central topig
' -in a box in the center. Lines drawn out from the hox lead to extensions
of the main topic-and these new ‘headings in turn lead to new associations.

;'. P . ‘.g. L S P —
i “‘ ~ L—K
ot v— - el
. m —
hd L )
- - —
- — B

A completed map presents a wide range of routes for investigation.
. For' example, starting with the topic Seagull leaus to habitat, oceanrs,
migrating routes, "Jonathan Livingston ) ". birdgsounds, .

flight etc. Teachers may get a feel, for the possible routes to be
taken by donstructing maps prior to their actual introduction in the
classroom. However, the classroom map should be primarily a student
product.. After listing all cf the students' responses, the teacher
asks them to categorize the things they listed and then extend the
lists for each category. This sequence of brainstorming, catggorizing.

. and elaborating may extend over a period of three or four days. In the
meantime, other activities.are taking place.

1 .+ In a science fiction theme, for example, the students may view a
d science fiction film and write their own questions for discussion. Or,
they may be challenged to role-play < chhracteq'frbm the film
. Or speculate as to "what I would have done..." They read (and/or
' are read to) science fiction short stories and discuss what the
J stories have in common _and how they are différent. They hear
poetry which is science fiction. They view art which was produced -
X for scienc2 fiction. They discuss analogies like; science®is to
f Science fiction as..... They react personally to science fiction
by adding themselves as a character in.a story, critiqueing a work, -
or'hypothesizinq-about how they would relate to a science fiction
- writer or character as a person. They imagire sequels to plots
they have encountered and outline original works in response to
science fiction music. They expand or condense characters through
dialogue or monologue.' They illustrate science fiction works. All -
these activities are a part of Stage 1 of the model and tak:: place
in large group settings under the direcdtion of the teacher~~. The
most accurate estimation of length for this stage is obtained .from
the students. when they hegin to indicate they would like bo\find

.

out more about "this" or "that", it is vime for Stage 2.
[y . ?

Stage 2 begins the convergent process for students. Each student
must make an igdividual and written commitment (project proposal) to -
do a project on the topic. The students have sampled a wide range of
products as well as areas of investigation. At this point the student
is evaluating the vast amount of information at hand and his or her own
personal fnterests, and making a decision to pursue something in parti~
cular. During Stage 2, students receive clarification of resources and
Product possibilities, and guidance in reseakrch techniques from the
teacher, but they are directing their own project and organizing their
own learning experiences. Optional small group sessions focus on such
issues as "If I were investigating the life of an author, 1 would..'"
and “How to find out about science fiction that has .zcome a reality."




<

These teacher-directed small groups are scheduled in response to
s:udents' needs. . The management system ddring this stage must allow
" for the flexible scheduling of all activitiés so students cdn bork |
:.zndependently and m small groups. - ,\3
S T - There are two parts to Stage’ 3. First. progress reports by init
L vidmlf are given to small groups for feedback and ‘squest:ions. Batty
IR student then finalizes his own plan for the completion of his pmdnc&
by the announced deadline. This “inal plan is reviewed by the tm
ard student in-an_individual conferm.ce.. At that time the tescher s
alsd identify any student needs which way ‘have arisen and assist wi
R any problems. The sscond part of Stage 3.concerns the minimum knowls
base required by the teacher or curriculum on the topic. The teache
“- % " establishes the criterion (amount/areas of knowledge) that all ‘stud
‘must meet to pass the unit. ' In many cases this will ba veview kz"—
' students, but it is essential to formally establish tha gm
_thare is no nimn&r:tmﬁinq as to the ,Wt )

i ‘ements. In science fiction, for nxaph
the minisum nquirmnu for lmc are the foxlovinq-

The Itudcnt will ke able to brifely describe. the hhtory
of science fiction as a literary genre. T
The student will be able to 1denti£y a work as science

fiction or not science fiction and support his cr her
R conclusion with evidence from the story. .

- The student will be able to describe the five most famous
fiction writers and at least one of each of their works:

In 8tage 4, the students share their products with the class.
T~ Zach student receives a copy of the presentex's p:oject proposal -and .
“evaluates his product in terms of it. In addition, the students are’
tested on the objectives outlined in Stage 3. The questions, however,
require more than sisple recall. Instead, they assume the basic
knowledge and reguire the -student to go beyond it. The science fictic
test follows: TTTe— - ‘

~

—~
-
It -

Choose one of each two to answver:

“™y. Briefly outline the history of science fiction as it
will be written for. the next. fifey yeata
Rewrite science fiction history as it would have developed
if motion pictures had not been invented. ’
2. Define "artistic fiction" and briefly describe how a
particular science tiction work might be modified to fit
o this category. A ,

» Modify your favorite fairytale to fit the definition of !

/ science fiction as you understand it.

3. Choose one of the five major writers and describe what
the effect would have been on a particular work if he.
had been blind.

Dascribe the characteristics of aﬁeat science fiction -

writer.”

1Y

T 1zg
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‘ : Such synthesizing foms’ the core of the entire model.; All these test.
__questions .:equire the student to take’a new perspect%e in the infor-

mation he or she has atquired. Evaluation of respondgés to questions

. is made on the basis of the degree to which the student heeded the ’
) ‘problem conditions, the exterit. and coherence of the.support offered, \
; and the congistency of the conclusion. It is especially important \

ct that the evaluation be in terms of the students® own proposals and.

- _in terms of the problem condition stated in the test item. Otherwise,
the entire prpcess of student responsibihty in thought and ac'tmn is
negated through the impos\itlon of an external standard. .

In review, the four'stages and their compongnts are: \

Stage. DKE‘RSION. Actlvxties include the following: .o -

Wi

e = s ‘Brainstoming : Poetry appreciation«+ -
’ Categorizing *Art appreciation . .
- Elaborating Personally reacting - )
3 : , Fole-playing . .7 Critiqueing ’
Tt . ~Attribute listing Examining implications
) Comparing and contrasting Illustrating
) ’ Questioning Music appreciation
“.‘ ' Stage 2 - COMMITMENT, Individual students deride what, when,

where, and how about a partlcular area of the topic. :
] - They write project proposals and line up resources. ’ B
v . They begin research. ) o )

LI -~
*

g 3 - REVIEW ) -

a. Project rroposal review and ‘rev151on. final
product commitment. N
b. Review of minimum knowledge requlrements as ’ *

criterion for evaluatlon .

;St’agg 4 - EVALUATION ¢
a. Project presentation - )
' b. Synthesis question . test \’ ”

The process begins with divergent thinking sp .that as many ideas
as possible are explored. To leave it at this, however, may result
in the students learning many unconnected details. The process
shifts, therefore, at Stage 2 to convergen* thinking in an area of
pcrsonal interest to the student. Finally, the "basics" of the topic )

are received and some closure is achieved through the completion of
projects. The door is thrown open again, however, for further thought
invéstigation and research through the use of synthecsis questions on o
the final examination. C *

°

Ry | 127
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'reninxl ‘.!'uk -\Do not complete thig task unless you have selected .
. . this stem as a way of organizing your instrucf .oﬁal
¢ - activities, - . o . .

3 . ~.

g Construct a map ‘inustraéfulsg\the major topics and subtopics
- included in your unit of 'study. List-.the resources to be used
in the immeision part of the plan, 1list \Fhe\types of products
. that migh* emerge from investigation of the topic and identify
the resources you would have tmprdvide in order to\malte the
. unit suceessful

Have é co}.league apply the checklist provided below to
S deternme if you have met this objective.

