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ELEMENTS OF INSTRUCTION-VTAE WORKSHOP
Final Report

Background

The Elements of Instruction VTAE workshop was conducted March 7-¢,
1989 at Wisconsin Rapids. The workshop was based on the notion that
effective instruction is directly related to recruitment, retention,
olacement and overall program effectiveness and thus vital to any
school. The model used in this workshop is based on the UCLA Teaching
Model, Essential Elements of Instruction, resulting from the work of Dr.
Madeline Hunter. Dr. Hunter has translated psychology research along
with hundreds of hours of observation and analysis into meaningful
content easily understood by those in the teaching field. When coupled
with an ongoing program of instructional supervision and live
instructional conferences, this two-part process has been judged to be
one of the most effective ways to heighten, maintain and refine
instructional skills.

The process is based on the assumption that there is a body of knowledge
which forms the underpinning of teaching. This body of knowledge is not
limited to any one content area or learning situation, but rather, "it
applies to every Fuman interaction that is conducted for the purpose of
learning." In contrast to many other models of teaching, the UCLA
teaching model negates the need for a particular style of teaching . . .
eliminating a "recipe" to follow for success. Instead, the model
recognizes teaching as a process of decision-making, utilizing proven
research to delineate what a teacher needs to consider before deciding
what to do. Districts have seen that the UCLA modei undergiras many
other models of ieaching (direct, indirect, discovery apprecach,
cooperative learning, individualized instruction, etc.) because it
identifies tha decisions that all teachers make regardless of the chosen
mathod of instruction. As such, it provides the base for other programs
to build upon. The process acknowledges the fact that the most
important educational element in our schools is the instructional skill of
the teacher.

Many new and experienced instructors need help concentrated on
improving instruction - studying research, integrating effective
instructional techniques into new curriculum programs, and highlighting
instiuctional behaviors in teaching. The "Elements of Instruction,” forms
the theoretical base of knowledge describing how students learn and
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form this knowledge, how instructors can then make instructional
decisions to increase the probability that students will learn.

Workshop Obijectives:
The objectives of the workshop were:

Develcp an awareness of the Madeline Hunter approach as it applies to
vocational, technical, and adult education by:

1. Defining criteria and critical questions reiating to a profession,
and teacher responsibilities.

2. Identifying characteristics of teaching to an objective.
3. Selecting an objective at the correct level of difficulty.
4. Recalling the steps to monitor and adjust the teaching.

5. ldentifying and demonstrating use of the principles and
charactetristics of learning.

6. Keeping a log of teaching actions for two weeks.

7. Analyzing and evaluating the teacher action with respect to the
Elements of Instruction.

Workshop

The content of the workshop consisted of techniques in the Madeline
Hunter method of researched topics of Elements of Instruction as applied
to vocational, technical, and adult education. Topics included teach to an
objective; selecting objectives at the correct level of difficulty;
monitor and adjust, and principles of learning including motivation,
retention, transfer, set, active participation, reinforcement and closure.

Letters were sent tc each district announcing the workshop in January,
1989. At that time, background information, objectives, teams,
registration and credit information was also sent out (see Attachment
A).

Each VTAE District was invited to send three participants. It was
suggested that a team be made up of two instructors and one first-line
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supervisor. This team would also participate in a three day follow-up
Instructional Supervision workshop to be offered a few weeks after the
Elements of Instruction workshop.

The workshop was conducted with formal presentations, then
opportunity for participants to put the content in their own words and
then and practice.  Practicing was accomplished through sharing,
worksheets and group activities. Each participant had an opportunity to
practice what they learned by presenting a lesson and to observe other
instructors as they presented instruction. Feedback from participants
was gathered at the end of the first two days and adjustments made to
accommodate participants concerns.

Sixteen participants from eight VTAE districts participated in the
workshop. Of the participants, three were supervisors, two were
curriculum specialist one was a general education instructor, and the
rest occupational instructors (see Attachment B).

Participants were each provided with a three ring notebook (see
Attacnment C) with labeled dividers. Also provided were numerous
articles, information sheets, worksneets and notebook paper. Numerous
transparencies were developed and also mailed to each district for use
(see Attachment D). Each participant also received a Certificate of
Completion (see Attachment E). Thirteen of the participants signed up
for one course credit (three undergraduate and 10 graduate) through UW-
Stout. Based on University of Wisconsin System Policy #22, the tuition
fee was waived except for the segregated fee which participants paid.

Each participant completed an evaluation form. The tabulated average
reting was 4.7 out of a possible 5 (see Altachment F). Participant
comments are attached and indicate excellent results (see Attachme.it
G). Many expressed the lack of some district support by not sending
any one or only sending one person to the workshop. Many asked if the
workshop would be offered again.




ATTACHMENT A

Letters
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UNIVERSITY OF WISCONSIN

~N
PAIT A
CVTAE i U i
CENTER FOR VOCATIONAL TECHNICAL AND ADULT ED’JCATION

715-232-1382 A

January 31, 1989 MENOMONIE WISCONSIN 54751

. Thomas Maney
Dean of Instruction
Nicolet Technical College
P.O. Box 518
Rhinelander, WI 54501

Dear Tom;
The State Board of Vocational, Technical and Adult Education and the Center for Vocational,

Technical and Adult Education, University of Wisconsin-Stout are conducting two staff
development workshops:

+ ELEMENTS OF INSTRUCTION - SUPERVIST
March 7-9, 1989 March 28-30, 1989
Mead Inn-Wisconsin Rapids, WI Mead Inn-Wisconsin Rapids, WI

The purpose of the first workshop, ELEMENTS OF INSTRUCTION is to heighten the skills of
the instructor by providing instruction in the essential researched elements of instruction. The
workshop is planned for each district to send a team of three people: two teachers (ACE - or part
time instructor may also be sent) and one first line supervisor, or department head. It is important
that the first line supervisor be someone who has responsibility to evaluate/supervise instructors.

The second workshop, INSTRUCTIONAL SUPERVISION, will apply skills learned in the first
workshop by providing a focus on improvement of instruction by the development of observation,
analysis and conferencing skills. Participants will be able to reinforce the effective instruction of
skills observed, and refine or add new skills.

Districts should plan to send the same first line supervisor to each workshop. One or both of the
teaching staff who attended the first workshop should also plan to attend the second with the
supervisor. A team will facilitat the comprehension, applicatior and implementation of the new
concepts and strategies learned.

The presenters for the workshop will be Howard Les, Co-Director, of the Center for Vocational,
Technical and Aduit Education, University of W#sconsin-Stout and Bill Mamel, Consultarit,
Instructional Troubleshooters, Minneapolis, MN.

Credit Offered
One credit (either graduate or undergraduate) will be offered with tuition waived. A small UW-
System institutional fee (graduate $9.82, undergraduate $12.54) will be the only charge.
Registration for credit will occur at the workshop.

A confirmation letter will be sent to registered participants prior to the workshop.

The workshop grant will cover lunches and breaks. Other meals, travel and lodging expenses are
the responsibility of each VTAE district. There will be no general registration charge for this
workshop.

Continued on next page...

UMIVERSITY OF WISCONSIN-STOUT IS AN EQUAL OPPORTUNITY AND AFFIRMATIVE ACTION UNIVERSITY.
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Page 2

Workshops:

Elements of Instruction
Instructional Supervision

Please complete the enclosed registration form and retur it in the envelope provided by
Wednesday, February 15, 1989. Call the Mead Inn (715/423-1500) directly for lodging
arrangements, noting you are attending this workshop. A block of rooms have been reserved. We
look forward to your involvement in this staff development activity. If you have questions, please
contact Sue Foxwell at (715) 232-1885.

oward Lee, Co-Director Sue Foxwell, Workshop Coordinator
CVTAE, UW-Stout
218 Applied Arts Bldg.
Menomonie, WI 54751
asm
Enclosures
1. Registration Form cc:  Lou Chkinnaswamy
2. Agendas Bob Johnson

Jim Urness *

The WISCONSIN STATE BOARD of VTAE & UW-STOUT do not discriminate on the basis of
race, sex, age, religion, sexual orientation, handicap, national origin or ancestry,
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Lou Chinnaswamy, Consultant
WI Board of VTAE ’
310 Price Place i
P.O. Box 7874

- Madison, W1 53707

RE: ELEMENTS OF INSTRUCTION WORKSHOP
March 7-9, 1989
Mead Inn-Wisconsin Rapids, WI

INSTRUCTIONAL SUPERVISION WORKSHOP
March 28-30, 1989
Mead Inn-Wisconsin Rapids, W1

Dear Lou:

Artached is a suggested letter describing the workshop to be sent out under the state
director’s signature. Please note that becausc of the timeline, we have sent workshop
information and registration material to instructional services directors, noting that this letter
from the state director would be forthcoming. A copy of that correspondence is enclosed
for your information.

We look forward to working with you on this preiessional development initia‘; ve. Please
fezl &ree to contact either myself, (715) 232-2343, or Sue Fexwell, Workshop Program
Coordinator, (715) 2321885, if you have any guestions.

Sincerely,

Tn

Howard Lee, Co-Director

Center for Vocational, Technical
and Adult Education

HlL.:asm

Enclosure

pc:  Bob Johnson

Jim Umess
Sue Foxwell

UNIVERSITY OF WISCONSIN.STOUT IS AN EQUAL OPPORTUNITY AND AFFIRMATIVE ACTION UNIVERSITY.
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Date: January 31, 1989

Subject: * Elements of Instruction Workshop, March 7-9, 1989
* Instructional Supervision Workshop, March 28-30, 1989

Contact: Lou Chinnaswamy, Consultant
Distribution:  District Directors
- Assistant Director of Instructional Services
Meeting Distribution List

The Wisconsin Board of Vocationa!, Technical and Adult Education (WBVTAE) is
. Sponsoring a Professional Developmer : Workshop for instructors according to the
following design:

Subject: Elements of Inst.uction Workshop
Date:  March 7-9, 1989
Site: Mead Inn- Wisconsin Rapids, WI

Subject: Instructional Supervision Workshop
Date:  March 28-30, 1989
Site: Mead Inn-Wisconsin Rapids, WI

Background: ‘The WBVTAE encourages the development of initiatives and educational
opportunities for professional advancement of educators of the VTAE system through the
REFP process. The professional develpment committee with the assistance of UW-Stout

has designed two workshops: Elements of Instruction and Instructional Supervision for a

selected team of educators from each VTAE district.
Obiecti f the Workshops:

Elements of Instruction; This three day workshop on Elements of Instruction will heighten
the presentation skills of the instructor through analysis of the instructional process.

i vision: This workshop will apply skills leamned in tre Elements of
Instruction workshop. The focus will be on improvement of instruction through the
;ibcveIOp-mcnt of observation, analysis and conferencing skills among the supervisor ana

¢ teacher.

Participants: Each district is requested to select a team of three educators. The
recommended composition of the teams is: one first line superisor, or department head,
and two teachers (ACE - or part time instructor may alsc be sent). The supervisor should
have responsibility of evaluating/supervising instructors. Districts should plan to send the
same first line supervisor to both workshops. One or both of the teachers attending the
first workshop should also attend the second.

Registration and credits; Decisions pertaining to the cost of travel and lodging are to be
made by the participants and the parent district. Lunches and breaks will be covered by the
project. Housing is available at tﬁc Mead Inn (715/423-1500). One graduate or
undergraduate credit will be available for workshop participants with tuition waived.

13




Page 2
Elements of Instruction Workshop &
Instructional Supervision Workshop

Credit enrollees are responsible for paying a UW-System institutional fee of $9.82
(graduate) and $12.54 (undergraduate).

Inquiries: Any inquiries should be directed to:

Sue Foxwell, Conference Program Coordinator
Center for Vocational, Technical and Adult Education
UW-Stout

218 Applied Arts Building

Menomonie, WI 54751

(715) 232-1885

Back-up information request wiil be provided by Orville Nelson, (715) 232-1362, Howard
Lee, (715) 232-2343, or Lou Chinnaswamy, (608) 266-2222.

Under separate cover, letters have been sent to instructional services directors which
include workshop and registration information. Districts have been requested to submit
rcgldstrations by Wednesday, February 15, 1989, so workshop preparations can be
made.

Your cooperation for this important professional development initiative is earnestly
requested.

State Director
asm

Enclosure

The WISCONSIN STATE BOARD of VTAE & UW-STOUT do not discriminate on the
basis of race, sex, age, religion, sexual orientation, handicap, national origin or ancestry.
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VTAE Elements of Instruction Workshop

Participant List
March 7-9, 1989
Dishict . — Participant
Blackhawk VTAE District Michael Gagner, Division Chairperson,Business Occ.
6004 Preiric Road Leland Peich, Instructor
P.O. Box 5009 Sandy Paulson, Instructor

Janesville, WI 53547-5009

Chippewa Valley Technical College
620 West Clairemont Avenue
Eau Claire, WI 54701-1098

Fox Valley Technical College
1825 North Bluemound Drive
P.O. Box 2277

Appleton, W1 34913-2277

Lakeshore Technical College
1290 North Avenue
Cleveland, WI 53015

Mid-State Technical Colle’,¢
500 - 32nd Street North
Wisconsin Rapids, WI 54494

Milwaukee Area Technical College
700 West State Street
Milwaukee, WI 53233

Southwest Wisconsin VTAE
Bronson Boulevard
Fennimore, WI 53809-9989

Western Wisconsin VTAE
304 North Six¢h St., £.O. Box 908
La Crosse, WI 54602-0908

Haro! Sincher, Instructor

James Brown, Electromechanical
Connie Solsrud, Nursing

Tim Tewalt, Electromechanical
Ron Krippner, Science Instructor

Marvin Schroeder, Curriculum/Research Specialist

Maureen Donovan, Curriculum Specialist

James Prochnow, General Education
Merlin Bauer, Real Estate/Marketing
Bill Lindroth, Supervisor

Preston Baity, Police Science

Jolly Michel, Dean of Home Ec. Service Occ.

Ron Sellnay, Supervisor
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Handout Materials
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AGENDA
VTAE

ELEMENTS OF INSTRUCTION WORKSHOP

Tuesday, Mu.ch 7, 1989 Mead Inn-Wisconsin Rapids

WORKSHOP
INSTRUCTORS: -Howard Lee, Co-Director, Center for Vocational,

Technical & Adult Education, University of Wisconsin-Stout
* Bill Mamel, Consultant, Instructional Troubleshooters,
Minneapolis, MN

7:30 - 8:00 Registraticn

8:00 - 8:30 Introduction, Objectives & Expectations - Howard

8:30 - 9:45 Professionalism and Overview of the Elements - Bill
. 9:45 -10:00 Break
10:00 - 12:00 Selesting Ohiectives at the Correct Level - Bill
12:00 - 12:45 Lunch with discussion
12:45 - 2:45 Motivation - Howard

2:45 - 3:00 Break

3:00 - 3:15 Assignment - Howard

3:15-3:30 Closure - Bill

EVENING

L 6:30 - 8:00 Consultation - Informal Discussion |]

| SR}
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AGENDA
VTAE

ELEMENTS OF INSTRUCTION WORKSHOP

Thursday, March 9, 1989 Mead Inn-Wisconsin Rapids

8:00 - 8:30 Review/Objective - Howard
8:30 - 10:00 Micro-Teaching
10:00 - 10:15 Break
10:15 - 11:30 Continue Micro-Teaching
( 11:30 - 12:00  Debriefing - Bill and Howard
12:00 - 12:45  Lunch with discussion
12:45 - 1:30 Retention - Bill
1:30 - 1:45 Break
1:45 - 2:30 Transfer - Howard
2:30 - 3:00 Putting It All Together - Bill

3:00 - 3:30 Assignment/Feedback/Evaluation - Howard

Y
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EFFECTIVE STAFF DEVELOPMENT PROGRAMS HAVE THREE C®ITICAL
INGREDIENTS WHICH PROVIDE DIRECTION FDR THE PLANNING AND
CONDUCTING OF ACTIVITIES. 1IN YOUR DWN WORDS, DESCHIBE THESE
CRITICAL INGREDIENTS:

IF YOU HAVE A CONCERN REGARDING THESE INGREDIENTS, PLEASE
SHARE YOUR CONCERN WITH THE GR0UP 0OR PRAIVATELY IF YOU WISH.




IN YOUR PARTICULAR INSTRUCTIONAL SITUATION (TECHNICAL INSTITUTE,
TECHNICAL COLLEGE, SCHOOL OISTRICT, OCCUPATIONAL TRAINING ANO
OEVELOPMENT, OR OTHER), WHAT ACTIVITIES ARE CURRENTLY BEING
OFFEREQ WHICH INCLUOE ALL OF THE INGREOIENTS (THREE) NECESSARY
TO CONOUCT AN EFFECTIVE STAFF OEVELOPMENT PROGRAM?

10.
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PEOPLE OEMONSTRATE VARYING LEVELS OF COMPETENCE WHEN THEY
ARE REQUIRED TO PERFORM A TASK OR RESPONO TO A SPECIFIC
SITUATION. 1IN YDUR OWN WORDS, (1) DESCRIBE THE LEVELS OF
COMPETENCE (FOUR) AND (2) GIVE AN EXAMPLE FOR EACH LEVEL
FROM YOUR OWN PERSONAL EXPERIENCE:

1. LEVEL
2. LEVEL
3. LEVEL
4q. LngL




THE PROCESS OF LEARNING, AS RELATED TO AOULT LEARNERS.
INVOLVES FOUR STEPS (AS LISTEO BELOW). IN YOUR OWN WOROS,
(1) DESCRIBE WHAT EACH STEP MEANS AND (2) GIVE AN EXAMPLE
CR TWO FROM YOUR OWN EXPERIENGE AS TO HOW YOU HAVE ASSISTEO
LEARNERS TO ACCOMPLISH EACH STEP:

STEPS

ACQUIRE INFORMATION

COMPREHENO THE VALUE OR MEANING OF THE INFORMATION

COMMIT TO ACT ON THE INFORMATION (INTENTION)

ACT ON THE INFORMATION




APPLICATION OF THE ELEMENTS OF INSTRUCTION

DESCRIBE THE SITUATION:

ELEMENT/ELEMENTS SELECTED:

REASON FOR SELECTION:

RESULT (IN TERMS OF PROMOTING LEARNING)




DECISIONS IN TEACHING

Educators have finally arrived at the point that professionals in
medicine achieved when the latter discovered that germs and not evil
spirits were causing much of the problem. We now know many
cause-effect relationships in teaching and learning. As a result, we can
use those causal relationships to promote student learning in the same
way the doctor uses his medical knowledge te promote health. In both
education and medicine we are learning more each day even though
there still remains much we don't know.

Whenever humans are involved, we are dealing with probability, not
certainty When the doctor prescribes, it is to increase the probabilits: cf
the patient’s recovery, not to guarantee it. In the same way, if teaching
decisions and actions are based on the principles presented in this book
and in the Mastery Teaching series of videotapes, the probability of
students’ learning will be increased but it will not be guaranteed.

There is no question but that genetic endowment and past experience
influence students’ learning but your own teaching decisions also have a
powerful impact. Consequently, teaching is now defined as a constant
stream of professional decisions made before, during and after
interaction with the student; decisions which, when implemented,
increase the probability of learming. Students learn more when they are
taught effectively than they can learn on their own. Even champions
have coaches.

For the last two decades, educators at the University of California, Los
Angeles, have been studying teaching decisions and their
implementation: the essence of the process of teaching. It was found
that, regardless of who or what is being taught, all teaching decisions fall
into three categories: (1) what content to teach next, (2) what the student
will do to learn and to demonstrate learning has occurred, and (3) what
the teacher will do to facilitate the acquisition of that learning. When
those professional decisions are made on the basis of sound
psychological theory and if those decisions also reflect the teacher’s
sensitivity to the student and to the situation, leaming will be increased.
Should errors be made in any of those three decisions, student learning
can be impeded. Consequently, it is important for teachers to

~ consciously and deliberately identify the decisions needing to be made
V) in each category and base their decisions on research validated
knowledge. Equally important is teachers’ ability to “read” signals from

o students and to assess the learning situation so necessary adjustments

E MC Vlu be made.

3 A ruiToxt provided by ER
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I The Content Decision

The first professional decision to be made is the answer to the
question, “What will be taught” You may be thinking that decision has
already heen made. You're to teach English 1, History of the United
States, French 11, Computer Science. Those subjects merely lubel the
contentarea in which you, the teacher, need to inake the critical decision
about the particular part of that content you will teach today. To increase
the probability of students’ learning, that decision must reflect your
knowledge of what that particular group of stu..ents already knows and
what is next to be learned. The psychological generalization which
guides your content decision is that basic concepts, simple
generalizations and processes must be acquired before more complex
learnings are achieved. Advanced processes and undersiandings are
built on a pyramid of simpler ones.

complex understandings and processes
simpler generalizations and skills

simple concepts and behaviors

Therefore, to make the decision about the content you are going to
teach successfully tomorrow, you need to determine which prior
learning- are prerequisite to more complex ones and make sure those
essentiul learnings have been acquired by your students (not “have been
presented to”) before advanced material is introduced.

Once the decision has been made about the “what” of teaching, the
content decision, teacher and student effort should be directed to the
acquisition of that new level of learning, not be dissipated on
nonessential or tangential matters. It is tempting to spend class time on
vivid or interesting “bird walks” that may distract attention from, rather
than enhance understanding of more important issues. A typical examnple
is, “By the way; that reminds me of something that happened ______”
If “what happened” will help students understand what is being
presented, by all means use the example. If what “happencd” is
tangential or only loosely related, don't waste time by introducing it. If
you have loacdls of extra time or comedy relief needs to be introduced to
brighten up the lesson, a “bird walk” might be forgivable, but most of us
find that time and energy are in too short supply to be expanded on
loosely associated inaterial or random exchange between students and
teachers. This does not mean you ignore students’ nonrelevant

,
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comments. asign of skill in teaching to dignify a student’s extraneous
contribution withoat letting it dilute the lesson. “That’s an interesting
point that will come a little later,” usually will handle a tangential
contribution.

Then by all meuns do come to it later, either with that student after
class or with the group at a time when it is relevant. “You remember
Harry cited an example of . oo

Lest you think disciplining yourself in terms of your content decision
imposes rigidity to your teaching, it doesn't. It adds the professional rigor
that leads to successful learning. Remember, you're the decision maker
and if, during class, a better idea emerges, by all means pursue it.

You may wish to delegate the content decision to your students and let
them decide when they have achieved sufficient mastery to move on but,
as their teacher, you can’t delegate your responsibility for the results of
that decision and for its potential to increase or interfere with the
probability of their learning.

II The Decision Regarding Learning Behavior of the Student

While the first decision of teaching is based on content, the what of
teaching, the second decision is directed to the student behavior that
makes learning possible, the student’s how of learning. There are two
aspects of a student’s learning behavior. One aspect is focused on the
"itiput modalities the student will use to acquire knowledge or skill. Will
(s)he read, discuss, listen, observe, do? There is no one best way to learn,
and use of a combination of these input behaviors usually is more

Mective then relying on only one.

Another aspect of the teachers decision about learning behavior i.
focused on students’ output which validates acquisition of the
knowledge or skill. That output must be perceivable so you know (not
hope) that students have achieved and are ready to move on to the next
learning or whether you must reteac%lor extend practice of the current
learning. Also, that student output behavior must validate that learning
has been accomplished. Output can’t be such that students can bluff,
guess or be lucky in their demonstration of accomplishment. As with the
content decision, the input and output student behavior decision also
can be delegated to students but not your responsibility for the results of
their decision.

Your instructional objective specifies the first two teaching decisions
of 1) content and 2) behavior of the learner and brings both of them to the
level of conscious professional decision making rather than leaving them
as vague intentions or wishful thinking.

20 '
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To make those two decisions more identifiable, in the ex  les below,
the specific content is capitalized and the validating student behavior is
written in italics. All instructional objectives begin with, “The Learner
will...(T.L.w.)

T.L.w. state the SIX CATEGORIES OF PLANTS an. describe the
CHARACTERISTICS OF EACH. '

T.L.w. write hissTher INTERPRETATION OF ARNOLD’s POEM.

T.L.w. respond in German to the QUESTIONS ON PAGE 37.

T.L.w. diagram the ASSERTIONS AND CONCLUSION.

T.L.w. discuss the CHANGES WHICH RESULTED FROM THE
TREATY.

T.L.w. solve the QUADRATIC EQUATIONS ON PAGE 97.

Having an articulated instructional objective, rather than intuitive or
subliminal intent, accomplishes two things. First, it helps you focus your
teaching on the learning behavior which you will use to validate whether
students have achieved the intended learning. Second, it encourages you
to identify the prerequisite learnings which must be taught (and
learned!) in order for students to achieve the intended results.

III The Decision Regarding Teacher Behavior

The third decision in teaching (note that this is the third decision not
the first) is directed to your own teach .g behavior; what you will do to
increase learning. If you deliberately use principles of learning which
research indicates are accelerants to student achievement, you will have
power to increase your students’ motivation to learn, the speed and the
amount (rate and degree) of their learning, and their retention and
appropriate transfer of that learning to new situations requiring
creativity, problem solving and decision making. Principles of learning
constitute a powerfal pharmacy of alternatives from which you can
create an effective learning prescription. Knowing principles of learning
and deliberately and artistically using them is the hallmark of the master
teacher. This book and the accompanying series of Mastery Teaching
videotapes were developed to p.esent some of these principles to you
and thereby to help you consciously achieve master teaching.

The responsibility for making these three decisions of, (1) content
(what to teach today and tomorrow), (2) behavior of the learners {which
input modalities students are going to utilize and the student output that
will validate successful accomplishment) and (3) your teaching beha 10r
(utilization of principles of learning to accelerate achievement) sounds
like a lot of professional decision making. It is! These decisions,
however, are already being made by you either purposeful}*ripmitively,
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or by default every day you teach. As you read, you will find that you
already are using much of what is described in this book or shown in the
Mastery Teaching Videotapes, but now you will have categories and
labels fcr the decisions you are making and you will know the research
that supports them. You may also learn some new techniques which will
make your teaching not only easier but more predictably successful.

Each chapter in this book and each module in the videotape series will
focus on some aspect of professional decision making to help you
become more conscious of why you do what you are doing and, as a
result, you will become increasingly effective as a teacher.

After you study this book and view the videotapes, you should have
deliberately constructed a professional launching pad from which your
own particular style and artistry in teaching can soar.

Bon voyage!
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ELEMENTS OF INSTRUCTION Decisions in Teaching

I. Content
II. Behavior of the Learner
Ul. Behavior of the Teacher

Write the number that describes the teacher decision (the three teaching decisions
are noted above) by each statzment.

The teacher is deciding whether:
— A. The content should be Chaucer or Shakespeare.

B. To stand by a student to increase that student's concern or
move to the oth<r side of the room to lower concern.

C. To tell students that they need not worry if at first things
are not clear, that everyone has trouble at first.

D. To have students write a paper or take a test to demonstrate
their understanding.

E. To have students validate their comprehension by making a
diorama or a time line.

F. To start with the ideas of Socrates or those of Plato.
G. To have students read the chapter or view a film.
H. To teach photosynthesis or respiration.

I. To praise a student for what he has accomplished or chide
him for what he has not.

J. To teach by using examples in the book or to create original
examples.

L. To indicate the number correct on a student's paper or the
number incorrect.

M. To teach the critical attribute of assumptions and conclusions.




What's Wrong with Madzline Hunter?

. by Madeline Hunter

"Never worry about your enemies, it's your friends who will sink
you" was advice given me years ago. How true! As I look at the
implementation of some so called "Hunter Models" I cringe. Qur clinical
theory of instruction was developed on the premise that tha teacher

is the decision maker. Some zealots have turned the model into a rigid,

non creative misinterpretation which "lays on" teachars a way of teaching
rather than identifying research based, cause-effect relationships which
help te. :hers make educational decisicns. Knowing cause and most probable
effect frees teachers for artistic and successful teaching.

Briefly summarized, ours is a mcdel which a) identifies professional
deciéions teachers must make, b) supplies research based causz-effect
relationships to support these decisions and c) encourages the teacher
to use data emerging frem student and situation to augment or correct
decisions in order to increase the probability of learning.

No one can tell a teacher what to do. Jurs is an effort to tell
the teacher what to consider before adeciding what to do. Teacher de-

cisions in this model emerge from propositional knowledge: Kknowing what

has an erffect on student learning. Propositions are those generalizations,
validated by psychological research, which identify behaviors that

affect learning such as: "Massing practice increases speed of learning.
Distributing practice increases retention of what has béen learned. "

These generalizations guide teaching decis{ons. From these propositions,

educators who use the model must develop proce .ural knowledge: knowing

how to translate propositions into effective teaching practice. This
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implies that a teacher will be able to design "messed practice” so it
remains meaningful and interesting. ODecisions also must be made about
the length of time between "distributed practice" so it maintains maxinum
efficienzy. Propositions are easy to learn, performance procedures are
much more difficult. Unless propositions are translated intoc procedures,
however, the "never use a preposition to end a sentence with" syndrome
occurs,

Finally, this model demands conditional knowledge: knowing when to
use each proposition and wly existing conditions in content, student,
teacher and situation would indicate its use with whatever modifications
are necessary. This is the essence of translating science into artistry
in teaching.

Known by several names (A Clinical Theory of Instruction, ITIP,
Mastery Teaching, PET, Clinical Teaching, Target Teaching, UCLA model,
Hunter model), this model identifies the decisions all teachers must
make regardless of content, age or ethnicity of the learner, style of
teacher or mode of teaching (direct, indirect, discovery, lecture,
cooperative learning--you name .it!). Our model is anaiogous to nutrition
theory. Regardless of the menu, age of the eaters, type of meal, service
or preference of the cook, food te be nutritious must incorporate those
nutrients which promcte health. Using nutrition theory, a-skilled cook
can produce a variety of meals, served in a variety of ways to accommodate
the taste of the eaters. In the same way a teacher can accommodate

preferences of learners and his/her own style as long as those elemenis

that promote learning are incorp:orated in planning, teaching, and evaluat-

(1)

ing. These elements have been described in detail elsewhere.
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|
Lets examine some criticisms which are based on misunderstandings, l
and some problems arising from mutations which are no part of the basic |

modeal.

1) Hunter's is a rigid model which stifles creativity.

On the contrary, this model provides the launching pad from vhich
creativity can soar. A1l creativity is based on structure from which
artistry and freedom emerge. The propositions of this model are exquicitly
used by the gifted teacher, never abused. The Taj Mahal is not a violation
of the propositions of physics, enginecring and design, but a beautiful
manifestation of an architect's inspired use of those propositions.

2) The model was created to evaluate teachers.

Not at all! This model was created to increase teaching excellence.
Learning to use this model has changed many marginal teachers into
effective ones and effective teachers into masters. With the orientation
of this model, an observer can pinpoint inappropriate teaching decisions
and behaviors then offer productive alternatives. Rather than general
admonishments, “You need to tighten up your discipline--make your lessons
more interesting--create more motivation in your students--develop
better class routines," this model equips observer and teacher with
knowledge, skills and the practical assistance that makes excellence
attainable.

We can't save them all, but when we accept defeat we know it is not
for want of hélp that is research based and so practical that the teacher

must have been unwilling to or incapbable of using the help offered.
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3) The Hunter model is greati for direct teaching but does not

apply to discovery learning or cooperative learning.

Not so! This model undergirds the decisions made in every method
of teaching. Teaching decisions may bc delegated to the learner. Any
style of teaching or learning may be used, but the teacher remains
responsible for learning outcomes. The more skilled the teacher in
using this model, the more independent and successful the learners can
become and the greater is the variety of teaching and learning styles

being used.

4) The Hunter model applies only to elementary teaching.

This model is equally effective in secondary and university
teaching.(z) It applies to every human interaction which is conducted
for the purpose of learning. A faculty meeting can be a classic example
of violation of what is known about huma. learning. Faculty meetings,
PTA meetings, School Board meetings, Rotary Club meetings, Scout meetings
and gradg level meetings are improved by conscious application of the
principles of human learning. Parent conferences, assemblies, working
with a disturbed or unhappy student, discipline of a group or of an
individual student, all involve those same principles which affect human
Jearning. An educator who can artistically implement principles of
learning will be more successful with any of the above situations.

5) The Hunter model helps teachers who are having difficulty but

is not needed by successfu. teachers.

A great many of the basic propositions in this model were identi-
fied by observing successful teachers. Psychological research enabled

us to label these generalizations and explain why they worked. Teachers
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moved from intuitive to purposeful behavior. They knew what they were
doing, why they were doing it and did it on purpose. As a result,
students' learning became more predictable and rore successful. Teachers
consistently express their gratitude for bringing this predictability to
their planning and teaching. A1l professionals continue to grow as

their knowledge, skills and artistry increase. Teachers are no exception.
In the same way that use of this model speeds up learning for both slow

and fast learners but does not make them equal, use of this model enables

" less expert teachers to become more effective and expert teachers to

become proticient educational artists.

6) This model expects the impossible of the typical teacher.

Not at all! Student teachers learn to use theory to make productive
teaching decisons with results that are gratifying to them, to their
students and to their supervising teachers. Using this model results in
more inspiration and less perspiration for all teachers. Knowledge and
skill make all work easier to acr~mplish s':iccessfully and artistically.
This model is not based on working harder but on working smarter.

7) "Elements of Effective Instruction" must be in everv lesson.

Horrors no! That "white sauce receipe" for teaching was designed
to help teachers plan. In no way can a teacher be judged by the inclusion
of all those elements. In fact, many lessons will incorporate only a
few elements as, over a period of time, students progress toward achieve-
ment of complex learnings. Any observer who uses a check 1ist to make
sure a teacher is using all sevan elements does not undérstand the

model.
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8) If a little is good, more is better.

Probably not! Teachers can gver reinforce, or "motivate" when that
is not needed. Students can practice beycnd productivity. Students can
make decisions that are not facilitating to their growth. Educators
must develop conditional knowledge to determine "under what conditions,"
procedural skills should be used. For example, if students are fatigued
or bored by practice, that practice should be changed or discontinuad
even though students have not mastered the skill. It's "common sense",
something which can be uncommon in education. Frequency counts are no
more useful to teachers than to doctors. How many times pills or surgery
are prescribed does not tell you if a doctor is making valid medical
decisions.

9) Observers make judaments about a teacher's decisions without

checking with the teacher as to the reasons for those decisions.

Checking the reasons for the teacher's decisions will often reveal
excellent professional thought processes. One the other hand, an observer
can frequently "see" what was not visable to the teacher who is busy
teaching. (The general with binoculars in the lookout can see more of
what's going on than can the soldier who is making it happen in the
trenches.) Communication between teacher and observer as tc the basis
for each one's thinking results in learning for both.

10) Too much is expected too soon.

This model is deceptively simple in conception, incredibly complex
in application. It is a quantum leap from "knowing" to artistic practice.
Frequently, a teacher is "exposed" in a workshop to sequence theory,
practice theory or whatever and then it is naively assumed that theory

will appear m2gically and correctly in the teacher's subsequent practice.
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Artistic perforiiance, whether in music, writing, physical skills or

teaching results from countless hours of practice with coaching to
increase productive responses and remediate or elminate unproductive
ones. Frequently after inrservice, observation and coaching within the
teacher's classroom are not available. Consequently, new learning may
never get translated into subsequent teaching, or it appears in a form
which is not as productive as would be desiréd. Artistic and effective
teaching results from a well-planned staff develepment program. The
stages necessary to translate knowledge into artistic practice have been

described e1sewhere.(3)

11) Promoter: of the model want to begin with teachers.

Knowledge of effective teaching should first be learned by central
administrators and principals, because the district's local leaders will
make the greatest impact on teaching excellence. Administrators are not
engaged in daily teaching so many have become "rusty" and have lost the

kills they once possessed. Also, most of those former teaching skills
were intutitive rather than articulate and theory-based so they cannot
be transmitted. As a rasult, many administrators apnd supervisors attempt
to clone themse1yes and get teachers to imitate the way they "used to do
it." Instead, they need to use theory to help each teacher use his/her
own style to achieve excellence.

In addition, administrators need to internalize skills so the.

administrator becomes a model of what is expected of teachers. Otherwise

a "do as I say not what I do" situation exists,
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12) Districts provide a "one shot" or one year expasure then move

on to a new focus.

A major problem of inservice is the patch work effect of a little
of this and a little cf that so the the teacher sees no relationship
between the patches. Our model provides the scaffolding on which each
additional inservice focus can be added. These additions become an
extension or refinement of the undergirding propositons of effective
teaching. Seeing the relationship between the three categories of
decisions which all teachers must make ~nables a teacher to assimilate,
accommodate and use new professional information, techniques, organiza-
tional schemes, methods and discoveries. We can't just hope that pro-
fessional integration will occur, we must provide for it.

13) Once teachers or administrators have had the training, they are (

" "finjshed." (
A professional is never finishad iearning that which increases
professional effectiveness. Coiisequently, systematic and periodic
renewal is essential for both teachers and administrators. In addition,
even with csaching, undesirable mutations of practice emerge, spontaneous

recovery of old habits occurs, and forgetting of some new learning is

inevitable. For these reasons, all educators need scheduled renewal and
revitalization.

14) Leaders are not adequately trained.

"Trainers" take a quick "crash course" to acquire the propositional
knowledge of this model, then are expected to teach it to others. The
trainers have not had time to internalize procedural knowledge so they
can't translate propositions inis their own teaching behaviors. 1In . (~
addition, they lack the conditional knowledge of knowing when and under (\

Q ‘ \‘38
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what conditions to use the generalizations. Frequently, trainers make
the error of teachinq "rules" to govern teachers rather than generaliza-
tions on which to base teaching decisions.

From original "exposure," usually a two year period is required to
translate knowlege into valid and artistic practice. Short circuiting
that time can result in the "never use a proposition to end a santence
with" syndrome where trainers are violating the very principles they are
teaching.

15) There has been no research to support this model.

Every proposition of this model was derived from research in human
learning. Any beginning psychology text identifies the research basis
for the propositions. The model vas originally validated in Project
Linkage: .a project funded by the California State Department of Education
in a difficult Los Angeles innercity school. Outside evaluation damon-
strated increase in student learning and teacher satisfaction, decrease
in discipline problems and vandalism. Since then, major research studies
(such as BTES and Effective Schools) have corroborated the prepositians
of this model. Many projects, however, have attempted to evaluate
results from one short training or exposure without checking whether the
propositions were translated into procedural and conditional teacher
behavior in the classroom.

Models are judged on their ability to guide behaivor, predict
outcomes and stimulate research, not on theig being the final answer.
This model was developed to accomplish all three purposes. If it has
contributed to educators' use of research based knowledge to make and
implement more successfu? professional decisions, and to the constant

addition of new research based propositions which guide future actions
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to increase teacher and student success and satisfaction in schooling,

then the Hunter model 'will have served its purposec.

.
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Footnotes

1Hunter, M. "Teaching is Decision Making." Educational Leadershir,

October 1979.