., L ltap is mrehensive and includes.routes -
o for investig:tibns in math, h.terat;ure,
, ’ sciem:e and social science.
- & L}
2. Im:;icm resources arg motivating and .
. T e m‘fomtive. . ‘
) 3. Product suggestions are reasonable goals
T 'for intellectually gifted students. -

-~ 4. aaequate resources are avaxlable for con-

) pleting the products .
E= 3

Revise if ériteriq are not satisfied.

=

R
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'!he tgacber will be able to describe how to use "mdependent study"
as an indivpdualizing technique (as measured by a checklist of

eriteria far evaluatmg an independent study program) . (Comprehension)

:1 'me teachier will be able to define *independent study" as a
rasult of reading a descrzpuon of it. (Comprehension)

Ez ) The teacher will be able to identify students for independent

=y study programs as a result of "eadmg about the type of student *

* who qnmlifxes. (Comrehension) o .
'.vs3, m-tsamt will be able to describe the process of directing a
. stadent's independent study as a result of study:.ng a.description
and savergl emles. (Comprehensioa-)
naéiame R

- Independent Study” is an inst.ructional techmque which
E&!ge used to achieve Wndividualization. It is often thought .
- of as & traditional exercise reserved for older and/or advanced
- students. The thesis, term paper, and dissertation .a~e all the
" remilt of tndependent study but to define it in terms of these

_exercisss is to 1limit the concept severely. Although the product o

is-essential in independent study, it is not its only defining
cbaucteristic. Nor is age or expertise essent:.al
# ’f Insteaﬁ of the\traditxonal notions, an independent study
prnﬁeét can be more accurately associated with pufsuing a tangent,
-elaforating on a digression or chasing an "elusive butterfly” far
. afield. It is the pursuit of some knowledge or inteqration that
_ can best be ac‘xieved alone.

) lvman teachers do use the- techmque of independent study,
_ they -cXpsite more powerful learners. They are teaching the kind
of leming-that takes place for the 75% bf the total life spax)
nof: bpmt in *mstxtubions of learning®. .
'mis approach is mre concerned thh student decision-making
ﬂm with content and should be used to extend a student' thinking

‘beyond ithe blsic requirements of most units of. study. Do not ex- .

pcet to Mcover” a predetamined body of content with this approach.
o . r !

3
N
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. h f,RI " The teachexill be able to define "independent study” as a
i 4 result of reading a éeacription of it.

’ . Independent study is the process in which an individdal.
o gathers and/or- manipulates information in a structure of his
*  own design on a topic of his own choosing. It resuylts in a pro- i
' ‘duct which can be shared. . i ' .

- The key to independept study as 'aa%lscrete conkept is the
-t - phrase *in a structure of his own desigh." 1t is an omg:tunity
Lt " for the student to construct hip own plan to achieve a goal.
e ——cmseekhelpinmnstmctingtMtpm ﬁeqaymdhg;pin
JAN ' drawing .up a realistic time frame, or locating helpful sources of .
’ A infowion The teacher will p:oblbly'be the main source of much -
f | of this informition. In & sense, the responsibllity for $tructuring
study has. beeh shifted. from the teacher to the astudent - ““the shoe -

« & _  is on the cther foot" so to speak. The ultimate decfsions about -

o ' wher'to work, what to do, how to organize it is up to the student '
T whg is doing-independent study. - ) S
} - , T

The product. to be sharea is essential because it focuses ths
. entire process on a goal. Independent Study is goal airedtea "
' activity. The sharing brings the independent - thinkez’ back to, group,
v e - forcing him to get feedback and polish his ideas. Even in primary
grades, this sharing often WooKs like a colloduium in which
. the eaphasis s on coﬁstructive criticism.  .f .5, ]

. : 'me St th right to moese the tepic ‘is crucial. - Iadependant
- etudy is 4iff t, and the sustained motivation riecessqry can best

be -achieved as a result of a personal commitment on the part of the -

student. Choosing the goal gives the student a kind of nership

. over the project which helps in-difficult moments. V. }

e, ’ . : . ‘y\~ AE
c oy Activity 7.6 Write .a definition of independent st)\dy'./ )
. v
E, ' The teacher will be able to identify students for independent study .
.programs .as a result of reading a discussion of the:type of student
who qualifies. ¢ e -

Any student 'who is motivated, can make ,decision"s and can commun.
cate hig ideas is a candidate for an independent acud project.. )
The "motivation” is specifically a curiosity about' something - pe
need to know. A student has to recognize he doesn't know something
* and then want to know it:s- In some people this is a natural tendency.
o They are always discovering something they do.mot know anything about -
but would like to. They want to know badly enough to find -out. |
Teachers can cyeate "want to know" situations by presenting tidbits -

of information ht the "tips of icebergs.” In primary grades, this

- might be just the fact that there are dozens of shades of blue that

oo all have names. Students of geometry may be intrigued by "the most
" beautiful rectangle. .




.
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Decision-making on the part of the student in an independent
study prééram is constantly required. A student who asks questions
about paper Size, writing utensil type, composition length, etc. is
not usually a candidate for independent study. The student must not
only make “those.dedisions, but also dec151ons about the crganization
of time, materlals,(awd information. He- -may seek input from the

teacher to make his decisions but not the decisions themselves.

Since the product must be shared the student must be able to
communicate her ideas in some medium. The process of independent . n
study also requires communication. Because the teacher is not . .
establishing and directing the steps of the learning process, an on-
going dlaiogue between teacher .and student is waintained. The®student
shares with the teacher the, thlngs hé is thinking and doing on his t ,
project.

Activity 7.7 Describe the independent study student.

The teache 11 be able to describe the process of -directing a student's
independent) <udy as a result of studying a description and several ex-
amples.

.
~,

AN

The process of directing a student's independent study can be re--
viewed 1n terms of four components: the pnv1ronment, "the task, the
teacher's role, and the student's role. i .

The learning efivironment shich supports independent stdd§ 1s-
characterized by a wide variet of shared information. Things'of -
interest to th. <tudents and teacher are displayed ~verywhere. There
is a profusign of resources - paper, markers, file fclders, books, o
magazines, reports. The atmospherée 1s one of shared inquiry. Everyone
is intere§ted in something and the classroom is their forum. . N

A teacher.can create such a learrming, environment by always showing .
an interest in what the students are interestfed in. A good way to
begin is with, an interest inventory. The teaCher can
model- sharing by talking about some personal iiterests and sharing 4
books and other resources she has uscd to expandyher 1nteres§ New
topics from the curriculum can be p(rsonallzed by asking for stud:xt
input from personal experience.

Even though these activities are it academic,’ they are pre= -
liminary to independent study in an acaderic area because they set.
the tone for sharing. The idea 1s to r.ke sharing easy and valued so
students will be comforwable pursuing the'r own idecas and sharing them.
These activities will help students to feel that the teacher and others
in the class appYeciate and want to hear their ideas.

o

iy ’
The Task ‘ . -

, In i1ndependent study, thc teacher and student establish the task < i
together. The requirements are tnat therc be a.produrt to be shared, -
and tpat throughout, the process the studfnt communicate with the teacher
on & regular basis. . B
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v
The initial meeting to establish the task for an independent
. study should focus on the selection of a topi¢, a review of. the
requirements, and setting a date for the next conference.

: . The focal point ,0of each successive conference is dependent
3 . on the pace the student sets, but content of these conferences
: . shoujd be’ somerhlng like th¢’follow1nq* ' .