2Hunter, M. Mastery Teaching. Tip Publicaticns, P.0. Box 514,

E1 Segundo, Califarnia.
3Hunter, M. & Russell, D. "Critical Attributes of a Staff Development

Program to Increase Instructional Effectivensss." In Press.
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MASLOW’S HIERARCHY OF HUMAN NEEDS

O
T
@ 00l )"Tj'

C . SELF-FULFILLMENT
. , 1A

, f’f SELF-RESPECT {Esteem)
| SOCIAL (Belonging)
SECURITY (Safety) '

l BIOLOGICAL (Physiological) '
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MAINTENANCE ISSUES AND TREATMENTS

PHYSICAL CONDITIONS

Heating

Lighting

Work Space

Noise Level
€quipment

_ Recreational Facilities
Medical Facilities
Parking Facilides
Fumiture, Carpeting
Offir.e Location

SECURITY N

Organization Stability

Faimess of Company Rules

Job Orientation

Grievance Procedures

Seniority Rights

Supervisor Knows His or Her Job

Supervisor Provides Clear Work Instuction

Supervisor Giv - Good! Training -

Supervisor Provides Objective Feedback
on Performance

Esimess of Individual Supervisor

Hospitalizatiot* Plane

Pension Program

ECONOMIC

Wages

Pay increases fautomatic)
Paid Vacations & Holidays
Profit Sharing

Tuition Aid

Stock Options

Credit Union

Size & Luxury of Office
Paid Purking
Hospitalizaton Plans

Pension Plans

SOCIAL

Friendliness of Supervisor
Friendliness of Co-Workers
Work Teams

' Cliques

Coffee Breaks

Company Athietic Teams
secial interest Groups

Communications Program




MOTIVATORS

KEY EMPLOYEE
PERCEPTIONS

EXAMPLES CF THINGS, ACTIVITIES, .
SUPERVISORY TREATMENTS WHICH, WHEN
EXPERIENCED, CAUSE AN EMPLOYEE 7O
FEEL REAL ACHIEVEMENT, RECOGNITION,
PARTICIPATION OR GROWTH.

ACHIEVEMENT A gense of personal worth
or pride resulting from completing a tesk or job,
Key to achiavement being experienced is the em-
ployee believing whei hel/she is working at has
soma importance and/or presents some chalienge.
Achiavement is mast often experienced at the

completion of an activity or major phase of an
activity,

The task or Job
must be perceived
as having a pur-
pose and being
difficult

* Completing a criticaj assignment on your own

* Developing a naw solution
1o an existing problem

* Implementing a solution to an existing problem

® Finishing a.project “on time” and "within
budget”

* Taking a job/wack from start to finish

RECOGNITION A sincere expression of ap-
proval or appreciation given 1o a person for a
job related "achievement”. The giver of the rec-
ognition must be judged by the receiver to be

honestly acknowledging a truly special effort by
the racelver.

Tha expreasion
of anproval must
be perceived as
earned {non-auto-
matic) and honest

* Receiving a promotion
¢* Receiving verbal praise from your supervisor
* Raceiving written praise for your efforts

* Being given new levels of responsibilities
or authoritieg

* Being “listened 10" by your maneger

PARTICIPATION Making a personal con-
tribution or having some real involvement into the
declsions and issues which most infiuense the
employee’s job. Participation can occur at the
depurtment leve!, (employee contributing to criticel
d.partment decisioris) or at the Individual job levej
lemployse involved in deciding kay Issuas related
to their own work).

The involvement
or contributlona
must be reel. The
Input end idees
must be asked
for, listened to,
and used.

¢* Belng sllowed to esteblish your own work gouls

¢ Belng allowed to dacide, on your own, how
you will handle a critical tesk

® Being part of a measting which exam:'nes end
decides key lssues

* Being asked your ideas about a change
before the change has been decided

GROWTH Working on assignmenta or tasks
which allow you to acquire new skills, naw know-
ledga, new experie ses, etc., which help you

move closer to your own personal or professional
goals.

W)

|
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The new “things”
being experienced
or acquired must
be consistent wiith
what the em-
ployeas want for
themselves.,

* Being given new responsibilities or authorities
within the same job

* Raceiving a prornotion
¢ Attending a treining program
* Moving to anzthar job at the sama leve)
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STEPS IN THE DECISION-MAKING PROCESS

Step 6
Follow Up and
Appraise the
Results
ACTION
Step 5 —
Select an —
Alternative ——
—-’-
Slep 4
Evaivate All [==——P=
Alternatives |===P

Siep 3
Deveiop
Alizenatives

Sitep 2
Gatlier Facts
and A.atyze

the Problem |

Step 1
Define the
Problem
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Biolsgical

Safety/Security

Social/Love

Self-Esteem

Seif-Actualization







CRITICAL BEHAVIORS OF THE TEACHER
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DEFINITION OF TEACHING

WHAT DOES IT MEAN TO YoOu?




PLANNING A TEACHING EPISODE

Objective: Participants will apply their knowledge and understanding of Teaching
to the Objective, Correct Level of Difficulty, Moniter and Adjust,
Motivation and Active Participation by completing this worksheet.

1. If I want my students to proofread their work before turning it in, I

nN

After I give directions to the class on work they are to do, I

. 3. While I am presenting information to the entire class, two students are talking
to each other in the back of the room. I will

4. To increase participation of all students in a class activity,
I L
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6. When I am using a workshwot or assignment with the whole class, I can provide

for individual differenres either high or low by

7. An example of how I can provide information to my students on how they are doing
during the course of a lessun is

8. To help me determine at the end of a lesson whether my ob3ect1ve was met so I
can formulate my objective for the next lesson, I
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LEARNER ASSESSMENT

According to the UCLA Model (Hunter), there are four Essential Elements of
Effective Instruction. Name the four:

.

1
2
3
4

Anticipatory set is a "focusing" principle of learning. What are the critical
attributes of anticipatory set?

1.
2.

J'

Teachers make many decisions as they plan their actions to conduct an
instructional episode. In your own words, name the factors to be considered
in designing a lesson:

1'

2.

~3 (o)) (3 4]
. .
P

(o]

There are four major classifications for the principles of learring, Name them:

1.

> w ~N
. L] .
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MQTIVATION RATE AND DEGREE RETENTION TRANSFER
Success Meaning Meaning Bas_t_m_m
Knowledge of Results Participation Degree of Original

Learning Identification of
Interest Modeling Similarity

Feeling Tone

Level of Concern

Attribution

Motivation (Intent)
Reinforcement

Set

Transfer

Practice Schedule

Level of Aspiration

Degree of Qriginal Guidance

Hemisphericity
Vividness

Observation

Knowledge of Results
Learning Task Properties

[Closure]

Feeling Tone
Practice Schedule

Transfer

Degree of Original
Learning

Generalization
Rules

Probability Statements

Critical Attributes

Situation

Relationship of
Similarity to Future
Situation
{Simulation)

SIMILARITY

Degree of Original
Learning
Generalizgtion
Rules
Probability
Statements
Critical Attributes

*UCLA Model




SELECTING OBJECTIVES AT THE CORRECT LEVEL

Statements

Condition(s)

Content

( Thought
Process

Criteria




Write in the correct level of Bloom's Taxonomy on the line provided.

Knowledge
Comprehension
Application
Analysis
Synthesis
Evaluation

1. Name seven states.

2. Design a house.

3. Classify flowers.

4, Drive a vehiclg.

5. Summarize the discussion.

6. Judge a beauty contest.

7. Plan a family reunion.

8. Predict the outcome.

9. Define in your own words.

10. List all the presidents.

11. Choose the best option.

12. Organfze your files.

13. Defend nuclear power.

14. arbitrate a conflict.

15. . Sketch a map of your community.

16. Distinguish between education and training.

17. Compare 1985 with 188S5.

18. Diagnose a malfunction.

19. Program a computer.

20. Compare salt and sugar.
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TAXONOMY OF THE COGNITIVE DOMAIN

List in order of complexity the six levels of the taxonomy.

Next to each level write, in your owr. words, what the thcught
process is for each level.

LEVEL THOUGHT PROCESS

£
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SELECTING ACTION VERBS FOR BEHAVIORAL STATEMENTS

WORDS OPEN TQ INTERPRETATION

70 Know

To Understand
To Appreciate
To Believe

To Have Faith
To Enjoy

To Comrnunicate
To Empsthize

WORDS OPEN TQ FEWER INTERPRETATIONS

COGNITIVE

To Identify
To Recognize
To Recall

To List

To Match

To Discriminate (Between)

To Discriminate (Among)
To Calcuiate

To Solve

To Compare

To Differentiate

To Name

To Describe

To Write

To Evaluate

To Diagnose

PSYCHOMOTOR

To Remove & Replace
To Construct

To Select

To Measure

To Read

To Assemble

To Inspect

To Complete

To Diagr sse & Prescribe
To Lift

To Carry

To Mend

To Disect

To Administer

AFFECTIVE

To Express Satisfaction
To Express Likes

To Express Preferences
To Be Cooperative

To Be Well Groomer
To Be Neat

To Be Prompt

To Follow Rules

To Care for Equipment
To Be Poised

To Be Pleasant

To Be Friendly

To Be Affirmative

To Respond Positively
To Be Attentive

El-AV




PSYCHOMOTOR

PERCEPTION
SET
GUIDED RESPONSE

MFCHANISM
COMPLEX RESPONSE
ADAPTION

ORGANIZATION

COMPLEXITY LEVELS

OF
BEHAVIORS

COGNITIVE

KNOWLEDGE
COMPREHENSION
APPLICATION
ANALYSIS
SYNTHESIS
EVALUATLON

X!
(O

AFFECTIVE

RECEIVING
RESPGNDING
VALUING
ORGANIZATION
CHARACTERIZATION




BLOOM'S TAXONOMY OF COGNITIVE THINKING

LEVEL

Kaowledge

Comprehension

Application

Analysis

Svanthesis

Evaluation

HOUGHT PROCESS

Ability to recall and recognize
facts, concepts or principles.

Ability to interpret, under-
stand and grasp the meaning
of information, to summarize
in own words; to translate
into a dilferent form of
communication.

Ability to apply previously
acquired knowledge and
information to a new or
concrete situation; to an
unfamiliar situation;

to a situation which has

a new "slant".

Ability to "break down"
material into its compo-~
nent parts so that
organizational structure
may be understood; perceive
relationships and patterns;
see cause and effect.

Ability to analyze the parts
and put them together to
form a whole; to develop
original {ideac; propose
options.

Ability to make judgments
based ou evidence and
determine the value of
material based on‘definite
criteria.

BEHAVIORAL INDICATORS (OVERT)

List, label, read, define,
repeat, record, name, match

Explain, show, identify,
describe, tell, discover,
infer, report, discuss,
express, give examples.

No!

Use) dramatize, operate,
model, construct, relate,
generalize, code, draw,
calculate, reconstruct,
{llustrate, demonstrate,
solve.

Deduce, compare, contrast,
combine, discriminate,
experiment, question,
diagram, examine,
distinguish, classify,
outline.

Create, imagine, plan,
organize, predict, assume,
translate, collect,
hypothesize, design, lerive,
arrange, assemble; invent.
compose,

Appraise, judge, evaluate,
validate, justify,
criticize, select, assess,
defend, rate, determine,
decide and support
decision, "yes or no".
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MASLOW'S HIERARCHY OF NEEDS

~e have argued that the behavior of iadividuals at a parcicular nomeac 18

determined by theis 3trongest need. It would seem significant, thecrefore, Ior macager:

t3 have some understanding about the needs that are ccamonly most imporzant o pecpie.

useally

An interesting frarework that heips explain che streagth of cerzaia peeds was
developed by Abraham Maslow. According to Maslow, there seems to be an aierarcay iaco
¥nich human needs arrange themselves, as illustrated in Figure 2.11.

=

‘2;.‘, Physiological |

2 _

§ Safety i

= (Security) |

S Social |

< (Attiliation) |[__
g Esteem ]
g (Recognition) |
ULR Self-Actuslization |
3

“igure 2,11 Maslow's hierarchy of needs.

The physiological needs are shown at the top of the hierarchy becau-e they tend
t> have the highest sctrength uncil they are somewhat sacisfied. Thesa are the basic
human needs to sustain life itself-fcud, clothing, shelter. Uacil chese basic needs
are satisfied to che degree needed for the sufficient operation of the body, the

aajorizy of a person's activicy will probably be ac chis level, and the other will
srovide liczle mocivaciers,

Sut what happens to a person's motivatiom when cthese basic uneeds begia o be
fuliilled? Racher then physiological needs, other levels of needs become importanc,
and these motivacd. and dominate the behavior of tae individual. And when these aeeds
are somewhat satiaced, other needs “uerge, aud so on down the aierarchy.

Once physiological needs become gratified, the safecy, or security, naeeds become
predominane, as illuscraced in Figure 2.12. These needs are essentially the need ta
be free of cthe fear of physical danger and deprivation of the basic physiological
needs. In other words, this is a need for self-preservation. In addicion to the here
and now, there is a conc .n for the fucure. Will people be able to maintain their
property and/or job so they can provide food and shelter tomorrow and the next day?

IZ an individual's safety or securicty is in danger, other things seem unimporcanc.
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Safety

- (Security) I
Physiological Social

(Affiliation)

Esteem l

Self-Actualization |

Tigure 2.12. Safecy need when dominant in the need struccure.

Once physiological. and safety needs are fairly well sacisfied, social or
aZfiliation will emerge as dominant in the need structure, as illustracted im Figure
2.13. Since .eople are social beings, they have a need to belong and to be acceptaa
by various groups. When social needs become dominant, a person will scrive for

zeaningful relations with octhers.

l Social l

‘1 Safety Esteem I

I Physiological Sel f-Actualization

Figure 2.13. Social need when dominant in cthe need structure.

. After indiv’)duals begin to satisfy their need to belong, they generally want
to more than just a mewber of their group. They then feel the need for gsteem-
both self-esteem and rezognition from others., Most people have a need for a higa
evaluacisn of themselves thaz is firmly based in reality-recognition and respect
from others. Satisfaction of these esteem needs produces feelings of self-coniideace,
prestize, power, and control. People begin to feel thac they are useful and have
some effect on the environment. Therc are other occasioms, though when persons are
unable to satisfy their need for esteem through constructive behavior. Uhen this
need is dominant an individual may resort to disruptive or immature behavior to
sacisfy the desire for atteation-a child may throw a temper tantrum, emplovees zay
eagage in work rescriction or arguemencs with their coworkers or boss. Thuis,
recognition is not always obtained through macure or adaptive behavior. T is
sometimes g-ruered by disruptive and irresponsible actions. Ia fac:, some of che

R,




social problems we have today may have their roots in the fruscraction esceen

needs.

l Esteem

—

I Social Self-Actualization
l Satety

| Asiological
Tigure 2.14. Esceen need when dominant in the need structure.

Once esteem needs begin to be adquately sacisfied, the self-actualization neecs
Secome more prepotent, as shown in Figure 2.15. Self-actualization is the need to
paxizmize one's potential, whatever it may be. A musician must play music, a poec
zust write, a general must win bactles, a professor must teach. AS Maslow expressed

ie. Mrhar a man can be, he must be." Thus, celf-actualization is the desire to

;ecome what one is capable of becoming. Iadividuals satisfy this need in different
d in the desire to be an ideal mother; i

ways. In one person it may be expresse .
inother it may be expressed achletically; in still another, by playing the plano.

| Self-Actuslization
Esteem

l Social

Satety

l Physiological

Figure 2.15 Self-actualization uecas <hen dominant in the need structure.

In combat, a soldier may put his life oun the line and rush a machine-gun nesc
ia an a.-empt to destroy it, knowing full well chat his chances for survival are 1lsw.
de i{s not doing it for affiliacion or recogunitiom, but rather for what he thinks i3
inportant. In this case, you may consider the soldier to have self-actulaized-to he
saxinizing the potantial of what is important te him at thac time.
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The way self-actualizacicn is exprassed can change over the 1ie eyele. fer
exampia, a self-accualized athlete may eventually look for other areas ia wnich €2
aaximize potential as his or her ohysiczl atcributes change over tizme or as a.s ST
=er horizons croadean. In addition, the hierarchy does noc necessarily foilow che
satzara described by Maslow. It was not his intent to say that this aierarzhy afp:
universally. Maslow felt this was a typical pattera that operates most of che Tzt
de realized, however, that there were numerous exceptions to th.s general cencancr.
Tor example, the late Inuian leader, Mahatma Gandhi, frequently sacrificed als
shysiological and safety needs for the satisfaction of cther needs when india was
scriving for independence from Great Britain. In his historic fasts, Gandni weat
weeks without nourisament €O protest govertaental injustices. lie was opera.ing at
che self-aczualization level while some of his other needs were unsatisfied.

Ia discussing the preponderance of one category of need ovu:r another, we have
Seen careful to speak in such terms as "if one level of needs h.s been somewhat
gratilied, then other needs emerge as dominanc." This was doce because we did not
<ant to give the impression that one level of needs has o be cumplecely satisfied
Yefore the next level emerges as the most important. In reality, most people in
our society tend to be partially satisfied at each level and partially unsatisiiad,
«with greater satisfaction tending to occur ac the physiological and safety levels
than at the social, esteem, and Lelf-actualization levels. Fcr example, peoole in
an emerging society, where much of the behavior engaged in tends to be directed
toward satisiying physiological and safety needs, still operate to some extenC aC
other levels. Therefore, Maslow's hierarchy of needs is not intended to be an
all-or-none framework, but rather ome that may be useful in precicting behavior
oan a high or a low probabilicy basis. Figure 2.16 attempts to portray how people
{a an emerging nation may be categorized.

Tigure 2.16 Need mix when physiological and e = A2
IR X steem
safety needs are high strength. yd Social ‘55\\\\
/ Safety
pa Physiological N

o~

Many peorle in our own society at this time might be characterized by ver¥
strong social or.affiliation needs, relatively strung esteem and safecy needs, wizh
self-actualization and physiological needs somewhnat less important, as shown im

Figure 2.17.

Figure 2.17 Need mix when social needs N Social _~
are high streagth and self-acrualization Safet
and physiological needs are less imporcant. hys.




“cme people, howzver, can de characterized as having satisfied to a large excent

e panysiological, safety, and social needs, and their Sehavior tend:z ta be domznacad
5y esteem and seli-actualizing activicies, as showm in Figure 2.13. This will Zema
s Secome more characzeristic if standards of living and levels of educacion scatinue
25 rise. These are iantended only as examples. For differeat individuals, wvarying

configuracions may be appropriate. Tn renlity chey would fluctuace cramendousiy Irca
one individual or group to another.

Tigure - 2.18 VNeed mix when esteem and self- "\ Seit-Actualization
accualizacion needs are high strength. \\\ Esteen

\\\ Social
\ Safety

Clare W. Graves nas developed a theory that seems to be compatible with Masliow's
hierarchay of needs. He contends that human beings exist ac different "levels of
existence." "At any givenlevel, an individual exhibits behavior and values characcer-
iscic of people at that level; a person who is cencralized at a lLower level camnocC
even understand people who are at a higher level." According 2o Graves, "20st people

( ave heen confined to lower [subcistence] levels of existence where they werc
sctivaced by teeds shared with sther auimals, Now, Western maa appears Tcady to aove
up to a nigher {being] level of existence, a distinctly human level. w“hen this
nagpens there will likely be a dramactic transformation of humanu insticucions.”

PAFulToxt Provided by ERIC
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MASLOW'S HIERARCHY NEEDS

NEED H;ERARCHY PERSONAL MOTIVATION

ACTUALIZATION

ESTEEM

BELOVN.INGS

SAFETY

PHYSIOLOGICAL
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SEIECT 03JECTIVES AT THE CORRECT 1EVEL

WHAT ASSUMPTIONS DO WE MAKE ABOUT LEARNING WHEN DETERMINING
THE CORRECT LEVEL?

1.

DEFINE TASK ANALYSIS

WHAT THREE KINDS OF DIAGNOSES ARE AVAILABLE THAT HELP DETERMINE
WHAT TO TEACH?

WHAT IS THE DEFINITION OF THE SELECT ORJECTIVES AT THE CORRECT LEVEL?




TOPIC:

FACTOR:

FACTOR:

CORRECT LEVEL OF DIFFICULTY

Task Analysis

The process the teacher uses to identifv increments of learning that

accomplish the objective

Identifying sequential, logical steps that lead the learner toward the

objective

The breakdown of the learning into its essential parts

= A process that identifies subsets or increments of learning that lead to

the accomplishment of an objective

Diagnostic Activities

Pre-instructional tasks used to determine what students already know,

need to know, and possibly how they might best learn the objective

- Pre-instructional activities which assess the incremental step of

learners -

Pre~instructional diagnosis to determine students' current level of

understandiiug and/or knowledge

:

Methods for examining student understanding to determine the

appropriate instructional level

O




TEACHING TO THE OBJECTIVE WORKSHEET

1. KNOW THE ME,NING OF THE PLEDGE OF ALLEGIANCE

2. UNDERSTAND THE STEPS FOR LIGHTING A WELDING 7iJRCH

3, TEAR A SHEET OF FOLDED PAPER,

4, UNDERSTAND THE STEPS FOR MAKING COOKING PASTA. /

5. PLAY A BOARD GAME,

DIRECTIONS:

1. REWRITE THE OBJECTIVE IF YOU WISH TO MAKE IT MORE SPECIFIC
(A TIGHTER VERB; LEVEL OF PERFORMANCE),

2. WRITE A ROUGH OUTLINE OF INFORMATION /OU WOULD PRESENT TO
TEACH THE CONTENT.

3, WRITE 2 QUESTIONS YOU WOULD ASK STUDENTS ABOUT THE OBJECTIVE,

4, IDENTIFY ONE ACTIVITY YOU WOULD USE WHICH IS CNPNGRUENT TO

THE OBJECTIVE.

b0



DESIGNING ACTIVITIES/ACQUIRING INFO

LEARNING MAY OCCUR WHEN:

Observing the behavior of others
Observing the performance of others
Observing "things"

Fantasizing

Contemplating, reflecting, or mediating
Brai.storming

Role playing

"Acting"

Involved in sensual pleasures
Questioning others

Questioning one's self

Plauning

Involved in intuitive thought
Experimanting

Interacting with a computer

"Using tools, materials, and equipment
Teaching others

Acting as a mentor

Sleeping

Analyzing dreams

Solving problems

In a hypnotic sta:ce

Involved in a "first-time activity"

Conducting research

Analyzing feedback

Imitating others

Playing games

Interacting with ochers
Debating

Practicing

Designing one's own experience:;
Responding to feedback

Reading printed material

" Listening to others

Sharing experience

By Accident

AND ON, AND ON, AND ON...cvvvvenns




ASKING QUESTIONS

TO AROUSE INTEREST AND CURIOSITY

At the beginning of an instructional episode, questions can be used
as part of the set to focus the attention of the learner on the new
learning

TO STIMULATE DISCUSSION

Questions at the Application level ancd above (Bloom! that are thought-
provoking facilitate stating of reactions by the learner

TO CHANNEL THINKING

Questions can be used to direct thinking, keep the learner "on track",
and focus on the objective.

TO OBTAIN THE ATTENTION OF AN INDIVIDUAL LEARNER

In this case, the question should be asked with the same feeling tone
as others, and the response to thz effort of the learner should be to
dignify tne ~nswer.

TO HELP A TIMID PERSON TO EXPRESS THOUGHTS

It is important in this particular instance to allow sufficient time

for the learner to respond

TO CHECK FOR UNDERSTANDING

Questions relevant to the material being covered will provide you with
infecrmation as to whether you have accomplished what you intended to
when providing information. Checking for understanding is the key factor
in the Monitoring and Adjusting process




CHARACTERISTICS OF EFFECTIVE QUESTIONS

Questions whiclk may he answered by a YES or NO should not be asked
Questions should have a specific pur, “se and be relevant to the subject

Questions should be stated as brierly as possible, and in the language of
the learner

Questions should be restricted to one main thought, and not linked to other
questions

Q ~stions should be addressed to the entire group in order to obtain the
maximum amount of active participation. If it is desired that a specific
person answer, name the person after the question has been stated

Questions should be directed at the group randomly with an even distribution,
and no particular order

Questions should not be used tu antagonize the learner(s)

Questions saould always be "enswerable!

ASK QUESTIONS USING PLEASANT FEELING TONE

ALLOW THE LEARNER TC RESPOND WITHOUT INTERUPTION

ALLOW PROCESSING TIME FOR THE LEARNER BEFORE REQUESTING
AN ANSWER

-3
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HANDLING QUESTIONS

Some you will answer immediately.

Some you won't answer at all.

In answering questicns you should be certain that you reply the question
that was stated.

Don't evade the question.

If the question is not clear to you, ask to have it repeated or ask for
some additional information.

In a small group, everyone will probably hear the question. If the
Question is not heard by everyone, repeat it.

The reverse question technique can be used if you want to get the individual
or group to do some thinking.

You may be asked a question you can't answer. Simply state that you
don't know. You can offer to find out and let the person know. There's
nothing wrong with admitting that you don't know or calling on someone
else.

If it is a question that will be answered later in the session, tell the
group this.

If It is an irrelevant question or one you shouldn't answer, simply state
that it is something which does not pertain to the current subjecc.




DEFINITIONS OF FACTORS

TOPIC: TEACH TO AN OBJECTIVE

FACTOR: Formulate an objective

- The ability of the teacher to identify the goals of the lesson

FACTOR: Relevant/Ceongruent Teacher Actions

- Actions selected by the teacher which are congruent to the learning

§ objective and assist the learner in acquiring the new learning

~ Teacher behaviors that promote the accomplishment of the intended

goal

- Teacher actions that promote student behavior to reach a goal

\
\

~J
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TEACH PREDICTABLE WHEN THE TEACHER TAKES TIME

T0 M0

=

MONITORING AND ADJUSTING IS ...

THE PROCESS FOR MONITORING IS ..,
1.

20

THE PROCESS FOR ADJUSTING IS ...

ll




CRITICAL BEHAVIORS OF THE TEACHER
TEACH TO AN OBJECTIVE:
A, OBJECTIVE
1.

2l

B. BEHAVIORS OF THE TEACHER




TOPIC:

FACTOR:

FACTOR:

MONITOR AND ADJUST

Monitoe (Elicit and Check)

Ongoing observation of student understanding of the lesson

Process of =aliciting feedback during instruction which :nables the

teacher to check student understanding

Process where the teacher elicits an observable stud 1t response and

checks for understanding to 2nsure incremental learning

Teacher observations of student performance which indicate progress

toward the objective
Adjust (Interpret and Act)
- Teacher ability to alter instruction based on student response

- A process of interpreting student response and acting on that

.

interpretation
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ERIC

MOTIVATION - Goldenrod

ACTIVE PARTICIPATION - Blue

REINFORCEMENT - Buff

ANTICIPATORY SET - Green

CLOSURE - Pink

RETENTION - Tan

TRANSFER - Yellow




FCTIVATION

1. DEFINE MOTIVATION (WHAT IT MEANS TO BE MOTIVATED):

2, NAME FIVE VARIABLES OF MOTIVATION:

3, LIST CLASSROOM EXAMPLES OF MOTIVATION:




KEY: LC ~ Level of Concern

PRACTICE LABELING THE VARIABLES OF MOTIVATION

- Interest KR ~ Knowledge of Results

I
FT - Feeling Tone S ~ Success

Which variables of motivation is ihe teacher using?

R N O A A

When modeling word problems on the board, the teacher uses the names of
students in the class.

In asking questions during a reading guide, the following information is
given, "Now, this next one is going to be a 1ittle bit more difficult.”

A diagnostic test in a package is given in which the first two protlems are
so eas; that the instructor knows every student can do them correctly.

The teacher smiles warmly at the students at the beginning of a group's
reading lesson.

After completing a personal data form given by the teacher, student can do a
leisure activity.

The teacher sends home the students "good work" note for the parents te read.

When reading a story to the class, the teacher uses the student names to
depict the characters.

In a small math group, the teacher has an answer sheet available on the
bulletin board for students to check the answers to their workshest.

In primary, the reading groups are named Bullwinkle, Snoopy, the idarch Hare,
and Mr. Toad.

After an activity, an information sheet informs students what the answers are
to the exercise and students are allowed to check their own papers.

In an exercise on letter writing, the students are encouraged to write a
letter to their favorite TV personality.

During an assigned reading in social studies, the teacher says that in Len

minutes each child wil® be required to write five new facts that s(he)
learned.

The teacher creates a center including Indian clothing, weaving, beads, and
Indian pictures to initiate an Indian unit.

The teacher gives a child who has difficulty in spelling five spelling words
to master out of a twenty-word list.

Tre teacher puts a note on a child’s language paper stating that s(he) used
capitalization and punctuation well.

The teacher puts a hand on John's arm whon he is eager to answer a question,
but must wait for his turn. '




EXAMPLES OF THE VARIABLES OF MOTIVATION

Level of Concern

* 1’31 check paper in five minutes

Write answer on board

Read a number and I'11 call on you in five minutes

Take out a pencil for a test

Lower anxiety for spelling by giving short test more often
Finished seat work will be passport to some desirable activity
Take away a privilege if work not completed

Announce you will test them

Send to office

Threaten to call mother

"This Faper will be signed by your pacents"

"I will check your paper"

Test or quiz

3

LN B B BE N N I

Feeling Tone

You follow directions so well

Thank you for picking up the paper

The boys are standing nicely today

You were very polite when the phone rang
Your desks are so neat

Put names on board of good workers

Body language (smile or frown from teacher)
Giving praise and compliments

Withholding praise or compliments

Smiles, pats, physical reassurance
Statements of teacher's displeasure
Encouraging words ;

Encouraging facial expression

Pleasant voice

Unpleasant voice

Awareness and attention to individuals (greetingsj

*****d;**********
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»

Interest

Use raisins for math and eai the raisins )

Bring in objects of different colors to help focus on learning
Putting a surprise messazge on a ditto

Use another color chalk on board

Use cartoon characters

Colored chalk

Audio visual aids

Use students name in story problem

Use anything that makes the learning vivid

Room environment: exhibits, bulletin boards

Manipulative materiuls

Wide variety of activities and facts: e.g., centers, listening posts,
film strips, plays

Field trips .

Success

*
*

»

Adjust the level of difficulty

Performance level .
a, Telling a child he has done a good job at things he tries
b. Moving child into different reading level

Gear quantity of work to right level

Be aware of physical and health factors

Knowledge of Results

* % * % * %

Put specific comments on papers
Verbalize to child his good points and how he can improve

Have children notice good points of children in the class

Child corrects own papers

Make teacher comments on papers specific and helpful ‘
Immediate reinforcement through self-correction or immediate teacher
check of papers (as work is in progress)

IToxt Provided by ERI
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MOTTVATION

Educational Theory nto Bducationsl Practice
Topic Definition  Factor e Technique Example
. [ ]
Mctivation she ability Feeling Plaasant
[ ]
of the Ton o Unpleasaat
learner tc o Neutral
maintain focus
on tiie task ,
with an intent °
to learn o
[ ]
[ ]
Level of . Proximity
Concern o Visibility
e Time
e
Materials
[ %
[ ]
Interest . Relevant
*  vivid
[ ]
17 wel
[ ]
[ ]
Success ® Effort
®  Level of Difficulty
° :
[ ]
Knowledge o Specific and immediate
of .
Resul’s




10 KEYS TO EFFECTIVE LiSTENING

The 10 Keys

1. Find areas of interest.

2. Judge conw:nt, not delivery.

3. Hold your fire.

4. Listen for ideas.

5. Be flexible.

6. Work at listening.

7 . Resist distractions .

8. Exercise your mind.

9. Keep your mind open.

10. Capitalize on fact that

thought is faster than speech.

The Bad Listener

Tunes out dry sunjects.

Tunes out if delivery is poor.

Tends to eri:r into argument.

Listens for facts.

Takes intensive notes,
using only one system.
Shows no energy output ;
attention is faked.
Distracted easily.

Resists difficult expcsitory

material ; seeks light, re-
creational material.

Reacts to emotiona! words.

Tends to daydream with slow
speakers.

1

The Good Listener

Is opportunistic; asks,
"What's in it for me ?*

Judges content, skips over
delivery errors.

Doesn’t judge until compre-
hension complete.

L.istens for central themes.
Takes fewer notes. Uses 4-5
different systems, depending

on speaker.

Works hard; exhibits active
body state.

Fights or avoids distractions,
knows how tr :c. -entrate.

Uses “eavier material as
exercise for the mind.
Interprets color words ;

does not get hurg up on them.

Challenges, anticipates,

" mentally summarizes, weighs

the evidence, listens be-
tween the lines to tone of
voice.




Personal
Qualities

1. Delivery

2. Eyes

3. Gestures’

i, Body
messages

INUICATORS OF ENTHUSIASM

Performance Degrees

Poor variation
In speech,
mon{ tone

variation of tone,

volume & speed,
good articulation

Variations of
tone & volume
from whispers
to excite,
projections

Lack of eye.
contact, no
contact with
individuals or
audience '

Appeared interested,
occasionally light-

ing up, shining,
opening wide

Eye contact &
facial ex-
pression
syncronized
to show
numeroLs
feelings

Never or seldcm
uses body, head
& arms; often in
a stationary
position

Occasionally use
of body, head and
arms

Emphatic move-
ment of body,
head & arms to
fllustrate an
fdea

Never or seldom
moves from one
sput, Positively
on one location.

Moves freely In a

variety of differ-

ont directions

Designed and
energetic body
movements.
change of

pace frequent




INDICATORS OF ENTHUSIASM (CONT,)

Personal
Qualfties Performance Degrees
5. Facial Expressionless,  Expression fits Vibrant, broad
expressjon few smile lines,  situation; agree- smiles show
reserved able, sad, happy, many expres-
ete, sions
6. Word Trite expressions, Some adjectives Creatively
selection mostly nours used descriptive,
numerous
adjectives,
great variety
7. ldeas and  Ignore feelings  Accepted ideas & Vigorous
feelings  or ideas feelings, some acceptance of
or ideas variation in feelings, great
response varfation in
- response
8. Energy. Lethgaric, dull, Maintained even Exuberant,
level level, occasion- gets energy

tired -.

ally shows
energetic spirit

from involve-

ment and ideas,
" vitality plus

(




TOPIC:

FACTOR:

FACTOR:

rACTOR:

MOTIVATION

Feeling Tone

Learner perceives classroom atmosphere and interaction

Climate of the classroom as perceived by each student over a period of

time

Student's emotional response to the learning environment

Attitude of thg learner toward the learning environment

Leve: of Concern

- Tension or anxiety just beyond the comfort level of the learner
- Level of tension just above where the lesrner is comfortable

- Appropriate amount of ter “on fel.t by the learner

Interest

Learner's awareness of the importance of the learning to themselves

Attraction, within the student, to the learning

Learner involvement in or curiosity about the lesson

~earner perceives that the ~.aterial to be learned is appealing

g7




FACTOR:

FACTOR:

Success

- Learner senses accomplishment in reaching the intended objective
- Based on efforts, learner feels accomplishment

- Learner perceives that the learning was accomplished at an appropriate

level
Knowledge of Results

- Learner has an immediate awareness of the quality and degree of the

performance of the learning

- (Feedback) information whereby the student can gauge what has been

learned

- Learner has an awrreness of the accuracy and quality of resporses

based on feedback




ACTIVE PARTICIPATION

1. WHAT (S THE DEFINITION OF ACTIVE PARTICIPATION?

2. WHAT IS COVERT BEHAVIOR?

3. WHAT IS OVERT BEHAVIOR?

4, WRITE TWC TEACHER ST TEMENTS THAT WOULD GENERATE COVERT BEHAVIOR.

5. WRITE TWO TEACHER STATEMENTS THAT WOULD GENERATE OVERT BEHAVIOR.

\ 6. WRITE A TEACHER STATEMENT THAT WILL GENERATE OVERT BEHAVIOR FROM
ONE STUDENT AND COVERT BEHAVIOR FROM THE REST OF THE GROUP,

7. WRITE A TEACHER STATEMENT THAT WiLL GENERATE COVERT BEHAVIOR FROM
ONE STUDENT AND OVERT BEHAVIOR FROM THE REST OF THE GROUP.

8, WRITE A TEACHER STATEMENT THAT WILL GENERATE COVERT BEHAVIOR FROM
ALL STUDENTS AND THEN OVERT BEHAVIOR FROM ALL STUDENTS,

9. WHAT ARE SOME EXAMPLES OF ABUSING THE PRINCIPLE.OF ACTIVE
PARTICIPATION?




Suggestions for
Increasing Student
Participation

Small Group Activities

1. Discuss with a Partner
Examples:

In your own words, explain to vour partner how the pistons in a car engine work.
Share with your partner the guidelines to keep in mind when writing an ex-
pository paragraph.

Discuss with your partner the meanings of these tex terms from our anatomy unit.

2. Discussion in Sma’" Groups _
Keep the group ,ize to four or five so that each student can participate. Appoint a
recorder to summarize the findings of the discussion.

3. Write Questions
Examples:

Write one question about what we have just been studying. .y it out on a person
near you. If he can’t unswer the question, pass itto me. At the end of t}e period,
I'll answer all questions that have been turned in.

Write two questions based on the topic, *‘Planning Nutritional Meals.*’ We'll use
thern tomorrow .or a review of the unit.

4. Brainstcrm
Brainstorming can be done as a group or with a paitner. Define *ie topic or problem.
For example, the topic may be questions students thirk will be overed on an exam.
Examples:

On your scratch paper, jot down as many terms as you can think of that are
related to the topic we began studying yesterday. In five minutes we'll discuss
these terms.

Pepeat the same process as in the previous <~ample, but share the ideas with a
partner.

S. Debate
Discussion and examination of both sides of a question involves more students
when done in small groups. In teaching debate techniques, first explain the struc-
ture. Then, with the help of a student, demonstrate a debate for the group. This
gives students the guidelines of debating.

6. Peer Group Teaching
Using students as tutors is an effective learning device for both the tutor and
tutored.

7. Role Playing
Simulating an event brings new perspectives to any lesson. Role playing involves
more students when done in small groups, as it reduces the risk factor.

Whole-Group 4 ctivities
8. Oral Reading
Oral reading can be done in two ways.
a. One student can read while the rest of the class follows with markers, their
eyes, or their finigers.
5. The entire class can read alcud together. For special dramatic effects, the
boys and girls can alternate reading, ef..
9. ‘Whisper Answer in Teacher's Ear
The teacher can select random studen:s ' o whisper the answer to him/her.
10. Provide Wait “me for Covert Rehearsal of Kusponses
Waiting at least 3 seconds for an answer is a critical element in effective question-
ing of an entir. ciass. Ask the students who have arrived at an idea to do
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14.

16.

17.

18.

something overt, such as put their right hand on the table, fold their arms, etc.
Promote even greater participation by telling the class how many have given the
signal. For example, say, '*Well, already 12 people have signaled that they know
the answer.’* Wait until 2 sufficient response number is obtained. Then call on
one randomly selected student to answer the question.

Examples:

Whick were the three Axis countries during World War II? (Pause) I can tell
you're thinking. I see five hands, six, eight, lots more. Let's see, I think I'llcall on
Ted.

I want you to trink about whether this blueprint would be practical for a house in
an area that has a climate like Southern California’s. I'll call upon someone in
about one minute.

Unison Response

A teacher signal will indicate when the class should respond. For example, the
slow raising of the teacher’s hand means preparation. The abrupt lowering
signals the point for the class response.

Examples

I'll point to a word and say a definition. If the definition 1 give is correct, piease
reply all together, *'Yes.” If it's incorrect, all say, *No.”

Il read some statements about the digestive process. If the statement is true,
everyone respond together, “True,”’ etc.

we'il check the answers to this worksheet together. I'll say the number of the
question, the= all of you respond with the answer on your paper. If the response
is cloaz, we won't need to discuss that question. If it’s garbled, we'll stop to
clarify. (This obviously will work ony with short answer responses.)

. Consecutive Response

Each student is responsible for recalling the previous student’s response‘.

. Poiling by Raised Hands

Casting votes or canvassing for information can be registered on a chart visible to
the entire class.

Pointing

Using an individual pictorial representation (map, diagram, picture), the
students can point to the correct answer.