: Co. - - 1- Selection of a topic, review of requirements,
. ) . g .setting date for next conference. \ -

- 2- Clarificatior of chosen tdpic (narrowing if

. , necessary), discussion of- possible resources,

' N listing of. questions to be answered, setting
. g . . date_for next conference. e
e ’ ¢ 3~ Progres= report on 1n15rmat10n gathered discussion
. of p0551blhut1es for organizing, infbrmation, setting ‘
date for next conference. -
. s 4- Review of information gathered, check on questions
: A asked at, beginning, redefinition of topic, setting
. - ' date for next conference. t

) 5- Discuskion of wavs to share information, and how to set
N ' . " and accomplish.goals for a presentation, settirg date
L ~ . for practice rup. .
6~ Practice run of :ﬁaring session. -~

3 -

'

. . _ At each stage of the independent study process, »oth the teacher
- : -and student  have respons1b111t1es to fulfill.*

- . » » B 5

The Teacher

LR U Sl

) At each stage of the independent study process, the teacher is
serving as a resource for the student, providing him with help in
gathering, organizing and sharing infcrmation. The conferences are

° directed by the teacher to discern the student's progress and current
needs. Mini-lessons on the topics mentioned in "Task" also occur.
Sometimes s veral students may be moving through this process at

' about th. same rate. If so, the mini-lessons may be conducted with

. that small group. Each student should also have an 1ndividual con~’
ference to. set specific goals for the period of time DPefore the next

meeting. . .

The teacher's responsibilities during the independent study
‘process are: ’ ) o
- - 1- ®stublish requirements. ,
2- Monitor the student's progress.
3~ Provide constructive feedback. -
4- Instruct the student in research tephnlques.
5- Evaluate student's work. 7

a

« ¢ X
7 Evaluation of independent study projects/is based on how well the
N student met the original goals, how well he participated in the process,
and how effectiyely he shared his product, The evaluation of accom-1isk
ment of goals and effectiveness of the sharing are done with the student
The evaluation of how well the student participated in the process is.

%
g
-

-
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done by the. teacher. It includes the depth of the feseatch, degtee-
of preparation for conferences, and the degree of responsibility
assumed by the student.

’

The teacher should keep a folder on each child doing an
independent study that includes his proposed topic, notes
conferences, and any other pertinent information.

.7

The Student

After a few students have done an independent study, others will
g be asking about it. To help the student decide if he should undertake:
? "an independent study project, he should receive a copy of the following
3 questions: .

.

&
l- Are you interested in knowing more about something?
2~ Do you enjoy fiquring things out on your own?
3- Do you like to organize information?
4~ Do you like talking about the ideas you're working
on and the things you are doing?
5- Can you teach people about things you know about?

; > If you answered ves to all of the questions above, you would
. . probably like doing an independent study . It gives you a

? ‘chance to do some thinking and investigating .on your own: and
. get credit for it besides.

- ¢

" When a student decides to do an independent study he signs the
following contract:

A\ In fulfillment of the requirements of an 1ndependent study, 1
agree to: .

@

1- Investigate a topié of my own choosing.
r - 2~ Prepare a product to be shared. ) o5 -
i 3~ Participate in the evaluation of my performance
- . in the independent study process.
4- Communicate with the tezcher on a reqular basis
during the process.

o

Name Date

Proposed topic of investigation L . /{J

-Activity 7.8 Describe the process of directing an independent study
in terms of the four components of environment, task,
teacher, and student.

- - S
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- . “

; N
. Terminal Task - Do not complete this task unless you have
) . selected the independent study option as a means for
. transmitting your activities té students. '
Describe how you wollld structure the environment to
’ facilitate indepzndent study and describe the process of
setting up independent study programs within your unit of

study. ’ -
. . Have a colleague apply the following criteria to
determine if you have met this objective.

- A - . 14
: . 1. Is the environmer* conducive to student
R - selection of a { ic?

4 . 2. Has the student been given an opportunity
to acquire sufficient background of
knowledge

and skills for indepehdent, study?

(%8}
.

Are there ample opportunities fér
choosing a topic as an extension of
. " this unit? ~
4. poes the plan for independent'st“iy
. spocify student and teacher respon-
"sibilities?

Revise 1f needed. |

—

~
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3. Small group is
,ne Jhboring scu

:
Kin-

so loudly,
s complain

*  that thef‘can t . /ncentrate on
their work. ‘

4. John (returned from isolation)

sits sullenly at his desk dnlng

nothiny.

5. Betsy, with whom teacher is having
conference has.failed to complete
her contract.

Social Independence

N\
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The teacher will be.able t> describe the use of "Magic Circles" as a
result of.read&ng about the use and application of "Magic Clr:les"

like Glasger and Gordon use a circle type arrangement

Thé magic circle 1s a systematic procedure designed for several
specific uses.

i

{Comprehension)

Bessell and Palomaras (1973) recommend the circle
arrangement as the basis for a human development program while aurhors

"o e<tabdishing

group participation in group decxslon-maklng and group | “oblem-solving.
Bessell and Palcmares recommend thét the magic circle at 3jrades K-4

.be, developed over time.

They recommend starting with three groups

and bulldlng up to the full class circle over a fime period of from
2nt depend on class CQmp01lti9n.

three to 24 weeks.

Variations in deve

The magic circle arrangement provides fgr:

1.
2.

3.

4.

5.

de

Procedures for operating within the circle are qenérally
with topics that provide opportunities for norn-threatening and positive
"1 really feel good about "
.child in turn has an opportunity to res-ond or pass.
sponding and discussion 1is developed-to the point where rcal problems
can be solved,
get attention." and opinions expressed,
teacher .

Numerous specific activities for establishing and maintalning the
-mggic circle are provided in the Bessell and Palomares material.
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type responses.

contrlbute.

listening.

~

Establishing and practicing ru..

.

'Focusing attention ‘on a speaker.

ki

Focusing attention on listening.

1
Sehurlng contributions from everyone who wirhe-

©

to

» for speaking and

‘Conducting a variety of class discussions including

-decision-makihg, problem-solving, exploring feollnqs,

and ‘ntroducing units

e.qg.

whore
Confidenge-1n re-

establ

ferlings can be shared, e.g.- "How 1 felr when 1 daid

"

e.g. "

did not lLike

»

1t

whon

Establishing eye contact between speaker,s and listenors,

ished

cach

.

t hye

L

¥

-
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{e

’

Task 8.8 Write in your own words, a brief description-of
magic circle. :

.
L)

Terminal Task - Briefly describe how you would plan to apply the concept
- of social independsnce in yqur unit of study. Give at
least one specific ewemple of how™the concept can be
associated with a specific activity withimmthe unat,

.
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Management System:

student Contracts

4

The teacher will be able to organize instructional activities
into a system of student contracts as demnonstrated by criteria
, listed in this module.

’\ ’

E The teacher will be able to identify components of a
contract after reading a Adescription and studying examples.

Rationale
Student contracts . provide a flexible system for teachers

to control differentjation of instvuction. Individua] students
, + may be assigned (or may decide in consultation with the ‘teacher
, or may decide on tieir own)o>jectives to be mastered, resources '’
to be used, activities to complete, and/cr time line to follow.
The formal contract between teacher and student states what is
to be accomplished by a given deadline and the teachers primary
responsibility is in assuming clear dirertion, access to appro-
priate resources and monitoring progress. Excellent opportunities
for student decision-making exist in this management system.

~”

E. . The teacher will be able to identify components of a contract
after reading a description and studying examples.

2 Initial use of contracts by students will require more detailed
instructions and fewer choices than will contracts with more ex-
perienced students. Presented below are samples of contract decisions
3 that illustrate progression from initial use to use with experierced

3 students.