. Cross/Uncross Arms

Examples:

I'll read a series of statements about different kinds of angles. If you agree with
the statement, cross your arms; if you don't agree, don’t cross your arms.

If you agree with Toby’s opinion, cross your arms, etc.

Flash Answers in Groups .

Flash cards made by students can be used in a variety of ways: true/false cards
(color coded for ease of reading); numerical multiplication table answers;
vocabulary review; and color coded classifying.

Examples:

We 've talked 2*:5ut the three branches of our jederal government. They’re divid-
ed into groups, and each group has three cards, each one stating a different
governmental branch. I'll read 2 governmental duty (such as making lawsj. Asa
group decide which branch of government would be responsible for that duty,
and then hold up the correct card.

There are three animal classifications listed on the board, and they are color cod-
ed. Each group has three pieces of paper, each a different color. I'll read the name
of an animal, and as a group you decide which category that animal belongs to.
Then, hold up the approvriate piece of paper.

Flashers

A short answer can be written either on a laminated notebook with a water solu-
ble pen or on an individual chalkbo.d.

Thumb Signals (Done at chest level in a personal. low-key manner)

Examples:

Il read several statements about how to make a collar for a blouse. If the state-

57
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20.

2L

ment is true, put vour thumb up. Ifitis false, put your thumb down. If you're
not sure, put your thumb to the side.
If you agree with Jim's explanation of a zone defense, put your thumb up, etc.
Finger Signals (Done at chest lepel in o personal, low-key manner)

mples:
The three kinds of rock formations are listed on the board by number. I'll 52y a
characteristic of a certain rock formation; you put up the appropriate number of
fingers for the one that is being described.
The five main characters from the novel are listed on the board by number, etc.
I'll play several chords ra the piano. Ifit’s a major chord, put up one finger; if it's
2 minor chord, put up two fingers. .
Flash Cards
Examp!zs:
You've made flash cards for your new Spanish vocabulary. Study them alone for
five minutes. Then we’ll do some "’spot checking.
You've made flash cards for this week's vocabulary words. Practice them with a

‘partner for ten minutes. Then well nave our quiz.

Cross/Uncross Arms or Legs, Look Up or Doum, Thumbs Up or Down, Pencils Upor
Down

The opposite positions car; irdicate positive/negative, higherflower, or any two-
part test of opposites.

This list was derived from the ideas of Pam Robbins and Pat Wolfe of the Napa Covaty Office of Educa-
tion. Napa, California; and Priscilla Logan, Santa Fe Public Schools, Santa Fe, Ne v Mexico.
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15.

Visualize how the pistons in a car engine work.

Compute in your head the answer to 5 x 50.

Pretend you're a character in a book. How would you feel and what would you do?
Remember a hnliday that stands out in your mind.

Picture yourself using the proper technique for 2 correct golf swing.

Think about all the things you have that are assets; that are liabilities.
Look for errors in capitalization in the sentences that are on the board.
Think ahout all the ways you could use burlap to decorate.

Follow along while the teacher reads the instructions.

Watch the technique I use in executing this dance step.

Say to yourself the 5 levels of the deciduous forest.

Suppose you're in a boat out on the lake and the only pair of oars you have
falls overboard. .

Create mental pictures of the donkeys walking along the Grand Canyon in the
Grand Canyon Suite.

Close your eyes and smell a freshly-mowed lawn.

Guess what I have in this paper bag.

Overt

1. Watch what I do and repeat it back to me.

2. Students show a flashsard with "s" on one side ani ™es" on the other to show
the correct plural ending of a word given by the teacher.

3. Use a chaining activity where ane student says S-nday, the next Monday, etc.
as indicated by the teacher. (Be sure to call on students randomly)

4. Use role playing to simulate an event either individually or in small groups
(Small group reduces risk factor).

5. Thumbs up, thumbs down, or out to side to indicate yes, no, and [ don't know.

€. Discuss with your neighbor before I call on someone to answer.

7. While some students'respondat the chal.board, others are writing answers on
paper 2t seats.

8. Point to the half notes *n this piec’ of music.

9. Complete a worksheet.

10. Teach or help someon¢ els. with ¢ particular classroom assignment.

11. "Everyone get up and find something in the classroom that's red (wood, glass,

. plastic, etc.)."

12. Have students recite answers ejther as a group or individually (chosen randomly).

13. Using your finger in the air,write the answer to 7 + 5.

14. “Take the following dictation.”

15. Compute the answer and check it on the calculator.




ACTIVE PARTICIPATION

Educations! Theory Into Educational Practice

Topic Definition  Factor . Technique Example
Active The ability Overt/ ¢ All Covert
Participa-  of the Covert *
tion learner to : All Overt

be consist- .

ently ¢ One Overt,

engaged in : Others Covert

that which ° -

is to be . One Covert,

learned ¢ Others Overt

( . Some Overt,

®  Others Covert,

e Some Covert,

. Others Overt




TOPIC:

FACTOR:

FACTOR:

ACTIVE PARTICIPATION

Overt

- Visible or observable behavior of the learner

- Learners demonstrate engagement of their minds on the learning in an

observable way

- Observable student behaviors that are relevant tc the learning

Covert

- Invisible or unobservable behavior of the learner

- Unobservable behaviors that are relevant to the learning




REINFORCEMENT

(
!
1. DEFINE REINFORCEMENT:
2, NAME THE THREE KINDS OF REINFORCERS:
A,
B.
( C.

3, LIST THREE FORMS OF REINFORCERS:
A,
B.
C.




nEINFORCEMENT

1. WHAT IS POSITIVE REINFORCEMENT?

2. WHAT IS NEGATIVE REINFORCEMENT?

3. WHAT ARE SOME FACTORS TO CONSIDER WHEN USING NEGATIVE
REINFORCEMENT?

4, WHAT 1S EXTINCTION?




STEP 1:

STEP 2:

STEP 3:

STEP 4:

"HOH AVIOR” RECIP

IDENTIFY (FIRST FOR YOURSELF AND THEN WITH THE
STUDENT) THE BEHAVIOR TG BE CHANGED AND THE NEW
BEHAVIOR THAT IS TO REPLACE THE OLD.,

DECIDE WHAT CONSTITUTES POSIT{VE AND NEGATIVE
REINFORCEMENT., DEVISE A STRATEGY TO GET THE NEW
BEHAVIOR AND DETERMINE THE WAY YOU WILL POSITIVELY
REINFORCE IT. .

DECIDE WHETHER THE OLD BEHAVIOR IS SO STRONG YQU
NEED TO SUPPRESS WITH NEGATIVE REINFORCEMENT OR
WHETHER LACK OF' ANY KIND OF REINFORCEMENT WILL
EXTINGUISH IT. ‘IF YOU DECIDE TO USE MEGATIVE
REINFORCEMENT, DETERMINE WHAT IT WILL BE.
KEMEMBER, THE STUDENT'S BEHAVIOR THAT REMOVES YOUR
NEGATIVE REINFORCER, IS BEING STRENGTHENED, SO BE
CAREFUL!

DEVELOP A STRATEGY TO GET THE STUDENT TO PRACTICE
THE NEW BEHAVIOR AND POSITIVELY REINFORCE IT ON A
REGULAR SCHEDULE (EVERY TiIME).




SIEP 5:

STEP 6

STEP 7:

As SOON AS THE STUDENT HAS PRACTICED THE NEW BEHAVIOR
ENOUGH SO IT IS MORE LIKELY THAN THE OLD BEHAVIOR,
REMOVE ANY NEGATIVE REINFORCEMENT SO THE OLD BEHAVIOR
CAN OCCUR WITH NO REINFORCEMENT AND BE EXTINGUISHED.

CHANGE TO AN INTERMITTENT SCHEDULE OF REINFORCING
THE NEW BEHAVIOR (MAKE THE INTERVALS BETWEEN
REINFORCEMENT INCREASINGLY LONG) SO THE NEW
BEHAVIOR WILL BE RESISTANT TO FORGETTING.

KNOW THAT OCCASIONALLY THE STUDENT WILL SLIP BACK
INTO HIS OLD BEHAVIOR (SPONTANEOUS RECOVERY) BUT
NOW YOU KNOW HOW TO ACHIEVE THE NEW BEHAVIOR. How?

95
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Exahp]es of Reinforcement

Positive

When a student studying English grammar uses the correct tense of "have" in

a sentence needing a helping verb, the teacher might say, "I see you're using
the correct tense of ‘have' before the verb. Good for you! You really un-
derstand tenses."”

A sign thanking students for keeping their lab areas clean.

Upon receiving a paper from a student who usually forgets to write his/her name,
the teacher might say, "You remembered to put your name on your paper so I'd
know whose good work it was." ,

Negative

If achild has not finished a spelling assignment, he/she isn't permitted to
go to lunch until the work is completed. The delay in eating and the loss
of time to be with friends may both be negative reinforcers.

A student who disrupts could lose a free time period or the opportunity to

participate in a game.

A student who is habitually Tat2 to class 1{s not allowed to enter when late
without a note from the principal or parent,

Extinction

When a teacher is taking roll at the beginning of a new semester and a student
answers with a smart remark, the teacher may go right on taking roll as if the
student said nothing. Having caused nv reaction from the teacher, the student
may decide not to bother the next time.

When a student choses to belch in a boisterous fashion, the teacher could
ignore the action and go on.

100




"SCHEDULE OF REINFORCEMENT

Teachers should start with behayicrs that are easy to change.

Teachers should focus on only one behayior at a time in order to main-
tain a regular schedule of reinforcement.

When a new behavior is being learned, it is essential that the teacher
be consistent with reinforcers.

A regular schedule of'reiﬁforcement, where the desirable behavior is
reinforced every time it appears, results in rapid learning.

An intermittent schedule of reinforcement, where behavior is reinforced
one time and then not reinforced the next time and the intervals between
reinforcers become longer and longer, develops a very durable behavior
that is long remembered.
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NEGATIVE REINFORCEMZNT OR PUNISHHENT?

Madeline Hunter

Did the teacher punish or was the behavior negatively reinforced?

Confusion surrounds t'ese two useful concepts in teaching methodology:
negative reinforcement and punishment. While the confusion scandalizes
the "psychological puriét" and is loo<ed on as of no consaquence b& the
busy teacher. it certainly will not hurt to clear up the difference and
it may even help.

One might ask, "Why don't we just look in any book in beginning
psychologv to find the answer?" Unfortunately that won't work. There
are several reasons: (1) The vocabulary used is not that of the classroom.
The differences between negative reinforcemenrt and punishment are described
in terms of noxious stimuli and avoidance behaviors, primarily with
animal studies which are not readily translated into teacher and student
behaviors, (2) While differences may -seem c]ear in the textbook, they
become increasingly fuzzy when removed from the sterility of the laboratory.
To teach a discrimina@or, examples must be sim”lar in every aspect
except the critical attribute which determires what something *-; i.e.,
which is negative reinforcement and which is punishment.

This article will attempt to clarify the confusion. If, to the
expert, concepts seem to be over-simplified, it is the result of attempt-
fng to present a concept initially in the most obvious, sinple and

unambiguouz terms.

There are a few generalizations which are central to the understand-

ing of reinforcement theory.
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(1) Reinforce means "to strengthen.” We reinforce a behavior to
make it stronger, which means to increase the probahility or the frequency
of that behavior. "Stronger" in the behavioral sense means that the
reinforced behavior is more apt to occur than some other behavior or
Ehat the reinforced behavior occurs more frequently than ic did in the
past.

_"For him, intelligent decision m:king is stronger thar is tossing &
coin,” means that imtelligent decision making is a more likely or a more
frequent behavior than is coin tossing. It does not mean that intelligent
decision making always occurs or that coin tossing never occurs. Another
analogy might be, "Bill is the stronger player.” This does not mean
that Bill always wins over another player, but if you're betting money,
ycur best bet is Bill.

(2) Positive reinforcement means that something has been added (+)
jmmediately after a bebavior occurs. If that "something" is needed,
pleasant or desired by the person, it is highly probabie the behavior
will be strengthened. Johnny sa&s, "please, may 12" Mother says "Of
course you may, you asked so politely."” Johnny's polite asking will
become more probable or more frequent. 17 Johnny whines and fusses to
get his way and mother says, Yyes," whihing and fussing will become a
more probable or frequent response. Whichever beaaviar (asking politely
or fuésing) {s followed by getting what he wante will be the behavior
that is strengthened.

We ‘could diagram reinforcement as follows:

Behavior + rei nforcement_____'___..

(becomes stronger)
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(3) When we say a behavior is "weakened," we mean that behavior has
_become less probable or less frequent. When a teacher says, "You get
the next turn bacause you raised your hand." she is attempting to increase
the probability or frequency of hand raising and decrease the probability
or frequency of calling out answers or sitting without participating.
Notice reinforcement merely changed the order of prebability of the
three responses: '

Raising hand + Reinforcer’

Calling out

Sitting without participating

A1l three behaviors started out at the same strength. When hand
raising was reinforced, it became stronger (more probabie). A]ihough
the other two behaviors may remain at the same strength, in comparison,

( - »they now are weaker in probability than is hand raising. Reinforcement
changes the order of probability {strength) of behaviors.

Let's look at another example. Bert usually whines to det what he
wants, Whining is more probable ihan asking "please, may I?" Mother has
decided she wants to strengthen the more desirable asking. ' So, whenever
he says "please, may I?" she gives him (adds) what he wants. As 2
result asking becomes moré pr;babIe than whining. Asking has been posi-
tively reinforced (strengthened). Knowing how to use a schedule of
reinforcement will enable mother to keep his asking behavior stronger
without giving him whatever he wants for the rest of his life.

(3) ﬁegative (-) reinforcement means that something has been sub-
tracted or taken away. The removal (subtraction rather than addition)
has reinforced (strengthened) the behavior which the removal (of something

(\ undesired) immediately followed. Example: you get in your car and

F R
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start the motor with an unfastened seat beilt. An unpleasant bussing
occurs. You fasten the belt. The buzzing stops. Fastening the belt

has been negatively reinforced (strengthened) because it ramoved (sub-
tracted) an unpleasant noise. Nope that the buzzing and behavior (not
fastening seat belt) were occurring simultaneously. A change of behavior
(fastening ;he seat belt) cut off (subtracted) the buzzing and the new
behavior was strengthened (negatively reinforced). The negative reinforcer
was the removal of the buzzing scund.

A1l reinforcers are defined by their consequences. Positive rein-
forcement means strengthening of the behavior that brought on the positive
reinforcer. Asking "please" brought on (added) the desired permission
and the response became more probable. Negative reinforcement means
strengthening of the behavior that removed (subtracted) the negative
stimulus. Fastening the seat belt removed the buzzing and fastening
became more probable. Note that car manufacturers, not understanding
reinforcement theory, have made the noise pleasant (chimes) and have
turned off the noisé automatically after a short period, thereby reinforc-
{ng ignoring the noise.or "waiting it out" which removes the noise. As
a result, for many pedple, both of fhose behaviors have become more
probable than fastening the belt.

Negative reinforcement could be diagrammed as follcws:

Example 1: Not fastening seat belt behavior changed

Buzzing Buzzing stopped

Fastening seat belt
Not fastening the seat belt and the buzzing occurred simultaneously.
Because fastening the seat belt removed {cut off) the buzzing, that

behavior became stronger (was negatively reinforced).

N
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Example II: Not fastening seat belt and waiting

Buzzing (Automatic stop).

Because the buzzer stopped while the driver was doing ncthing but
waiting, "waiting it out" was strengthened,” becasue it got rid of
(removed) the noise.

Le.'s look at a classroom example. Two girls are giggling and
whispering. The teacher stops teaching and glares at the girls. The
behaviors of girls giggiing and teacher glaring are occﬁrring simultaneously.
The girls stop giggling and start listening (new behavior) which removes
the teacher's glare, so listening is strengthened. Remember that reinforcers

are defined by their results. If the listening behavior does not Lecome

more probable, negative reinforcement has not occurred regardiess of how
muck glaring the teacher does.

Negative reinforcement is important because when the student changes
behavior (fastening seat belts, stopping giggling), (s)he can remove the
i negative reinforcers. Negative réinforcement is dangerous because any
behavior which removes the undesived stimulus (Qisconnenting buzzer,
pretending to pay attention, lyiny. cheating, blaming others) will be
strengthened.

4) Punishment is the addition (+) of undesirable consequences in an
attempt to suppress a behavior. In Canada, you get a ticket (punishment)
if you drive without a seat belt. The teacher may say to the giagley
6irls, “You will stay after school." In the case of punishment, the
person is not able to remove this unpleasant stimulus by changing behavior
at this point. Only the police officer or the teacher can remove the

conseqqences.
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But, and here is where negative reinforcement and punishment become

fuzzy, in the future, the memory trace of the threat of the punishment

can become a negative reinforcer. To remove the chance of getting a

ticket, the motorist may fasten thg belt and experience the negative

reinforcement of relief from worry about a ticket. The girls may want

to giggle and talk, but they can remove the unpleasant nossiblity of

staying after school by listening to the teacher, so Tistening has been

negatively reinforced. Now, if the teacher understands reinforcement

theory, (s)he will add a positive reinforcer to the listening behavior:

“You girls are listening so carefully, you will know this so well you

won't have to study for the test,” thereby increasing through positive

reinforcement the probability of listening behavior in the future.

To Summarize:

XGHISC/N

Reinforcement means to "strengthen" a behavior: make it more
probable or more frequent.

Positive ;einforcement'means to strengthen a behavisr by
addition of somstiing needed or desired immediately after
the behavior occurs. The presence of something desirable
acts as a reinforcer.

Negative reinforcement means to strengthen a SHehavior by
subtraction of something undesirable immediately after
that behavior has occurred. The absence of something
undesirable acts as a reinforcer.

Punishment means the addition of an undesirable consequence in
order to suppress a behavior. The memory or threat of a

punishment can subsequently become a negative reinforcer.
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If, in spite of the author's efforts, the distinctions are not
completely clear, don't worry about it. Lots of people who don't under-
stand electricity use it very effectively. The author has watched many
teachers use reinforcezent theory so it was a symphony of theory into
artistic performance. Those teachers' explanations of what they were
doing might be incorrect or a garbled mess which no one could understanad.
Conversely, some psychologists can articulate theory with precision but
don't use it effectiveiy to increase productive ]earnihg in their own
university classes.

So, if you can't c]ea;ly dgscribe the difference between negative
reinforcement and punishment, don't worry. Just use both with artistry

and with dignity to your students.

//_\
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TOPIC: REINFORCEMENT

FACTOR: Positive Response

- Arresponse that the learner needs or desires

- Something interpreted by the learner that increases desired behavior

~ What the learner needs, wants or desires

FACTOR: Negative Response

- A response that is unpleasant or not desired by the learner

~ Something interpreted by the learner that decreases undesired behavior

- What the learner does not need, want or desire

FACTOR: Extinction

= Occurs when the learner is provided with no respons .

- Diminishing of student behavior due to laék of a response




DIRECTIONS: FILL IN THE BLANKS IN THE FOLLOWING PARAGRAPH.
SOME OF THE WORDS WILL HAVE THE FIRST LETTER
PROVIDED, AND YOU SHOULD FILL IN THE REST.

ANYONE INTERESTED IN IE IS CONCERNED ABOUT
C . IT'S HARD TO IMAGINE IE SCH
WITHOUT THEM., ALTHOUGH THEY CAN SOMETIMES BE BOTHERSOME,

WE I THEM, WHEN THINGS GO WRONG, WE SOMETIMES
BLAME THE P____ , INSTEAD OF ACCEPTING RESPONSIBILITY FOR

THE CONSEQUENCES OURSELVES.
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ANTICIPATORY SET

DIRECTIONS: PLEASE PUT YOUR NOTES AWAY., PROCEED TO ANSWER THESE

QUESTIONS.,

LIST THREE FACTORS OF SET,
A
B.

C
v

LIST THREE TIMES IN A LESSON WHEN SET MIGHT BE USED.
A, |

B.
C.

EXPLAIN IN YOUR OWN WORDS WHY WE USE SET.