-~

Contract 1
List resources on the contract - student checks which
resources he will use tc¢ corplete an activity.
Contract 2
List activities - student <hoacks which ones he will

complete, and deadlines by which they will be completed.

Contracf 3
List objectives and specify activities. to be completed for
each objective - students check objectivzs to be
mastered, activities tc¢ be completed, and deadlire
for each. !
_ Contract 4
Repeat 1-3 but this time add an opportunity for the student
to add alternatives of his own choosing.

Contract 5 ,
Repeat #4 but require that the student add at least one
alternative of his own.

- , . 13a
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4

~ A sequence of limited choices to more choices to constructing

alternatives is illustrated in this progression of contracts. More
sophisticated and individualized contracts can be made by teachers
working with experienced students in which all of the alternatives =
are developed during conference time. Contracts may be used in
conjunction with independent study and/or theme "development. All
contracts are signed by both the teacher and the student and each
rerains a copy. ' ’

Contracts may- be distributed at the beginning of a unit or
class pericd, they ma§ be developed by students during a planning
time or they may be developed jointly during conference time.
Deadlines may vary from one day to one week or even longer, depending
r = student need for direction. - . ‘

Resources for completion of contracts are generally available
within the classroom. Occasionally however, resources may be located
in the library, resource room, art room, or even the community.

7
-

2=tivity 7.9 Develop a contract that allows for either selection
or construction of bcth objectives and activities to
be completed by the student. 1Include on the contract
all necessary directions for the student.

rermipal,Task - Do not complete this task unless you have selected
the aption for organizing your instructional activities.

7 ' . o
(,, @gge up contract forms to be used by students in gompletznq.
activities and/or projects in your unit of study and list the
\\ resources that will be available for students o use. Describe

what both the slowest and sharpest student in this class might
be expected to complete.

Have a colleague check your contract and plan using the
v following criteria. . .

1. Is it clear what decisions the student is
to make?

\ [

[L

. Are the requirements stated? e
1. Are there options?

4. Are roanu;ves
.

5. Is the range between slow and sharp
student adequate?

( 140
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The teacher will be able to identify management systems after
reading descriptions, and demonstrating comprehension level

" behaviors associated with each system.

Examples of Management Systems for different units of work.

A. A second grade teacher has the goa.1 of helping students

increase their ability to generate ideas for writing
creative stories about their personal experiences.
1. LAP - A learning activity packet could be structured
around recalling specific personadl experiences and
then using specific cre:tivity tools (morphological
analysis, attribute listing) to generate multiple
ideas related-to that experience. A final task .
would be to put ‘these ideas together in a story.

2. Learning Center - Task cards sejquenced in a learning
center would require students to recall personal
experiences and to ap;ly creativity tools to each
éxperience.’ A number ‘of task cards could be in-
cluded to as it some students focus on personal
sxperiences. ™ “Putting together creative ideas into
a story would be the sm _terminal task as in a laP.

| 3. Grou Groups couId be formed based on
“vocabulary level or common experiences. Groups
could write a play with each member assuming specific
roles after initial writing has been completed. Each
student could write about personal experiences
following a brainstorming «session within the small
T group (good leadership opportunity).

4. Theme Development - A large group session would focus
on creative writing and fluency vocabulary associated
with personal experiences. A collection of experiences
and words would be collected and recorded on the black~-
board and possibly recorded for more permanent use.
Each student would then begin to focus in on their own
experience and finally to write their own story.

5. Independent Study - Individual students can be given the .
task of designing a plan for developing a creative story
about a personal esperience. Options for format and
creativity exercises could be preserited to the student
 {or recalled from earlier activities) and the student

éncouraged tr choose the one best suited to his purposes.

6. Student Contracts - A list o. .luengy activities could be
offered on student contract forme and students invited
to check the activities they would like to complete.
Location of each activity could be given to the entire

» group verbally or on a classro~m map.
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Activity 7. 10 Determine fh which manxgement system each of the following

3

events is most likely to occur.

1. Each student is given a booklets containing
cbjectives, activities, and self-correcting forms for
completing a unit of study on ecology.

-

2. Five groups are formed and each group is
given the task of analyzing one type of literatute for
a presentation to the entire class,

3. Three students have dnuonltrated a high level
of interest in the topic of deserts and you have le-
cided to provide thiem with time to pursue their interest,

lgﬁx " Each student is given a list of optional
objectives .and activities for a unit of study on animals.
Bach study must séelect 5 objectives from column 1 and
3 objectives from column 2 and cosplete at least 2
activities for each objective selected.

5. . The entire class brainstorms: on the
* Ttopic 'Iceland’ with the teacher recording infor-
mation on the board in a mapping structure.

6. A series of task cards and resource
materials for the study of creative writing have
been arranged in an attractive display near one
end of the room. Students are requested to complete
a designated set of tasks and record their progress
on a checklist.

Select one management system and organize your instructional
materials for presentation to students within that system.
Guidelines for developing the system are proypded and crirteria

- for evaluating your product- has been provided.
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Answer Key

Activity 7.1

- A« Rationale

B. Learning Activity

C. Behavioral Objective
D. Evaluation

E. Leaming Activity

P. Behavioral Objective
G. Evaluatibn

Activity 7.2

1. l'lafcionale .
2. Pre~test

' 3. Rules for using

4. Objectives
5. Student activities

- 6. Record keeping system

7. Self evaluation device

The s components would be appropriate for both-lst and 5th graders.

-y

Management sirstems 130

Teacher directions for both groups would include an explanaticn of the
use and se of a learning center, and of the specific activities®

and requirements of this one.

; Activity 7.3

A. Interactive
3.~ Common needs
C. Common needs
D. Interactive
E. Interactive
¥. Interactive

Activity 7.10

1. LAP

2. Intaractive Grouping
3. Independent Study

4. Contract

5. Thems

6. Interast CQnter'
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. Module 8
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Communication

N - - . _—_ . [

' E]

The teacher will be able to select the strategy that will .lead
to facilitating teacher-student communicatiow as measuréd by a
test of, "Teacher Responses to Simulated Classroom Conditions.”
{Comprehension)

E

1

The teacher will be able to identify problem ownership
as a result of studying definitions and examples of
problem ownership. (Evaluation) N
The teacher will be able to construct dialogues using

"No Win - No lLose Conflict Resolutions,"™ "Active Listening,”
and "I Message" statements as a result of studying definitions,
explanations, and examples of teacher-student interchanges.
{Application)
5 *

The teacher will be able to construct material ‘and logical
consequences for classes of student behavior as a reiult of
examining explanations and examples of natural and logical
consequences. (Application)

The teacher will be able to describe the use of "Magie
Circles" as a result of reading about the use and application
of "Magic Circles". (Comprehension)

~%
»

Select a Strategy

_{ ‘ T . i 1
Dialogue Natural/Logical Magic
Consequences Circle

* [y

Active ) *
Listening "I" messages

| j

1\
Problem
Ownership 1 4 )
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.

The teacher will be able to select the strategy that will lead
to facilitating teacher-student communication as measured by a
test of, "Teacher Responses to Simulated Classroom Conditions.”
(Cb-prqhenlion)

Rationale -

A general classroom environment conducive to student exploration
in higher level cognitive behaviors is necessarily based on mutual
trust, reépest, and openness. Students must be allowed to make .

mistakes in order to feel the freedom necessary for open exploration.

They must recognize that their decisions are important and that they,

alone, are accountable for the consequences of their decisions. They

must recognize that there are séldom single answers to any one problem

but rather there are a range of solutions based on available infor-
tion and prevailing conditions: . . -

Ll ® .

An environment tﬁk allows these conditions to develop requires
that teachers serve in' the role of a facilitator rather than the role
of a director. The teacher must be responsive to the information,
skill base =nd feelings of sgtudents. The teacher must »stablish
conditions that contribute to student decision-making in all classroom
related areas. These conditions must be established with respect to
both the social and academic beh-viors of students. Independent
learning can only occur in an environment that § .ters social
independence.

An eéffeciive social environment appears to be a function of
comnunication patterns currently being advocatéed by such- authors as
Thomas Gordon and Hiam Ginott.. Familiarity with the tools these authors

- have developed will assist you as a teacher in reaching the goal of
creating an environment conducive to the development of student social
independence. The basic reference for objectives 10.1 through 10.4 is
Gordon, Thomas; T.E,T., Teacher Effectiveness Training, 1974, Peter H.
Wyden, New Yosk. The reference for Objective 10.5 is drawn primarily
from the literature on behavior modification and personal experience.
No additional material is suggested at this time. Objective 10.6 is
based on the Human Development Program (5 volumes) developed by Harold
Bessell and Uva'do Palmares; Human Development Training Institute;
4455 -Twain Avenue, Suite H; San Diego, California 92120.
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L
.
. 1
H

E The teacher will be able to identify problem ownership gs a :
result of studying definitions and examples of problem owner-
. ship. (Evaluation)

The "Teacher Effectiveness Training” (T.E.T.) apprecach
- e endorsed by Gordon is based on mastery of three specific
teacher behaviors. Behaviors are classified as; "active
Jistening”, "I messages" and "No-win, No-lose conflict reso-
lution.” Specific responses are however, based on problem
ownership. -Problems wmay be owned by stugents, teachers or
jointly by the %tiudeént and teacher.. Problems owned by
-.students are genérally caused by feelings that prevent them
‘from successfully engaging in the learning process. Teacher
-owned problems are caused by-fhose situations interfering

with the teacher's Tresponsibility for teaching.and fhaintaining .

an orderly classroom. JointPy owned problems are created when
studenty personal needs conflict with teacher needs. ’

+  Examples - Presented below are several problem conditions and an
) identification of ownership. o

k4 - §
L {
-

‘ ‘o o Y ggoblem , . Ownér'
3 . ’ L
1. Child talks during quiet Teacher or class - violation
reading time. s of class rules. This is a
‘ problem for whoever estab-
) lishe! those rules. '
¢
2. Student makes the remark, Student =~ student 15 expressing
‘ "This is too difficult, I a feeling of frustration.

| can't dc it."

e

3
<

3. student hits a, classmate. student - student 18 generally
gspressing ‘a feeling of anger.
* Hitting might also be used for

~

' \ ’ attentjion or revenge.
‘\/* 3
4. Student repeatedly enters Joint -“=tudent has a need to
classroom late after the attend musi~ lesson and teacher
daily lesson has been has a need to begin with the
introduced. "student 1is entire rlass.

coming from a series of
special music lessons.

Task 8.1 - Identify problem ownershig:. \\\who owns the problem,
~4.

Situation

1. Studert fails to turn in homework
on time,

T 2. Student sefuses tu w rk with, small
: oo ’ group to which he is assigned
R > because, “"They won't let me do
\ any of the work.,"”
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o
.

Task 82 - Presented below are examples of student problems
and choaces of ceacher initial Yesponses. Select the correct
responsc. .
] ° "
. ) Srudent 's Hemark rossible Teacher Responses
1. I'm never joing to work 4. why don't you forget it; he
. with her. probably Aidn't mean it.
. or .
L4 s
*i. You seem to be really angry
with him.
%
.o I can't dr oat! '+ Now, don't talk like that!
. . Just get started. .
U or
b. It seems very difficult to yby
& . B
¢ a - - 1 H
3. Billy ruired my piroceet, .. We had better speak to Billy
about his bejavior. P
. E -
: - or -
. . . You're disappointed at 1081ng
~ your proiject and angry at
: Billly for destroying it.
* ~
‘ Task Ao 3 - Preser el b low are several i owiept prot loms.  Jonstruct
. Qf v teate Mactive~Liatoning rosponses,
~ [
- . N et e Resronsoes
Poo"Waow, iy otare o Are oveeal?
) TS NI I Ao o o Fo
: Thiankimg srae f " N
; 5 .
o e e aet, b, 1) '
r .
T Wit ERE A e et [54
oy e HE v w1 N @,
.
r . - AR
+ 1
AP "
R S O T rero 0 Ty
LR
. .o orequl e baeo, -
R LT R B S S ey
. #
. i S P | R 1=t i -
Poste, 1 v ' [
C <! FLCEINE D RIS TA nor o ogydyare ,
L S PO SE R TR € R O S ALY SO S O 8 .
K
Tt i Wi 1iw 1} 4 * [SE MR S
- P J 1wtk WO FE R A
AR S A N T st e d
S AT h




4. Student comes in from playground

. . ! ) pe -
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’

3. Student fails to clean up afte: a .- Py
messy art lesson. \

and is overbeard saying, "Boy, ca
- 1'm going to get even with John . ‘
for hitting me like that."

’

S. Student continually imterrupts .
during class discussigni

_— 9 :
6. Small qroup»is’disturbinq‘sutrounding -, -
students while practicing their skit. - Ca

7. Student says he can't work because his
classmates are too noisy.

8. Student says, "I can't get started on
this project.”

The teacher will be able to ‘construct dialogues using "No Win -

No Lose Conflict Resolutions," “"Active Listening," and "I Message"

statements as a result of studying definitions, explanations, :=nd

examples of teacher-student interchanges. {Application)

Active listening is the appropriate response to student owned
problems. - Gordon lists four level's of communication including:

1. passive Listening

2. Acknowledgement Responses

3. Door Openers, Invitations to Talk ]

4. Active Listening {Feedback) -

Active listening is the only level of communication that conveys
to the student a sense of understanding, Active listeningyds de51gned
to reflect feelings of teacher empathy nd tespect.

»

-

Active listening involves intetagtion w1th the student in a
manner that provides the student witl proof of teacher understanding.-
Teacher responses are designed to r¢flect the student s feelings and
dgenerally require that the teacher/"ma.e a guess® or “draw an infer-
ence® about the feeling of a stpdent. Teacher feedback is initially
used to validate understanding”of student feelings -- teacher is .
guessing and initial responses are designed to determine if teacher
has accurately defined the student's feelings. Responsibility for
solving the problem is left up to the student. Teacher role is
solely to help the student clarify his problem and to look at it

‘realistically. ’
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"I messages” are delivered when a problem interfering

° ' d

wigh.learnxng belongs to the teacher. ”
\‘v
- 33 hl Message ¥ consists of three specific parts including:

1) what 1is creating the problem?
2) Identifies the tangible or concrete effect on
‘0 the tearher, and
3) Identifier feelings gencrated within the teacher.