RETENTION THEORY

Identify the variables of retention. Next to each variable, write the
generalization for each.

1.

N W

List the generalizations a teacher should consider when providing practice
for learners.
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List the ways teachers can give meaning to a learning.

List the attributes of effective modeling.
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i. How much?

2. How long?
3. How often?
4. How well?
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RETENTION

Monitoring (how well)

Educational Theory Into Educstional Practice
Topic Definition  Factor e Technique Example
[ J
Retention  The ability Meaning Relevant to the
]
of the o Learners
learner to )
remember or ®  Structure the Task
[ J
recall events
[ J
o relevant to s Use Mnemonic .
EXYd
ka the objective e Devices
2. °
¥ Modeling Product
K
( e [erformance
Eo ..
[ J
Degree of
°
{4 origi‘nal o
v Learning o
,l.‘ . [ ]
y ':' [ ]
S Feeling . Pleasant
Tone o Unpleasant
.. '-?.‘ ' b Heuﬁ'&l
° ,
3
Bh Practice -~ Ad.ount (how much)
;e ¢ Time (how long)
Y
L ®  Frequency (how often)
£




Mnemonic Devices

1.. Great Lakes

2. Planets

3. Arithmetic

4. Rhythm

5. Kingdom
Phylum
Class
Order
Family
Genus
Species

= It M X IC =+ 20 =

H uron
0 ntario
M ichigan
E rie

-$ uperior

My

V ery

E lderly
M other
Just -
S ent

Us

N inety -
P 1zzas

ITOTEMMNMO I
mmmnkgm ot
“ .

o
3

un
H ome

Y ou

T ired
H ouse
M ates )

K ings

P lace -
C ats

0 ver

F ire

G oing

S outh

6. Division of Fractions

Mercury
Venus
Earth
Mars
Jupiter
Saturn
Uranus
Neptune
Pluto

K ind

P eople

C ome

0 ver

F rom

G ermany

S ometimes

8. Colors of the Spectrum R ed
. 0 range
Y ellow

G reen

8 lue

I ndigo
¥ iolet

9. Stationary - ¢ as in stay
Stationery - e as in letter

"Ours is not to question why, just invert and multiply.”

Spelling of their, there, they're:

g. A1l have 3%5 in them.
. Here and there are both places.

There has here in it.
c. I and their both refer to people. I is in their.
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TOPIC: RETENTION

FACTOR: Meaning

Student ability to integrate the learning into a base of knowledge

Relationship of the learning to the student's own knowledge and past

experience

Relevancy of the learning as viewed by the learner

Learning is important to the learner at a personal level

FACTOR: Modeling

o ey .
"\)(:Y.’I? -

~ Learner receives concrete representation of the learning

~ Sensory representations of the critical attributes of the learning as

e‘)éj}:.\:..« L
'.F—-\

X perceived by the learner

% FACTOR:  Practice

b
oy - Opportunity for the learner to have repeated experiences with the new
3 learning
!7

- Repeated experiences of the learning over time

- Scheduled repetitions of the learning
FACTOR: Feeling Tone (see Motivatio:;) - .
FACTOR: Degree of Original Learning

- Mastery of the initial learning

‘-' "L -~ How well the student learned the first time




RETENTION SELF-TEST

1. IF vYou WISH LEARNERS TO REMEMBER THAT A MAP IS A SCHEMATIC
REPRESENTATION OF THE WORLD, YOU PROBABLY WOULD HAVE HIM/HER

BEGIN BY WORKING ON A MAP OF ... .

A. HIS/HER TOHN,

B. THE Uni1TED STATES.
C. HIS/HER SCHoOL.

D. A FOREIGN CGUNTRY.

2. WHICH STATEMENT SHOULD YOU MOST EASILY REMEMBER?

A. B+D=mn
B. A TEACHER CAN DELIBERATELY PLAN LESSONS SO THEY ARE

BETTER REMEMBERED,
C. THE LATEST RESEARCH INDICATES THAT FORGETTING IS INVERSELY

CORRELATED WITH MEANING.
D. EBBINGHAUS EXPERIMENTED WITH MEMORY IN THE LAST CENTURY.

3. SO CHILDREN REMEMBER WHAT THE PLEDGE OF ALLEGIANCE MEANS,
YOU WOULD HAVE THEM ... :

A. SAY IT EVERY MORNING,

B. USE A DICTIONARY TO LOGK UP DEFINITION OF KEY WORDS IN
THE PLEDGE,

C. MEMORIZE THE DEFINITION OF KEY WORDS IN THE PLEDGE,

D, REWRITE THE PLEDGE USING THEIR OWN WORDS TO MAINTAIN

.. ITS GENERAL MEANING.,

E. STUDY THE LIVES OF AMERICAN HEROES.
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IF YOU WERE PLANNING THE MOST EFFICIENT WAY FOR YOUR STUDENTS
TO REMEMBER THAT 8 X 7 = 56, You wouLD:

A. PRACTICE IT ONCE EVERY DAY.

B. PRACTICE ON ONE DAY FOR A HALF HOUR

C. PRACTICE IT WHENEVER IT WAS NEEDED IN A PROBLEM

D. CONCENTRATE ON IT UNTIL EVERYONE KNEW IT AND THEN SPEND
NO MORE TIME ON IT.

E. PRACTICE IT AT CLOSELY SPACED INTERVALS. AND AFTER IT
WAS LEARNED, GRADUALLY INCREASE THE INTERVALS BETWEEN
PRACTICE PERIODS ON SUBSEQUENT DAYS

STUDENTS DILIGENTLY WORKED ON THE MULTIPLICATION FACTS UNTIL
BY CHRISTMAS EVERYONE KNEW THEM PERFECTLY, THEY THEN USED THE
TIME TO WORK ON OTHER THINGS. JUST BEFORE EASTER VACATION A
REVIEW TEST REVEALED STUDENTS HAD FORGOTTEN MANY FACTS. THIS
WAS PROBABLY BECAUSE:

LACK OF ADEQUATE DEGREE OF LEARNING
LACK OF FEELING TONE

LACK OF MEANING

LACK OF POSITIVE TRANSFER-

LACK OF DISTRIBUTED PRACTICE

TOo INCREASE RETENTION A TEACHER SHOULD BE SURE TO:

A. COVER THE MATERIAL INCLUDED IN A COURSE

B, -SPEND -EXTRA TIME ON THE IMPORTANT PARTS

C. MAKE SURE THAT WHAT IS TAUGHT IS THOROUGHLY LEARNED
BEFORE MOVING ON
GIVE PLENTY OF DRILL
GIVE MANY TESTS




7.

IF ALL OF THE FOLLOWING WERE EQUALLY WELL LEARNED WHICH wouLp
PROBABLY BE BEST REMEMBERED?

« ALL REPTILES ARE COLD BLOODED

+ SOME SNAKES ARE TEN FEET LONG

A RATTLESNAKE HAS A DIAMOND PATTERN
RATTLESNAKES  ARE FOUND IN CERTAIN 2TATIS
SOME SNAKES LIKE MILK

MO >

ADULTS KNOW LITTLE ABOUT THE PARTS OF SPEECH ALTHOUGH MOST
STUDIED THEM IN SCHOOL. THIS IS PROBABLY BECAUSE:

A, THEY DIDN'T HAVE ENOUGH PRACTICE

B, THEIR LEARNING WAS CONNECTED WITH UNPLEASANT FEELING
TONES,

C. THE PARTS OF SPEECH HAD LITTLE REAL MEANING

D. SUBSEQUENT LEARNING HAS INTERFERED WITH THE MEMORY

E. THEIQ ORIGINAL LEARNING WAS INADEQUATE

IF vou CANNOT REMEMBER WHAT YOU HAD FOR DINNER A WEEK AGO
LAST THURSDAY, IT IS PROBABLY DUE TO:

A, RZGATIVE TRANSFER .
B. NEGATIVE FEELING TONES
C. POSITIVE TRANSFER

D, POSITIVE FEELING TONES

E. NEUTRAL FEELING TONES
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A,
B.
C.

D.

E..

WELL DESIGNED TESTS ARE VALUABLE IN PROMOTING RETENTION
BECAUSE THEY:

IDENTIFY WHAT HAS BEEN WELL LEARNED

IDENTIFY WHAT HAS NOT BEEN LEARNED

ALERT THE TEACHER TO HOW STUDENTS' LEARNING IS
PROGRESSING

CAUSE THE STUDENTS TO PRACTICE REMEMBERING

ARE BASED ON IMPORTANT GENERALIZATIONS

WHEN NEW TEACHERS DO NOT KNOW WHAT TO DO IN A LEARNING
SITUATION. THEY USUALLY REVERT BACK TO WHAT THEIR TEACHER
DID WHEN THEY WERE STUDENTS. RATHER THAN REMEMBERING AND
USING THE THEORY THEY LEARNED IN COLLEGE OR IN-SERVICE
COURSES., THIS IS PROBABLY DUE TO:

Mmoo >

LACK OF MEANING IN THOSE COURSES

LACK OF APPROPRIATE PRACTICE WITH THE THEORY
NEGATIVE TRANSFER FROM THEIR PAST SCHOOLING
INACEQUATE LEARNING FROM THE COURSES
BOREDOM OR NEUTRAL FEELING TONES

~ =




(c) Copyright 1976 by Madeline Hunter

Right-Brained Kids in Left-Brained Schools

Madeline Hunter

"Why should I read the directions? Ican see how it goes together!” This

obviously correct statement has baffled many a teacher as a student canfidently c onfronted
a bewildering array of pleces. And (s)he could "see” how it went together while his/her
seemingly more able classmates struggled through decoding “attach narrow end of part
A to rounded side of part B, " in order to ferret out the knowledge that would guide their )
actians.

That same pwzzling student would protest, "Don't tell me how to get there, draw
me a map, " while his/her bewildered teacher plead, "Don't show me a map, just tell

( me how to get there. "

Teacher and student scratched their heads as each wondered how the cthexr ever
survived in this complex warld. Each acknowledged the other seemed to have good
sense, but "it's beyond me how (s)he thinks, "

Such 'Hifferentness" in thinking, ways of remembering ("I don't remembex what

(s)he said but I can describe the room we were in. " vs. "1 don't remember where it was

. R

g ) but I can tell you what (s)he 8aid.”), ways of attacking problems ("Let's lay it out an
f‘é paper."'vs. "Let's talk about it. "), and styleg of learning ha've been dealt with in the
’* past by dumping tho?e variations in the "people-are-diffexent” ﬁasm. Now research
?{g in hemisphericity has begun to sort that basket into the categories of iett- and right-

-

brained thinking with promising and productive suggestions for teachers that could

accelerate the learning outcomes of students.
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Research in hemisphericity indicates that humans have two brains (hemispheres),
each complete in jtself,  Unlike animals, man, at an early age, begins to differentiate
the data processed by each of his brains. His left hemisphere "specializes" in data
where signrificance is based in relationships that are built across time. You are using
ydur left hemisphere as you relate what yocu are now reading to what you read in the
h previous paragraph and what you will read in the next paragraph. The left hemisphere

has been called the temporal or propositional "if-then" brain because significance or

relationships are perceived across time.

The right hemisphere in most humans "specializes” in data where significance
emerges from relationships that must be perceived across space. You are using your
right hemisphere when, from the surrounding visual envirenment, you are eware of
where you are in the building, recognize a face, or understand diagrams or data

displayed on a chart or graph. The right hemisphere has been called the visual-spacial

or appositional brain.

The right and left hemispheres are connected by an impressive bundle of nexve
fibers, the cur.pus callosum )which transmits "messages" from one brain to the other
to pro;luce "integrated brain ihlnldng. " A somewhst similar analogy is that we have
“assigned" cexrtain responsibilities .to our hands (holding the book with ourleft-hand
while we poiut to the word or turn the page witl, our right-hand, cutting with our
right-hand while we manipulate the material with the left). No mattezr how able we
are with our right-hand, we do xﬁost things more efficiently and &fmﬁvely if we also
use our left-hand. Inlike manner, integrated hrained thinking is the result of each

hemisphere augmenting the information processed by the other.
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Researchers suspect that individuals are born with & predisposition £o prefers

or find it easier to use their right- or left-brain, however, as with handedness,
practice has a great desi to do with skill. (Witness the right-handed pianist who plays
beautifully with his/her left-hand, the typist who makes no mare errars with his/hex
left than (s)he does with his/her right-hand, or the cr'aftsman who needs both hands so
uses them with almost equal dexterity.) Without practice, skills and processes can
become stagnant so the comfort of using the dominant hand {or brain) often results

in the subc:rdinaté hand (or brain) getting minimal use  As a result, the ineptituc:
which results from lack of practice is often incorrectly interpreted ac lack of inherent
ability.

This seems to be true of "brainedness." Because a student can "see” how it

AN

goes together, (s)he uses his/her mare facile right-brain and may not give his/her
left-brain the practice of reading and following directions. Because other students can

get their instructions moxre easily from reading, they don't practice "seeing" if they

Vi Jig
R .

can figure it out. The assumption that native ability is extended or diminished by

:d

§: practice is supported by curxent research which indicates that measured 1.Q. can
&

% chénge with prescribed changes in experience. In noway, however, should these
- '5:1‘

w3,

statements be sonstrued as indicating that all difference in human performance is
the result of expulmc;e. We still ean't make every learner equal.

Hemiaphm'iclty plays an impartant role in the selectin r® .ccupations and
'hobbies. The architect, design engineer, accountant, farmexr, artist, musician, etc.,
must deal comfartably with visual-spacial data. The philosopher, theoretician,

salesman ("7 . do this, then (s)he')l buy that”) must handle tcmporal data and
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synthesize those data across time into an idea or understanding. Many people are facile
with both hemispheres (the Leanardo da Vincis of the world), and everyone uses both
brains to varying degrees unless, as the xesult of an accident or surgery, they have only
one.

For years, the relationship of the left- and right-brain to learning was considered
relevant only to the remedial education of medical cases. It was from study of the
pathology related to damage to one brain, or the severing of the corpus callosum
(commissurotoray), that much of what we now know of hemisphericity has emerged.
(Should the reader be interested in the medical and neurological aspects of hemispher-
icity, references are listed at the end of this article. )

Recently, hemispheric implications have been the subject of scxuiiny by educators
who were looking for more efficient and effective ways of promoting learning and for
ways of remediating the learning of those obviously able youngsters who were not
“getting it. " The results of that scrutiny ~re powerfully suggestive of the conclusion
that schools have been beaming most of their instruction through a left-brained,
temporal input (reading and listening) and output (talking and writing) system, thereby
nandicapping all learners. Those who learned well through left-brained input had
minimal or haphazard practice in using their right-brain. Those students who learned
easier with right-brained input have been handicapped by having to use primarily
their left-brain without the "backup” of the same information processed by the more
proficient right hemisphere, "backup' that could be transmitted across the corpus
callosum to augment and assign additional significance to the right-brained input

message, thereby integrating the power of the two hemispheres.

»
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Educatars and brain researchers are becoming suspicious that the boy who
knew everything about a carburetor, but couldn't read the test on carburetion systems
or write the answers that he had already demonstrated in action that he knew, or the
girl who did well in algebra, but almost flunked geometry, were both victims of our
lack of understanding of hemisphericity. We are beginning to suspect that the student
who can't remember what (s)he heard in the story, but can describe in detail a television
program, and the one who is canfused by the diagram, but can sequence perfectly the
story (s)he read, are mirror images of the same phenomenon. In like manner, the
studrnt who can say tl;e words in the book, but doesn't 'comprehend” what has been
read, or the student to whom the graph is a mystery, may represent our default in
understanding rather than theirs,

Now what do all of these interesting findings mean to educators in the canduct
of day to day schcoling? First, they clearly mandate the respansiblity for beaming
instruction so that, whenever possible, information that is presented in a linear fashion
across time (reading it or heuring it), is also presented in visual space (seeing or
imaging it) so students have practice in integrating the information fram their two
hemispheres. Second, these findings suggest that whenever a student is not "getting it, "
the stimulus should be augmenuied or replaced with one that 1s beamed to the other
hemisphere. Third, deliberate incorpcration of practice that could increase facility
in the use of each hemisphere singly ar.d in concert should becéme an important
educational cbjective.

Rathex than elahorate diagnostic schzmes to determine which brain a learner

prefexrs, instruction to achieve these objectives includes:
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1. Presenting stimuli simultanecusly to both hemisyheres.

2. Augmenting a stimulus by following it with information beamed to the
opposite hemisphere.

3. Deliberate beaming to anly ane hemisphere for practice to increase
fluency in proceseing ane type of information.

Let's look at a::amples of each of these professional strategies:

1. Presenting stimuli to both hemispheres

Modeling often is an effective way to simultaneously augment the more typical
verbal or written instructions by pairing the words with the visual input. Doing an
~xample on the chalkboard while giving a verbal explanantion or having someone
periorm the act while hearirg the directions, are possiblities for this pairing.

Examples:

"Now listen to what I'm thinking while I'm doing this problem. Ican't
subtract 7 from 3 so I need to regroup from the tens to the ones. I'll take a ten
from ____ " (while the work is being demonstrated on the chalkboard).

“Listen carefully while I give directions and watch what I am doing. "

"“Tell us what this graph is displaying. "

"Watch me and listen to what I am thinking as I make a 'k, ' I start at the
top and make a straight line...."

"Say to yourself what you're doing while you're doing it. "

The importance of modeling cannot be ovo;emphasized. "Observational learning"
can result from "seeing someone else do it.” Successful teachers have been using
this techniqu;e for years, but only recently have we known why the dual input of

"seeing it" and "xeading or hearing about it" was such an effective educational atrategy.

3
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2. _Augmenting the stimulus by following it with information beained to the

cther hemisphere when the student is nat "getting it. "

Gbviously, hemisphericity is anly one of the many reasons for learning
difficulty. Far the legrner to be successful, the learning task must be at the right
level of difficulty with all necessary subordinate learnings having already been achieved.
Th\e student must be motivated to exert learning effort. The learning should have been
made meaningful and relevant to the learner. i’ractlce should be appropriate to the

task and to the learner. Changing hemispheric input systems, however, can aid and

_ often remediate a learning problem.

Examples: Alternate
"Watch while Ido one, " and "You tell me what to do. "
"Look at this, now find another ane like it, * and "I'll describe one, you
describe another one like it."
"Look caréfully so you. match yours to mixze, " and "You say cue like the
one I say. "
"Let's talk this one through, " and "Let's act one out ~ do one without
talking. " )
"W a picture of 6 x 7, " and "Describe this multiplication picture, "
"How would you show that with dots?" ard 'What do these dots show?"
"Find it ‘on the map, " and "Say what the map shows. "
;'\’Ie would graph it like this," and "How v;ould you merprét; this graph?"
"“If we put it an a ﬁme line, where would it be?" and "If we translated
the time line int; wards, we would say.... "
"Do what I say, " and 'Show me what I should do, "
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Of great importance in giving learners the "assist" of using both hemispheres,
is asking tie student to generate examples from his own experience. Not only does
this add imaging which transfers learning from the past to give added meaning to the
present experience; but it enables the teacher to c_heck the accuracy and validity of
the student’s perception and understanding of the present learning.

Examples: |

"Make up a word problem that will go with 250 == 25 = (or 4 +8 =), "
"What things would Goldilocks try out in your house?"

"What traits do you have that make you like Columbus?"

"What have you Jcac that is the same as ?"

3. Deliberate beaming of justruction to only one hemisphere to enable students

to practice handling unaugmented, nonintegrated input. ( '
Examples:'
"Read the directions and see if you can do it. "
"Look at the diagram and see if you can figure it out."
"Look at this design and see if you can make c;ne just like it. "
"Listen to my directions and see if you can make the figure I am describing. "
"Read the chapter and answer the questions, "
"Look at this sequence of 3 pictures and draw what the 4th might be. "
Schools lang have realized the MpMe of augmenting the written or spoken
word with chalkboard, p!ctt.;rea. diagrams, graphs, etc. As technology advanced,

more sophisticated audio (left-breined)-visual (right-brained) materials became available

to teachers.
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) The audio of spoken words (not music), while using the same language
(left-brained) input system as reading, eliminated the barrier created by the necessity
for possession of the skill of reading to decode letter symbols into sound - into speech
= into meaning. Not knowing the neurological reason, those visuals were important.
Unfortunately, however, “audio-visual” became an end in itself with millions of dollars
being spent on materials that in some cases were poorly designed, ineffectively
executed, and unintelligently used.