. . - Example = “When you have your feet 1in the aisle ( escription of
: behavior), I'm apt to trip over them {tangible effect) and I'm afraid
I1'11 fall and get hurt (feeling).®

.

v

1 "When you come in late (1), I nave to Etop ,
o whatever I'm doing (2). 1It's distracting to )
\§ me and L'm frustrated (3)." . . a\\Si
S ) . .
o AN "7 messages® are presumdply effective because they:
¢ \\.\' T
) . 1} Indicate an agreptance of responsibility for an
B} S wamer feeling by the teacher.
T A 2) The teacher assumes responsibility for beind open
" ! . enough to share this inner feeling.
I T . 1) Responsibility for the students behavior remains
77 ‘ with the student, and
' ! 4} Negative impact 15 avorded. - i
3 ‘ "1 messages” meeot thnice important criteria for ~ffective confrontation.
, . 1y They havwe a nlgh ;rababll;f} of promoting.a wil!lingn..ss
to change; \
. 2y Thny centain minimal negative evaluation of sne student
and *
3) They n not insare the relarionshiy. .
Tusk 8.4 = Presentcd bolow are "XK;I;"’Fl“": of teachs ¢ owne 1 opr oblem,
, with a"‘;f_err.g*}:l L of‘ responses, Jelect the aEI{JOI’I’Ll-*f
reSponLse. . . ~
] T
srpdent ootaoe Possable Posponscs <
R .
§ 1. Student fairl- to roplace 1. When you Jon't Keop agreements,
) books on book~h 11, 1 feel 1t's unfair becausc 1
; a ' have to do all the work.
- or .
| ; - *\’/\ ¢ ohn, will ','tm V}‘l"dr:i‘ r y'l‘{a\:v'
the books you have ljwwi.
i

‘w/w"" N

. 2. Student interrurc - during L Mary  vou aré bhelntg wvery ride,

a small groar yoseon, ) Now flease wart antal 1 oam free,
, % " . N
HAary, the qroup cannot heary me
! when yos are ipterra ting an i
. - am afrai. they will miss *ne
- firoet1on ., '
150 - ‘
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3. A small group of sStudents is a. Boys, if you can't work l
making considerable noise quietly together, then you
while‘wofking on a project. will have to work alone.
’ ’ ) ) or ll
1, Boys, your noise 1s disturbing
the class and I'm concerned
‘that other people cannot get l
their work done. ’

|

Task 8.5 - Feesented below are teacher owned problems.
Construct appropriate responses.
* . ' Responses

1. Student’ fails to complete an o o
assignment on time.

El

2. John is docdling at his seat when
he 1111 has considerable work
to finish. )

-

3. St.dent speaks out during class
discussion without being
recognized.

Student runs to head of line wher
prepafing to 4o to music.

A
5. A student is tzaring up ycur newly
“leciqned learning center,

-

.
P
F =S
1]
.
.
o ik B 2 B A B AR Sl

6. Student 15 having difficulty
, solving a problen,

S "7. Students appear to be boiflf‘q

a lesson that the teacher has

>
e
e

L -_spent considerable time pro- ' .
' paring. , ?
E ’ + “’ . . ) " . ,'
‘ No Win - No Lose .onflict Resolution” procedures are us-ed whea :
‘ . . ’
: problem ownerstap 1s shared by both the studens and the teacher.
- ot - r ) .
) 3 L. Application of effrctive conflict retolution procedures rogulres, - li
' a teacher skilled in active listening and o teachor sha v o on cnoigh
: . to deliver honest "1 messages. " Honesty, understanding and willinagness *
. to negotiate must be obvious and shared by both parrics in arder “or oy
process to function. The proress may be arplied vorn tats o bl
and groups. . .
o Briefly, the process reguire= ot botsa (allr indinidaals 1ow e 1 oan

. " the resolution process participate 1p:

d1ves oot ie gl asTeassnent AF bt

ared tdentifios preciscly what e s

1. Definlng the Froblom - re
. student and trart er nec s
- . t
problem 1s.

IO
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2. Generating Possible Solutions - both tearher and student should
list a set of possible solutions. . \

3. Evaluating Solutions - both teacher and student should str1ke out -

unsatisfactory solutions. '

4. Hakfgé,the Decision - a joint selection of one solution by con-
sensus decision\

‘S. Determine Mow to Implemerft the Decisiop - write down conditions
implementing the solution and defining all terms in the solution.

6. Assessing the Success of the Solution - May not require a formal

evaluation but some- analysis of solution effectiveness should

be completed following a trial period. Perhaps the solution

is worse than the problem - can't be afraid to change.

Task 8.6 Recall a conflict from your teaching experience,
define the problem and list several “"No Win - No
Lose" type alternative solutions.

The teacher will be able to construct ratural and logical consequences
for classes of student behavior as a result of examining explanations
and examples of natural and logical consequences. (Application)

Occasionally, there are times when students repeatedly exhiosit disruptive
and/or irresponsible behavior. Such repetitions cannot effectively be
handled with the preceding suggestions and more drastic steps need to be
taken. This next step.temporarily restricts student freedom but is
nevertheless part of a process designed to build social independence.

Student responsibility fcv behavior is developed through a process
in which thé student recognizes that he is accountable for his own
personal behavior. Students are free to make decisions abo.ct ..ow they
behave but they must recognize that disruptive behavior carries with it,
certain consequences. Standards for social and academic behavior should
be developed early in class discussion with student solicited descriptions
of desirable and undesirable behavior. Assurances should be given th -
,everyone is free to behave in his own best interests but that because
this is a group - a social setting - ‘considerable attention must be given
to needs of the total group. Behaviors that interfere with learning by
other me nbers of the group are not acceptable and will be accompanied by
separation from the group. Separation is_generally preceded by a warning
and repeated offense scnds the offender into isolation. Return from
isolation can be at the students' or classes' discretion or can require
that the student develop a plan for modifying his behavier. Continued
disruption while in isolation may result in a conference with either a
parent or a counselor.

The key to this process is a full and complete understanding of a
freedom to do as "I want to," as long as the needs of the group are
accommodated. Failure to respect group needs results in pre-arranged
consequences that are administered quietly, caimly and consistently.
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Academic irresponsibility is treated slightly differently.
Failure to complete work within expected or reasonable time periods
are simply met with 1ew deadlines. that may require missing optional
activities, staying after school, or completion at home. Again,
the key is a clearly defined expe .taticn, reasonable time allowance
and student freedom to make the choice.

4

Example
]

A 4th grade class has discussed academic and social responsibilities
within the classroom an«d has arrived at two basic rules. First, any be-
havior that interferes with the rights of others to learn is disallowed
and second, all assignmants will be completed by previously agreed upor -
due dates. Social responsibility violators will be given two warnings
per day and then sent into isolation. Removal from isolation may be made
voluntarily when the student is ready - once. A second violation during
the day requires a written plan of action on how repeated disruptive he-
havior is going to be modified. Continued disturbance while in isolation
requires permission of the principal to return to the classroom.

s

Academic violators simply miss recess time until work is completed.
If the student has made the choice to not work in school then repeated
lateness will require a note from home describing why work cannot be
completed during out of school hours.

Examples < Presented below are examples of situations in the fourth grade
. . . Al
classroom just described with teacher responses. ¢

3

Student Action - Consequence
During conference time with
individual students the

following events occur.

l. Mary sits day dreaming.

2. John walks past a table and Warning - This 1s interfering with
pushes Billy's book on” the Billy's work. o
floor. ’ i

3. Billy fnterrupts conferenc¢i..g I message - "Billy, I would like t
by requesting help. " help you but right now I'm workin

with Susan and your request is.
breaking my chain of thought."

Task 8.7 Again based on the described fourth grade classroom, provide
appropriate teacher responses.

1. John (saime une) throws a parer
wad at Nancy.

2. Michael hits Craig as he works
by his table.

, 153

Nothing - Mary 1s free to choose
when she completes her work.

“

.

.
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-

3. Small group is talking so loudly,
neighboring students complain \
that they tvan't concentrate on )

thei: work. : \-

+4. John (returned from isolation)
. sits sullenly at his desk doing
nothing. v

5. Betsy, with whom teacher is having
conference has failed to complete
her contract.

The teacher will be able to describe the usé of "Magic Circles” as a
result of reading about the use and application of "Magic Circles".
{Comprehension)

The magic circle is a systematic procedure’ designed for several
specific uses. Bessell and Palomares (1973) recommend the circle
arrangement as the basis for a human development program whiie au:Hors
like Glasser and. Gordon use .a circle type arrangement for establishing
yroup participation in group detision-making and. group problem-solving.
Bessell and Palomares recommend that the magic circle at grades K-4
be developed over time, They recommend starting with three groups
anC building up to the full class circle gver a time perxod of from
three to 24 weeks. Variations in development depend on class composition.

* 1

The magic circle arrangement provides for:
l. Focusing attention-on a speaker.
?. Estarlishing eye contact between speakers and listeners.,
A9

3. Focusing attention on listening

4. Securing contributions from everyone why wi-he- to
contribute.

wn

Establishing and practicing rules for speaking and
listening. -

6. Conducting a variety of class dlSCUSS]ONS inclading

decision-making, problem-solving, cxploring feelings, -
and introducing units. .

Procedures for operating within the circle are arnerally established
with topics that provide opportunities for non- threatening and positive
type responses. e.g. "1 really feel good about ", where cach
child in turn has an opprrtunity to respond or pass. Confidence in re-
sponding and discussion 15 developed to the point where real yroblem=
can be solved, feelinqgs can be shared, e.qg. "How [ felt when [ Jdicd s
get attention." and opinions expressed, e.g. "I did not like 1t when b

teacher M

Numerous specific artivities for ™ g ard maintaining the
magic circle are provided 1n the Bessell and Palomares material.
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-
| Task #.8 Write in your own words, a brief description of
= ¢ . magic circle.
= 1 !

Terminal Task - Rriefly describe how vou would plan to apply the concept

’ . of &ocial i1ndependence in your unit of study. Give at
- je-pst one sperific example of how the concept can’be
: agancinte d with 4 sresi1f1e activity within the unit.
" = 3 \
iR} >
- L4
«
g \
-~ -
1 . ,
3 , .
3 fl
4 0
: ’
5 - a
A >
s .
, -
!
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4
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Answer Kex

work, skit group needs to make noise.

Student, student needs quiet to work, joint problem
with classmates who need to make noise.

Student’, student expressing feeling of frustration.

M r

8.3
M > o
= 1. You are really afraid your parents will be angry with you.
" 2. You don't feel it's fair for different groups to’'co different
types of work.
3. You feel uncomfortable with writ1ng tasks.,

d///’ : Task 8.

. Social Indépendenqe 144

»”

8.2

L4

4

« Teacher, teacher gave the assignment. . : 1..b
4. Student, student is expressing a feeling of ‘2. b
. *being left out”. ° 3. b
Teacher, teacher mades the assignment. )
Student, student is expre:sinq angry feelings. . Task 8.4
Joint, student wants to express himself, teacher 1. a
wants to conduct a discussion. ; 2’ b
Joint, teacher wants it quiet so all qroups can 3: b

4. You are feeling unhappy .because you haven't made new friends ‘yet.

5. You are upset because Mary is always chosen as the group leader.
. 6. You are really upset because of all the work you put into your project.

8:5 v '
. . N

very difficult for me to judge your progress.

7. You are unhappy’ about the time it takes you to finish your work.

1. I'm concerned that. your not doing the homework on time will make it

?'2 John, I'm worried ahout the amount of time I'll have to work with you

later if ypu don't work now.

: 3: Mary, my train of thought gets broken when you try to talk to me and

1'm talking with other students.
- 4. Billy, I'm always afrald someone will get hurt when you ‘run 1in
classroom. ’

<

the

" 5. Max, that really makes me angry to see you tearing up something I have

put so much work into.

6. Billy, I feel uncomfortable about the time I'm spending with you becausc

. you do not appéar to be paying attention.
*7. Boys, I'm upset because I .have spent a lot of time on this les
are not paying attention.

sk 8.6

!

] Review steps in the No-Wi , No-Lose conflict resolution procedure.

.

Fusk 8.7

- }» Quietly - John, second warning

%3$ Quietly ~ Michael, first warning

%? Boys, I'm upset because your noise is disturbing gqther chxldre
4. Nothing - John is free to choose or "I message" (see Task 8.
5. SCQ Task 8.5 response 1.

[Kc

15¢ .

son and Yyou

n.
response )
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Appendix A: Worksheets

Work Plan
. Module 1 Unit Topic:
- Rationalgz ‘
- ) 3 |
_Module 2 ) r : ’
3 Cog%itive Behavior Level Qerﬁs which Indicate Them
Rt .
3 . .
5. .
. A 6.
Module 3 I ’
' Goncep}s, Definitions and Multiple Discriminations
1. .
- 2. | ‘
- 3.
3 4.
,‘; §.
Y 6.




3
a

Module 4 Technique:

Concepts .

1.
2.

. ..
‘0
5.’ 5
6.
Principles:
Probl;ms:

i

Module .5

Termihal Objective(s)

Activities

and Cognitive Behavior Level

159
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- Enabling Objecitves,

11.

- o il ?
! Module 6
Introductory Activity

Culminating Auriwvaty

IS T



< , Worksheets 148
Management System: . s
® | Description of tasks completed in conveysion process:
o
-' j
= ! <. .
' Module 8  Social Independence Activitie. -

Module 9 Academic Independence Activities

~ -

: ‘
,
:
.
.

o

e
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Sample 'of Complétad Workplan © o
) ) N

Completed Worksheats 149 ~ l
This is an abbreviated example intended only to illustrate each step. ' l

>

? Module 1: Unit Topic - Science Fiction

Rationale - A unit of study on science fiction for intermediate level, . '
. intellectuslly gifted students takes advantage of a hinh 1interest .
‘ , topic that comfines fact and fantasy. Although predominately a ..
literature unit, the study of science fiction can be broadened ! ‘

x into almost any topic of 'interest including mathematics, social
o relationships, science, ecology, etc. Opportunities for research ;
X into the development of Science Fiction, its uniquendss, 1ts : |
: proponents, and its definitibn provide substantial practice in |

- . comprehe .ion, application and analytical behaviors. -Projecting
beyond what has already been written and role-playing present
synthesis level challenges. C(reativity in drawing, writing,

building, playing and hypothesizing abound within the topic. -

f ’ , s s '
: ) Scienca Fiction is a basic literature form that students and

, adults may enjoy as a leisure time reading activity. Exposure at ﬁ
7 this stage of development will provide a solid foui.ddtion for ’

3 & understanding the role of science fiction in our world and hore- ‘
f ' fully, increasing the frequency of choosing this form of literaturs.

. ‘ '
;o Module 2: Cognitive Rehavior Level Verbs Which Indicate Them o 1

l, Knowledge define, recognize, rrcall,
label; distinguish

-~

y !
Comprehension describe, rephrase, pa-arvrasc,

1llustrate, restate

L)

>,  spplication apply, use, relatresy omplow,
) generalize

' 4. Analysis compare, contrast, atal.. -,
deduce, cat«ogorizs ’
, 5. Synthesis create, produce,, dcsiin,
- . +

originate, formulate . ’

6. Evaluation judge, 17o1Ee , el oy,
justify, arvdwe .

B
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Module 3:

Concepts

L 3

~

Compléted Worksheets

1.  Science - The observation, identification, description,
experimental investigation, and theoretical explanation

~

~,
N

2 Fiction - Sounthinq invented or imagined. -
Multiple discriminations:

~

of natural phenomena.
Multiple discriminations:
art, philouophy, ethicn, maqic, history.