With the advent of television, which is primarily a right-brained input system
(configurations of dots in space to which significance is assigned) and which is
augmented by the temporal input of speech (often the same few words repeated over
and over as in T. V. commexrcials), the whole world, literate and illiterate, is able
to receive information without so much left-brained processing, and in epite of
inability to surmount the hurdle of decoding written speech into meaning. With
television, the right-braiued individual can take his/her proper "place in the sun"
with his/her left-brained, formerly advantaged, triends. in terms of "knowing about"
end "tmdersta.ndlng" both current issues and mankind's past. The "Ascent of Man"
| andgt.he hon'ors of Vietnam are no longet pcrivileged communications to the "ones
who were the:e o the lelt-hu:ained scholars. | '

While hnguage and llnguisﬁe markm are ptoceesed in the lefc hemisphere. -

"!’« -l
R w
s iy 3- “a” _-._‘ f‘

lt ls lnteresting to note thatthe eonm'ous clues oftimbrre. intcnation. éitch. etc.,
L o \_f "“'"" .‘\\L ‘.;ﬁ,,4cl;.g, -’

i ot the spolnen wm:de are processed ln the right hemisphete (as is ﬁmsxc) “Hearing -
' Awhat (s)he says and "hearmg what (e)he meens can be ditferent messages, each

processed in a different hemisphere and poslng the problem as to which message
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the recelver accepts g the valid ane, Recently, nonverbal communication, the

interpretation of kinetic (movement), iconic (images), and soncrous (sound) clues, has
come into high visibility as a right hemispheric functicn. "Intuition” could be a
manifestation of this kind of "knowing" without being told by woxds.

It is impartant for the teacher to note that his/her cwn verbal ard nanverbal
communication must deliver the . ame message or "what you &o speaks so0 loudly 1
can't hear what you say" may result. The younger child is particularly responsive
tononverbal cues. For integrated pexception and development of facility with beth

hemispheres, language, plus visual, and kinetic, plus sonorous clues constitute the

. most effective communicative process.

What is our final educational responsibility, we who are nat neurologists, we

who are not respansible for the re-education of victims of accident or those who

evidence brain pathology, we who have the unportaint responsiblity for making learning

more probable, more predictably successful,more efficient and more effective for
those millions of students, from preschool through post secondary education, that are
entrusted to our classroom guidance?

We must, of course, follow the paths of the researchers, translating, as soon
as we are able, their ﬁndings into clascroom nractice. We must, with that translation,

make avallable to evexry teacher, in language (s)he can understand, strategies that

effectively and comfarcsbly can be uaed in bis/hex classroom regardiess of budget,
organizational scheme, matgrials g.vailable. pupil-tegcher ratio (granted all of those

are important, but not determining variables). We must, in turn, present questions

and concerns that will focus researchers on areas most productive in terms of learhing

.
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(’ gain for students. And finally, we must incarporate in our disseminatian of important
information, our acknecwledgment that "we must practice what we preach” and develop
left-brained and right-brained input of the information, modeling by our own behavicr
the fact that neither brain is superior'to the other, neither is the chosen one, both
are essential to integrated thinking and this warld would be a better, more accepting,
more stirulating, and moare fulfilling place for all of us if we accepted the difference,
recognized the similarity, and acknowledged the right to learn of all studexts:
Therefore, as a beginning step, we: must deliberately incorparate those strategies
& which reflect research in hemisphericity into our daily teaching and augment (rst
replacel) with right-brained input, the predominately left-brained educational programs

currently in our schools.
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ALBERTPAUL MALVINO -

TECHNICAL EDUCATION NEWS

Albert Paul Malving (Ph.D. EE)

is the President of Malvino Ine..
in Mowntain View, California,
His company produces Whole-
Brain Learning Systews™ for
haxic electricity and electronics.

WHOLE-BRAIN

LEARNING

HOLE-BRAIN
LEARNING is
based on the idea
that visual images

as words when you are trying to
learn something new. The reason
is that the human brain is orga-

nized like a pair of computers, The

left half of the brain is a symbol
grocessor; the right half of the

rain is an image processor. The
data in these two brain halves
must combine into a unified whole
for deep understanding to take
place,

THE TWO HEMISPHERES

| When we look at the brain, it ap-

pears to be a single organ. But a
closer examination reveals that it
is two separate hemispheres
Joined by a bundle of nerve fibers

called the corpus callosum (Fig. 1),

The corpus callosum allows the
two hemispheres to exchange in-
formation. Looking at the two
brain halves, a philosopher might
ask “Is there one mind here or
two?” The traditional answer is
one mind. But the one-mind model

135

are just as important

turns out to be as sho:t-sighted as
the idea that the world is flat. As
you will see; a new Chris’opher
Columbus claims that we have two
minds, not one.

Corpus
callosum

Left
haié

Figure 1, Structure of
Ihunan brain,

THE DOMINANT LEFT
HEMISPHERE ,

Before the 1960s, anatcmists had
already examined the brain and
could see two distinct halves con-
nected by the corpus callosum.
Furthermore, it was alread,
known that a crossover wiring ex-
isted between the brain and body.

CONTINUVED ON FAGE »
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WHOLE-BRAIN LEARNING
CONTINUED FROM PAGE T

For example, a serious injury to
the right side of the head para-
lyzed the left side of the body, and
an injury to the left side of the
head paralyzed the right side of
the body. Another curious phe-
nomenon was that injuries to the
left half of the brain rendered peo-
ple speechless, but injuries to the
right half of the brain did not im-
pair speech. Because of this, peo-
jle used to believe that the left -
ﬁalr of the brain was the center of
the intelligence, while the right
half was a silent partner that did
nothing but control the left half of
the body.

DUAUTY OF HE HUMAN MIND
Radical changes in brain theory be-
gan in the early 1960s. Dr. Roger
Sperry (California Institute of
Technology) had been experiment-
ing with cats and monkeys trying
to find out what the corpus callos-
um did. In his experiments, he cut
the corpus callosum to isolate the
two brain halves. To his astonish-
ment, the cats and monkeys
remained normal in every way.

These results Yrompted Drs.
Bogen and Vogel to perform a
similar operation on an epileptic

atient. The patient's seizures had

ome so violent that death was
near. Bogen and Vogel assumed
that cutting the corpus callosum
would reduce the severity of the
seizures because the brain half
originating the seizure would be
isolated from the normal brain
half.

The operation was more than a
success. The epileptic seizures dis-
appeared completely. Further-
more, the patient appeared normal
in every way. Because of this his-
toric operation. split-brain surgery

e the method of choice for
treating severe epilepsy. As a re-
sult, many epileptics had this kind
of brain surgery. This allowed Dr.
Sperry to extend his brain re-
search to human beings.

What followed won a Nobel
prize for Sperry. Although the
split-brain patients seemed nor-
mal, they were not. Something
was different, but it required spe-
cial apraratus to discover. With
the help of Dr. Michael Gazzaniga,
Sperry examined dozens of split-
brain people and came to the fol-
lowing conclusions:

1. The left half of the brain

thinks in words and num-
bers.
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2. The right half of the brain
thinks in pictures and other
nonverbal images,

3. The two brain halves are so
different that it is more accu-
rate to speak of 2 left biair;
and a right brain than of a
single brain,

4. It is impossible to describe in
words how the right brain
works.

Drs. Galen and Ornstein
(University of California Medical
Center) confirmed the Sperry con-
clusions using a different
experimental approach. Alpha
waves occur in the brain when it
is resting and beta waves appear
when it is active. Galen and Oyn-
stein discovered that someone
reading a book had beta waves in
the left brain and alpha waves in
the right brain. Conversely, some-
one drawing a picture had beta
waves in the right brain and alpha
waves in the left brain. The con-
clusion: the left brain processes
words and the right brain process-
es visual images.

IDERL LATERRUZATION

Ideally, tha left brain is the source
of language, number, sequential
thinking, logic, verbal memories,
and verbal conseiousness, The
right brain is the source of visual
images, music, spatial relations,
intuition, visual memories, and
nonverbal consciousness (Fig. 2).
In the west we tend to think the
self-talk inside our heads is our
total consciousness. But people in
eastern countries have long known
that there is more to human con-
sciousness than the self-talk of the
left brain. In fact, many eastern
philosoghies distrust language be-
cause they claim it creates illu-
sions and limits our perception of
reality.

The east may be right. Appar-
ently, vision has the power to cre-
ate. The great achievers always
visualized the results they were
aiming at. The methods for get-

Conscious

Self walk
Mathematiost______
Sy Emotidns,
Time fimeless
»

LEFT RIGHT

Figure 2. Ideal lateralizativn of
human brein,

ting there would then appear in
the form of hunches, dreams. and
intuitions. In short, the break-
throughs in science and other
fields usually originate in the right
brain. This is the same brain that
befcre the 1960s was thought to
be useless except for moving the
left half of the body.

The left-brain/right-brain model
applies to 95 percent of the U. S.
pepulation. You may be wonder-
ing why the left brain has emerged
as the word processor and the
right brain as the image proces-
sor. One explanation is this: For
evolutionary reasons, infants tend
to hear slightly better through the
right ear. Because of the cross-
over in brain-body wiring, sounds
enter the left brain more efficient-
Iv. This slight edge leads to the
left brain specializing in word and
other symbol processing, while the
right brain handles image and
otier nonverbal processing,

THE PAOBLEM WITH EDUCATION
Everyone knows something is
wrong with traditional education.
It's too narrow, too pat for the
real world. It fails to train the
subtle parts of the mind. It ig-
nores wholistic and intuitive %eam-
ing. Why is this? Because tradi-
tional education is still based on
the pre-1960s model of the human
brain. Too many educators still
believe there is only one right an-
swer to a problem, and even
worse, that there is only one right
way to solve a problem. In other
words, most schools in the United
States continue to educate a stu-
dent as though he or she has only
one brxir. They do this by stress-
ing calz.lations, formulas, logical
ana.; .S, sequential thinking, and
all those functions associated with
the leRt brain. This is unfortunate
because human understanding
seems to be based on vision.

The bulk of consciousness is
centered in the right brain during
the early years of life. After the
left brain becomes proficient in
language, a shift starts to take

lace in consciousness. The child

g‘ns to use the left brain more

and more. At some point beyond
the fifth grade, the educational
system comes to emphasize left-
brain learning almost totally, part-
1y because words and numbers
have been mistakenly identified
with total human intelligence.

The higher one moves through

CONTINUED ON NEXT FAE
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WHOLE-BRAIN LEARNING
e T e
CONTINUED FROM PREVIOLS PAGE

the educational system, the great-
er the emphasis becomes on ieft-
brain learning. If the right brein
does get any stimulation in science
classes, it is usually an accident,
unless an outstanding teacher is
involved. By the time someone
graduates from college, he or she
typically has a well-developed left
brain and a withered right brain.

TOWARRD THE WHOLE BRAIN
Based on my research, I have ar-
rived at a hypothesis for how we
understand things. I believe the
following three steps are neces-
sary to understand almost any
concext:
1. A visual image of the concept
must be stored in the right

brain.

2. A verbal description of the
concept must be stored in the
left brain.

3. The visual and verbal memo-
ries have to be connected.

There may be exceptions, but as
a guideline, I have found these
three steps are necessary for
understanding the concepts of
science and technology.

These three steps are my defini-

tion of whoie-brain learning, the

-} type where something new is cre-

ated in the brain. In other words,
I believe the correl-tion of visual

i s and verbal descriptions
produces a synergistic effect
whereby the whole becomes great-
er than the sum of the parts. The
idea is similar to a chemical reac-
tion. When you combine hydrogen
and oxygen, you'get water. The
water has new properties, quite
different from either hydrogen or
oxygen. Similarly, whole-brain
learning means the visual and ver-
bal data in the two brains combine
to create a Eureka effect, a dis-
covery of the full meaning of a
concept.

APPLYING WHOLE-BRAIN
LEARNING TO TECHNICAL
€DUCATION

As a teacher and a writer for the
past 20 years, I've been trying to
discover what happens when real
understanding takes place. I think
my three-stewpothesis goesa _
long way toward answering the
question. What follows are some
suggestions for whole-brain teach-
ing of technical subjects. These
are guidelines to help you think

CONTINUED ON NEXT PAGE
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about how you miﬁht adapt these
ideas to your teaching style.

1. Start by accepting the duali-
ty of human mind, the notion that
a human being has two minds or
modes of thinkini. To reach one of
these minds you have to use
words, numbers, logie, and formu-
las. To reach the other mind, you
have to use pictures, diagrams,
visual aids, and metaphors.

2. In the typical educational set-
ting, the left brain is feasting,
while the right brain is starving.
Because of this, the simplest way
to implement whole-brain learning
is to use more visual aids. The old
saying that a picture is worth a
thousand words falls short of the
mark. Some pictures defy verbal
description. They contain informa-
tion that only rith brain can ab-
sorb. Because of this, a student
can develop an intuitive under-
standing from visual images. Once
the student has this intuitive
grasp of tne concept, you can add
the technical terminology and
mathematics that produce whole-
brain understanding.

3. Time and time again I have
asked students with difficulties to
describe their problem. In almost
every case, there was no visual
image of the roncept they were
struggling with. Therefore, I've
come to the conclusion that human
understanding seems to be based
on vision. Even the words we use
confirm the idea of vision-based
understanding. We have expres-
sions like “Now I see” or “Do you
see what I mean?” I thiak this is
more than a coincidence. I think it
is virtually impossible to under-
stand anyt!ﬁnngithout some kind
of visual model. Geniuses like
Newton and Einstein relied heavi-
ly on visual.models for their math-
ematical derivations.

So another suggestion I have is
this. When you are troubleshoot-
ing a student’s difficulty, work on
the visual image of the concept

‘first. Make sure the student has

some of kind of picture of what he
or she is trying to understand.

4. One of the Jeft-brain traps of
technical education is the idea that
every problem has only one right
answer. Sometimes this is true
and sometimes it is rg.. Baged on
my experience t..cough graduate
s_c{ool, I think one-answer solu-
tions are emphasized to the point
that students stop looking for
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more than one right answer. This
is unfortunate because most of the
roblems encountered in industry
ave ...axy right ansicers. Often,
the best solution to a real-life
problem is the second or third
right answer that you can find.

Being a-...ce of the one-right-an-
swer trap is 2 beginning. I would
also ask open-ended questions that
encourage more than one right an-
swer. And I would also make up
some homework problems that
had several right answers.

5. Some people scoff at the idea
of intuition, claiming it doesn't ex-
ist, or that it is logical thinking
taking place at high speed. Such
people don't know their left brain
from their right. Intuition can be
defined as those thinking process-
es that we cannot explain verbally
because they take place in the
rig! t brair. Recall that Sperry’s
fourth conclusion was that we
cannot explain in words how the
right brain works. This means the .
right brain can process data with- *
out our being verbally aware of it. :
Since the right brain is nonverbal,
it processes data on a different
level of consciousness.

So, I would accept the existence
of intuition and would try to de-
velop it in my students. If you
have any reservations about intui-
tion, consider that even Einstein
said “The really valuabie thing is
intuition.” !

6. Finally, I would try to devel-
op what-if thinking (right brain)
as well as sequential thinking (left
brain) in my students. Sequential
thinking is what we usually do. It
is the kind of thinking where the
result of each step is used in the
next step. It is logical and mathe-
matical. It is neat and clean and
unforgiving. It is what a computer '
does. What-if thinking is different.
This is the kind of thinking where
anything goes and all things are !
possible. What-if thinking search- !
es for more than one right an-
swer. It is sometimes illogical, it
breaks the rules, it makes mis-
takes, it is playful, it is sometimes
foolish, and it 1s creative.

—
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LEARNING AND REMEMBERING

How People Learn

1Z through taste

1-1/2%Z through touch .

3-1/2% through smell

11% through hearing

83% through sight

How Much People Remember

R A TR

10Z of what
20% of what
30% of what
50Z of what
50Z of what

90Z of what

they read

they hear

tl.ey see

they see and hear
they say as they talk

they say as they do a thing

Hlow Long Pcople Remember

Method of Instruction

Recall 3 hr. later Recall '3 days later

A. Llecture Method only 70%

. Demonstration Method Only 722

-C. ‘Both Lecture and Demo 85%

10
202
65%
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BASIC TEACHING TEGHRIQUES THAT WORK

GROUP DISCUSSION

When you want-to involve all your students in exploring an idea, in organiz-
ing and articulating their thoughts, in developing critical thinking--try
the technique of group discussion. This method can also be used to advan-
tage after a lecture, a film showing or a symposium or panel discussion.

Some Discussion Do's and Don'ts

1. Prepare in advance a few questions students may want to ask about the
topic. This will prime the pump...will help students think of questions
of their own. Tell them ycu have anticipated a few questions, and either
pass them out, write them on the board, or read them aloud.

2. Don't answer student questions yourself, if possibie. Ask the class

if anyone can come up with an answer. Ask for additional suggestions on
handling the problem.

3. If students have gquestions or *ipics different from the ones you pre-
pared, use theirs. Yours are just a kick-off point to get them going.

4. Oon't let any one person talk too often or too long. Simply say, “Let's
hear from someone else now,* or "I'm surry to interrupt but we must let
others in on the discussion.®

5. If some people do not talk (there are silent or shy ones in every group),
throw them a question-<*How would you handle a problem 1ike this?*®

6. When one topic seems exhausted or the time is about up, summarize what
has been said and add you own thoughts or ideas--then go on to another
topic. Don't devote more than five to eight minutes on any one problem.

7. .avolve the students in your summary, by asking *What is one important
thing you have picked up from this discussion?® If no one responds,
you can say, “"Well, I've learned...Who else has somethins he or she
w111 remember from our discussion?*

DEMONSTRATICN AND PRACTICE

There are times in most skill classes when talk and textbooks are not

enough: the participants need to be shown how a thing is done, a:.. need
opportunities to practice the skill Themselves.

ODemonstration De's and Don'ts

1. Explain the purpose of the demonstratfon. Make your explanation clear
and simple. Make sure all students underst:1d.

2. Make sure every member of the group can see what is going on.
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Do not demonstrate too many steps at once. If it is a complicated
procedure, demonstrate one segment at a time, and allow time for questions

ahout that segment.

Repeat tne procedure slowly, emphasizing key points, and again encour-
aging questions. :

Allow time for every member of the group to practice the operation.
while you move about the room, cbserving, assisting, and correcting
individuals as they practice.

Limit comments and questions during the demonstration to what is actually
being demonstrated. Tell students there wiil be time for questions
on broader aspects of the subject iater.

If appropriate, have a general class discussion of difficulties, vari-
ations, applications, after the demonstration and practice period
This will cue you to specific learning difficulties--which students
need special help, and of what kind.

ROLE PLAYINMG

This fechnique helps students to actually experience a human relations
situavion, rather than simply read o hear about it. It is particularly
useful in business education, in adult basic education, in family life
education. By acting out a situation, people gain insight into their own
feelings and those of others. '

Some Role Playing Do's and Don'ts

1.

Select the role-playing situation from a discussioa topic, or f.om a
problem a particular student has brought to the classroom. For example,
John reported that he applied for a job, had a job-interview, but didn't
get the job. He tells what happened during the interview. You ci

then ask "How could that interview have been handled differently?

Would anyone 1ike to play John's role and another the interviewer's role?"

As players act out the situation, ask them to comment on “How do you
feel now as John, being interviewed?" and “How do you feel about John
as the prospective employer? Would you hire him? What should he have
done differently?®

Avoid rehearsing, but do set the stage for the players by describing the
scene and answering any questions they might have--asking John exactly
what he said and did, what he wore, etc.