3

.y

distinguish science from aestheties,

distinguish fiction from non-fiction.

3. Literary Genre - A distinctive class or category of literary
composition. '

Multiple discriminations:

‘

distinguish class from randomly
associated items ‘in a group.

-~

Future - The indefinite period of time yet to be.

4,
Multiple discriminations: distinguish future from past ard
present.
Principle
Science Yiction is the lggg;ary genre distinguished by imaginary
happenings set _Jjpsthe future but based on present scientific
ynowledge and using scientific explanations of hypothesized
) . phenomena.
Problems
1. How can science fiction extend present scientific knowledge without
contradicting it?
2. where do science fiction writers get their ideas?

3. Rewrite a fairy tale as science fiction.

40
5.

. Module 4:
. Module 5:

Terminal Objective:

Compare science fiction and other types of fiction.
Rewrite a science Fiction story as historical fiction.

Activities using Williams' strategies - please see Module 4.

»

*
’

Sixth grade intellectually gifted students will he

able to identify the trends in the present which science fiction
writers have developed into the realities of the future as demon-

strated by an analysis of a specific work using that criteria.

Enabiing Objectives
Students widl define science fiction as a result of:

1.

2.

a.
b.

(K)

_defining science, fiction, literary genre, and future.

(N)

reading, listening to ani viewing several science fiction

articles.

Students will propose a hypothesis to explain why it is that

.,8cience fiction writers are able to accurately predict new

inventions but not create them as a result of recognizing and
identifying specific examples in the literature. (S)

-

.
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3.

4.

(2

1.

1.

e 12.

Comr-. ated dcrksﬁeet 8,

151 -

Students will analyze at leas* a Jdozen works claszified as .
science fiction to determine their .commonalities as a result
of genetatlng criteria for Lomparjng/contrastxng and reading
the works. (N) . N
Students will write a science fiction story in which{something ,
unknown in another science fiction work 1s now known as a tesult
of:

a) defining unknown, L

b) identifying an unkhown element in a story,

c) generating hypotheses about vhen 'and how 1t ~could be known,
.d} apply:ing writing skills, (§} . v

Students will predict ‘the effect of a science flc*lon "fact"”
suddenly becoming real as a result of: o
a) identifying a sc19nc« fiction "‘a«f"\
b) rescating thHe "fact” to the present.

Students will evaluate a science ficdtion
how 1t contradicts_our habitual ways of
result of:

(s) .
work in terms of -
viewing things as a

a) identifving science fiction concepts i a ,work,
b} identifying present-day use ot those concepts,
c) relating a ani b. (F} : ’

Students will rew 1t a science f12t10n story, chandlng Lhe

of. the main character as a vesnle o g™

aY " identifying tl. wmain character .7 0 tory, ‘
b) ident:fying the implications for th storv of subs tl'UxIHQI
an opposite~scexed main character,
¢} applying knowledge of story writing. (7))
Students will tew te a s~icnce f1orinn story neluding thorselv
as a chara ‘1 a3 & result of: , ,
ar 1dentifyingy a “ﬁvv,
bl creatina 2 character, ’
‘) anaiyzing trne amplicatiors for ot ey of this new
character. ) .o <

1
|

Students well tropos- 4 hypebe v e 7 toe rebataonsarp of
cotencefoetanr wrptor ard o - ot f 0 wckharound 4n o4 11?' o
a)  exarinirg v bisgraphr .t L s wEter s, '

b) drawirg conclustons abo ot s by a Ll anthor s,
¢} making 1 e ralizatien, {

Students will  ompars tw, ey St arn wenrl oWt ter Jan u‘a)“s
apart as a ren oot
al tdpnty froang mw aorn wr ! . Loart,

b)Y reading e oweor oo, l
¢} adentifyarg crareria Yor o ocorr o, A

Students will Creesto aontned 6 FFe ‘ tiinsrratter s oy 4 soreng
Totier work as o1 oresult of; ]
A 1AEntI gy Sormeegp g o sTho e o,

b) applying acovher e sk ]l {0 :

Students” will 1nuetiage Phe of oo Coaeev e C Dt Tone o
screntifie community as A rro-ult e
a) rdentifring lealing ar i ore cea b L penc ey,

b) ident ety Link - herwoorn o Lorpe S o ] toren o,

e} researchtv trs lrre andt wor’ o 0 et owan Minuented
‘ Socrenne Pyotpr "Haor " i,



Completed wOfksheets

Module 6

f Introductory Activity: Where do ideas for science fiction come from?

1. Students will brainstorm answers to the question.
2. Students will analyze the question for clarity as a statement
of the problem.
3. Students will generate a list of topics to irvestigate and. research
to use in anSWértéﬁ the question. v

! Culminating Activit§ {See Module 6)

Students will propose hypotheses to answer the introductory question.
Students wi .1 support hypotheses with evidence.
Students will choose an audience to present their products to.
Students will a.:lyze the audience they have chosen for the purpose
X of planning activities for them.
5. Siudents will formulate and practice a presentation based on their

hypotheses.

B W N
* s »

.

Module 7

Ménagement System: Theming, Contract, Independent Study

DescriPtion: Topics of investiggtion by students will be generated

" in the introductory accivity. The theme ~ap will be posted in

-, the learning area. &gach student will have a contract. ,Thev
will be‘required to, comp .ete enabling objective 1, four other
enabling objectiveg, and an independent study on the tgpic of
their choice. -

Module 8
- - ' \
1. ‘Students will identify problem ownership and suggest solutions 1in
the conflict between Harrison Bergeron &-Diana Moonclamper in the

. " story by Kurt Vonnegut as a result of defining problem ownership
and conflict and reading the story. (A)

2. Students wil] identify the logical consequunces of Harrison's behavaiur

“and identify the :zame for their own behavior as a result of a class
discussion. (N)

3. Students will participate in a Magic Circle using the stem; "If I,
were Harrison I would have..." as a result of understanding the
rules,of Magic Circle and thinking about their own reactiong to the
sityation. (K) .
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Unit Plan innal form)

Topic:

‘ Author: . <;

Population:

, ~ Management System: (from Module 1)

Rationale:

E I. Introductory Activity (fome Module 6) .

II. Terminal Objective(s) (from Module 5)

ITI. Enabling Objectives (from Module 5)

.OR SR D BB . BEE 5 = B O BB O BB B B B Ee .

IV. Culminatirg Activity (from Mcdule 6)

V. Communiration Actii ' » from Module A)
i ' ’ '

v

vI. Biblioqraphy:’ (List any partiumlarly pelnful sources, and the
, textbook vou used 1f any. Avoird copying biblio=
graphi~ information from the <ard catalog.)

L 166
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- Appendix C: Bibliography Format

1. Periodicals ) -

HarloG} H.F. Fundamentai principleé for prepering psychology
journal articleg. Journal of Comparative and Physiological
Psychology, 1962, 55, 893-896.

2. Books

Strunk, W., Jr., & White, E.B. The elements of style (2nd. ed.).
New York: Macmillan, 1972. :
) e
3. Film
* Y
Wolff, L. (Producer). Rock-a-bye baby. New York; Time-Life
o Films, 1971. (Film) :
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