Follow up by having the two players switch roles, one now playing the
interviewer, the other the interviewee. _ '

If someone does not want to be a role player, encourage him/her but
don't push, But if this method is introduced in the right spirit, it
usually rouses people’s interest and they rarely refuse to cooperate.

Do not assign a role too close to a person's character, which couid be
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embarrassing. He/she will prdbably learn more by playing a completely
different kind of person. A very assertive person, after taking the
part of a very shy person, said it had been a useful experience.

Some amount of clowning or initial awkwardness is to be expected. But
if horseplay gets out of hand, or shyness and silence take over, gent-
1y remind them of the time remaining, ard ask them to get on with the
problem situation.

Invite the rest of the group, who have observed the role playing, to
give their opinions about what went on. Discussion should relate to
how it feels to apply for a job, to be questioned, corrected, advised
flattered, or whatever the role-playing sequence tried to poriray.

If possible, give every member of the group an opportunity to be part
of a role-piaying sequence, rather than a mere observer.

Explain to participants that role-players should not *ham up" or over-
play their roles. Every part should be undertaken as if it were real.

One way to involve more people: divide the class into small groups so
that the number of veoplc in each group equals the number of roles to
be assigned, then appoint suveral as observers.

ASKING QUESTLONS

A1l students are familiar with teachers who feed them information and then
ask questions about i1t, his Is often merely the time-worn game Oof “Let's

guess what tne teacher wants us to say." However, skillful question-asking
plays a vital part in teaching adults. :

Asking Questiois: Some Do's and Con'ts

1.

Ask 7or more information. B> asking the responder to be more explicit
ard perhaps more sure of his/her answer, “Can you give me an examcle?"
or "When you say xyz, -hat do you mean?’

Make critical observations, to make the learner look at his/her answer
in a mor« probing wey. "Why do you think that is sc?™ or "How would you
explain your answer to someone who feels just the opposite?®

Encouraje silent nembers to comment if you think they might have the
answer but are reluctant to speak up. “This is probably something you
know quite a bit about, David.* )

Piggy~-back new questions on top of the responses you get for your pre-
vious question. “OK, let's take that approach and take it one step
further.”

Try not to answer your own questions too c¢ften. After a while you will
be performing a one-person show...with 1ittle learning produced.

Don'‘t ask “tre there any questions?" We all know the silence th:at
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typically follows this question. Here are some questions that are more
likely to bring responses as you proceed through a talk or demonstration:

L) LN

"Before I go on, does this make sense to you?"

"Am I going too fast?"®

"1 am not sure I am doing this right. Do my examples make sense

to you? Do you need additional information from me?"

Ask "Are there any questions you want me to answer?" Wait for five
seconds, then address a person who you feel has, or ought to have,
a question: "Perhaps you could start, Henry?*
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QUESTIONING IN THE COLLEGE CLASSROOM
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TYPES OF QUESTION

The research ikerature on quesborng offers several basic systems<

College teachers share with all teachers an essenoal charac-
tenstic—ghey ask questons. The quesson-answer dyad is cengal 10 the
thinking process and therefore essential (o effective teaching. indeed, &

1§ impossible to conceve of 3 teaching sEuation i wihich quessons by for categonzNG QUESTIONS acCording B the Cogriave processes which
the teache:; and the students ane NaX asked and answered. When the quesDons require the respondent to perform. in my opiion, the
teachers teach, they @ik; when they @ik, they ask their suudents best system for CategonaNg QUEsDons in the coliege 35S0 IS the
qQuespons o Simuiaee thinking. mdmemoymr Riegie {1976). Riegie ksts three main
Questons:
PURPOSES OF TEACHER QUESTIONS % eemogarve Questons mose that request formaoon.
regardiess of form.

A teacher mugit e adle to accomplsh mast teachvr3 Bwough 2. Rhetorical Ouestons: thase with an iNemogacve form dut

pedagogical techniques other than QuUESTONINg. Asking QUEsIOnS, .
however, is 3 direct, sensbie approach which is focused on the pic & "“"";"’Wmﬁhmwga?ﬂmﬂ?

hana. The folowing kst of purposes for questoning & descnpave and bmm&ammamﬁmﬂ“

3. test 3 sudent’s knowiedge ang andfor deter-

Rlegle’s Question Classification System

does not approval, k merely ilustrates some of the pupases
. mmn':vewhmmmm;pgm mamﬂgmlnadezmdmmog&ve
mepr.t'np.c.em. ! § degree of level of gota Farmewposaotmnapeonymecamrormehwmgawe
% 2. Invoive the shudent. el keep the saudent alert, andlor Quesnons are of importance. [See Tadle 1) .
%4, provide an opportunky for the student 10 snine in front of classmates. Table i

mne the extint 10 wihich supplied 4@ can be used 0 reason and

"~ solve prodiems. Interrogative Questiona: Sentences with an interrogative function, regard-
N 4. review, reszits, and/or summarize fundamental points from leas of form (Le., requests for information).

i previous sessons. A.‘Empldcd:m tt::m;::awulpmrmollt.

; . provide 2 spngboard for disaussion, simulate geaove T g he pond rasuey se ol sometning.

3 6. mantain disopiine or 2 shudent from disrupong the 2 Teleclagical: Questions about someone's purposs, aim, or goal.

::‘ b & Why did Nixon visit China?

v

dass.

Qbviously, ONe Question My serve two OF MOre pUrpases
smuitaneously. A teacher may not be aware of 34 of he/her purposes
in asing 3 pardcular QUEsION. and the results of the quesiun May nat

2,

b. Why did owpmcdmtchoou'l&mumultoolmﬁm
PES Convention
S.Funcuonckounuomwmmmo‘smm
& Why does the liver secrete bile?

ALY
LD

:%s:: be clear unti the responses are analyzed in the context of the lewson. 0, What is the function of the cancreas?
By Student thinking 15 generally concentrated on the contert of the 4. Non-normative Judgment: Raquests for an estimate, pradiction,
B teacher's quesaon. Rarely does the student become aware of its mm:gmwmwwlwcmn

g
e

5 muitiple purposes.
k shoukd be ponted out that PUIPOs: NUMDdEr 6 above difers
from the others kisted, There 15 an MPOraNt disHNCIoN o
mmmmamwwammmn

b. Who will win the election?

¢ Is the second note higher or lowor than the first?
8, Descriptive: Requests fo¢ deacriptions.

& Requests for properties or charactaristics.

votveamasmg a3 3 tachC O ernbarTass 3 student who s disturd- 1. What color Is it? .

ing the dass. sieepng. reading 3 newspaper, or whatever. Such 3 tactic - 2. What are the properties of iron?

subverts the pnmary pumose of teacher which is ©0 b.l‘loqmulorumpm. of .

mmmmgma:pedkmAtemism:o- . What = . some examples of homonyms

vised 10 Calt for 2 student’s atenbon in 3 sSTaghtorward 2. Give me a substance ihat dissolves in water.
Since S an esseno md"gm""’"“”“” e't.umon":nmu:boﬁmwcmm

use K 1 best advantage by leaming about aferent types of quesbons, 2 What class of animais does the cat beiong to?

effectve tacics for asking quessons, Wbmwm
ana approaches or flelding

IDEA Papers may be ordered from the Center. Copies are
20¢ each, and the minimum order is 25 copies. Orders of
fewer than 125 copies must be prepaid. Shipping and han-
dling costs will be paid by the Center on 3ll prepaid orders.

d. Requests for labeis or names.

1. Who s the President of France?

2 Which part af :ha brain is the iowest?
. Reguosts for

1. Summarize chapter three,

2 What were the major poinn, ~f this book?
{. Requests for reviews,

1. What have ws said 3o fa?

2 What did the suthor say about ecology?
g. Requests for procedures or processes.

1. How Is sulphur minea?
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2 Mow did you get the answer 10 this probiem?
. Requeats for chrondiogical sequences.
1.&::.l:mmuemummu leading up to Worlg

2 What sequencs of svents srecaced Coolidge becoming
President?

L Requests for relationships.

1.muunmmmm Olpper and the North
2 How ig speiling ability reisted 0 reading adility?
Requeste for companisone.

-~

1.
2 What is the ditference Setween organic and inorganic com-

’ psunde?
8. Ansiytic: Questions about the relationships betwean vertel, iogical, or
mathematics!

Symboie.,
1. Lingwsstic: Requests for definitions or the relationship betveen

& Define ‘plecid.’
b What dces ‘amdiguous’ meen?
2 Logicel: Requests for the iawe of logic or the nelaticnship between

" 5. Doss thet follow?
3. Metnemesice:: Rsquests for the laws of mathematics or the relation-
ship betwesn methematical symbois.
aWhatisé x 7?
-5, Wity does angle A pius angie B equal 180 degrees?
C. Normesive Jusgment: Requests for eveluations, obligatary judgments,
or

Questions about supematural beings, svents, etc.,
which have no 8greed UEON Method for arriving at an answer,
1. Ooes God axiet? .
2 Why is there something rather than

Neowc From Risgle (10780,

Using Riegie’s categones £ & possibie to monkor and reflect upon
the (ypes of questons 3 teacher and fesher students ask. For exampie.
2 teacher's quessons may fal ¥WD 3 NaMow range of categones. ¥ the
MISTUCTON 1§ NKErested N deveiopng 1 e STUcents the Jodky (o per-
form $ wide range of copnve processes, hen e NTUCOr wil
prepare and ask 3 vanety of Quesdons. Suppose 3 hestory teacher finds
thac hershe generally a3ks for Causal (A1) expranaoons and only rarety
for teleciogcal |A2). funcoonal [A3), or chvonologcal {ASh) exe
planaoons. Once aware of Txs pacem, e teacher Can Degn to ask
noncausal questons aMed ¢ gettng the students (0 offer NoNCausal

explanaoons.

Examnaoon of an INSTUCIOr's QUERIONS M3y reveal IMmbiguity N
WOrang or mwent. For example, 3 teacher may nxend (0 ik ilferent
types of explananons. DL My PIvase QUEsIONs in SUch 3 way that the
shucents 40 NAt kNow what type of response 15 sSought. Suppose e
teacher asks, “Why did AIQenana nvade the Faiklang islands n the
Spnng of 19627° R 13 nOt clear whether Uis QUETOoN seeks 3 Causal,
teIeoiopIcal, AuNchonal, o CINCIOGICal explanaoon of e Argenanes’
acoon. Speafywag the quesdon Ceary Contbues o 1 effectveness.

A zacner may be asiang a broad range of quesbons and yet find
that Student QuUestons are fOcused AMOst endrely ON obtANNG Con-
crete exampies of the tems under siudy {ASD). TTs could naicate that
students find the teacher’s remarks abstract, difficult t understand, and
lacng n the speorks they need for comprehension.

Examinng student QUESIONS Mgt show that students seidom ask
each other for relaoonships (AS). The mstructor may need (o take ome
10 famelianze stucents with the vanety of possibie QUESDOns, provide
MOGLIS. ING ENCOUrage Pracce SO that stUTENCs leam 10 broaden they

Questons aunng alscussIon.

TACTICS FOR QUESTIONING

Beyond the consideraoon of Questan type, there are several tacocs
Dy Me curent hierature wiich may assist teachers in v

suggested
proving the use of questoning N thex teaching:

1. After asking a question, wait for 3 response. Do not
answer e QUESION yourse, repeal it. rephrase 1. Modlfy x. cai on
NOTEr STUGENE & answer £, OF replace £ with anaher quesoon unt
you have wasted &t leat gwee (0 five seconds. Studens need sme (©
Tunk 200UC e QUESDON and prepare thex responses, The researcn ¥
ceanes nat with 3 wa-ome of three (o five seconds. students respond
more, increase e length and number of they respPonses. use compiex
COgrIIve Processes, and Degn 10 Jsk MO QUESIONS. Someames when
teachers reword quesoons because they delieve that the naal quesbon
is unclear. the resuk 1s greacer student Confusion. Siudents may NAC
know winch quesoon (o Ty O answer. (See Monber, 1971},

In another study. Mozer and Nanel [1975) heiped colege physics
teachers change ey behavices, Increaning wast-ome was one
tacne emphaszed, Or.¢ teacher i hat sudy sad. 1 tned 10 expand
my ‘wag-ome.” and when saudents tegan (o respond, | couicn't beseve
the Msconceptons they'd held about some really dasic concepa. If |
haan‘t aowed them ome 10 speak up. 'd never Nave guessed X the
gaps n hex of certan prodiems; I'd jJust have qone on

over thexr heads ‘ol inal exame.™ .

In short. ask 3 queston, wat, and theredy express your ex-
PEC200N (O reCEVe 3 response arvl your «villivigness © listen (o ¢, Be
patient,

2. Asic only one question at 3 time. Do not ask 2 stng of
Quesnons one alter the other N the same utterance. For example, ask.
“Compare the skeieton of an ape vath that of 2 human.™ Do not ask.
“HOW Jre 3pes Ind man alke? Are they alike ;1 bone sTucture and/or
tamily sgucture and/or places where they live? A senes of questons
tends 1 confse studencs. They are Not able O determene gust what the
ceacher is requesang from them. Naoes {19781 states that videotape
replays reveal an nteresaing patem when the teacher asks 3 senes of

“Hands will g0 up in eSPONse 10 the first qUesDon, and 3
few will g0 down dunng the second. and those hands remanng up
gracually wal get lower and lower 33 the Nsuctor finally condludes
with? 3 QUESION very different from the one for winch the hands were
oally rased.”

Even ¢ you belleve that your QuUesOon s uncedr. wait for 3
response. You may fing thit students do ndeed understana the (
quespon. By atempong to danfy you may change the meamng of the
quesdon, theredy 3daNg 10 Ne confuson,

For example, 2 teacher may wish (0 30RC% QUESIONS DO the pPidy's ¢/
Shakespeare winch the ¢1ass Ras been souxdyng. insuctor mght say;
“Are there any quespons or canficaoons of poNts we have rased?” or
“Please ask Quesions JDOUL The Man Characters OF the MINOr Charac-
ters. winchever you wish at s pome.” or “in gt of Sally°t aiusion (o
Lagy Mach 1, | mvite you (o ask her some questons for empeiishment
or canficacon,”
Nacate O Kudents (at QUeDONSs are NOt 3 sign of studidity dut
raher the mandestaoon of concem and MHOUgNt AUt the ek, Be
very careful not 10 subdy OF even kiNgly convey the mesiage Mat 3
student s suoid for asiarg for 3 clanficaoon or restatement of (. . a2
Jready raxsed in class or 1 the text.
4. Use a variety of proding and explaining questions.

Ask quesoons that requare different 20DI03XNEs I e 10K, SLCh 38 the
Causal, teleologcal, AXrvDonal, Or CYONOIOGKCal QUELDONS Qiven earier.
One way 10 begn 13 0 avod the 'VOrds “why™ Ind “'expain™ and
PhYase your QUESDIONs with words winch give sronger clues Jboue the
type of explanaoon sought. Thus, for 3 CYONGICGICal ExOIIN00N, N
stead of asking, “Why did we have 2 depression in the 193087 Try.
“What senes of events led up o the Sock market crash of 1929 ana
the hgh unemployment in the 193057

A vanety of probes Can aiso de used 10 sonuiate afferert cognive
processes. For exampie, suppcse that 3 student N 3 saciogy dass nas
stated (hat the female’s Most IMEOrtant role M sooety 5 (o de 3 mocher.
The teacher could probe e statement Dy asiing, “Why 4o you say
that?” However. £ Mgt be Mone SIMuIaoNg (0 ask the aurient o the
dass as 3 whole, “¥ you were Betty Fnedan. Giona Stenem, or Simone
de Beauvor. NOwW woukl you rneact 1 (1t statement?” of “What &l
the PoSIOVeE aNG NEGIBVE CONSEQUENCES Mat anse within 3 family
when 3 woman devotes hersed chvefly ©0 beng 3 mother?™ of “Whag
3CDONS WOl YOU exPEct the government ta take ¥ and when it i~
COrpOrated your 1Gea into 1S SOCI aNd ECONOMIC POsCY 7




( STRATEGIES FOR QUESTIONING

Beyond the tacucs cescnbed abave. questons need J strateg con-
text or framework 10 enhance ther meaning. An 1solated queson does
not have the power that the same queston has as the cuiminaton of 3’
sequence. For example. congder the first dlusTagve GUESION about the
Falviang Islands, Suppose the teacher has asked and de22 with the
fr nsesto the WUESD0NS: ACCOrGING 1o Argeniona, what is
K 1s00ncal Cm to the Fatkiands? What previous Jaempes ad Argen-
83 and Bikan Make O stu.. Lrex dispute? Who did Argenona bebeve
would SUPPGIt kS acton? What did Argenona beleve would be
Bntain’s reacnon to the iNvasion? Now. Supose you ask, seeking a

need to consier the responses 1o Ui Previous Quesoons when thiey of-
fer ther expianaoon of the invasion of the Faikiands b the Argenones.
Ther explanaoon is enhanced by accounting for the data presented n
the previous responses. Thex cognive processes are somulated as they
mﬂ:e&ecﬂonmemdmmu

best context for 3 given quesnon is 3 questoning srategy. A
quesponing strategy is 3 carefully plamed sequence of major
mmgm:cmmmmm
nng eliminates confusing gaps detween questons and assures the in-
clusion of ary quesbons that provide helpful insights,
vanety and spice to the discussion, Qbviously, questoning strategies
mummmmdmwekummmwm
S0 in the mudst of the fast-paced, acove. complex nteracton n the
classroom. By planning ahead the teacher can better deterrane the
“mmmdqmnswhmmaamdmmmgm

: Resolving Value Conflicts

, Questioner . Aespondent )
%z 1. Whatis the value conflict 1. identifies and describas the

£ sdout? conflict,

:«5 2. What are the key words used 2 Identities contral concapts.

2 e in taiking about this conflict? .

p 3. Define the key terms. 3. Defines essential terms lor

. 4. What are the possible actions clarity ¢f communication,
open to person X that will

’ rescive the conflict? (What can 4. Describe sitemative= available.
K person X do?) )
‘s S.Whatare m‘:p"kﬂv c:?'ookt 8. Predicts consequences of the
a4 sequences if perscn 10 various aitematives,
& first (second, third, etc.) alter- attem
= native? .

e 6. Whatare thechancss that 8. Estimates likelihood con-
-:g'ﬂ‘ ?uz. consequences will oe. sequences happening.

7. Which conssquences are good

(desiradle, prefarred, ad-
vantageous) and which are not

7. Evalyates the consequences.

A
9

good?
8. Whatls or wouid be s similcr,

& Descri itcatio
related conflict and Its Desapuielsituation.

resolution ¢
. is there a general principle 9. Seeks averall ranking of values
which indicates which vaiye which will subsume this par-
hes priority over the other? It ticular instance of contlict,
e ———
t t, what do you 10.
think person X should do to :‘,'.m... points. flon o

resoive the conflict?
11, What are the reasons iov

11. Gives reasons, justifies
resolving thegonflict this way? Jus he

suggested rasoiution to the
value conflict. .

Nots: From Hymaen (1879).

Tabie 2 offers a general quesbonng srateqy for resolving vakue
confiits. Conflict occurs when a person must choose between equally
important values. As the flrst step i s sTategy the respondents must
aentfy and descnde the conflict at hana. Thes may appear to be sm-
ple. bix £ often takes ome for students to NPOML just where the con-
flict resic 5. R 13 essental that the teacher seek several responses to dus
quesoon. I there 1s aifficulty in thus firse step it may heip to proceed
the next two steps, :denafyng and definng the key terms, and then
retun to the denoficabon of the confiict. Once the key terms J«¢

knawr 1t 1S often e2aer M dacde Just what the conflict s,

The general srategy shoukd be mogified and made apphicabie to
the specfic Confit under CoNSIAEragon. As the srategy s prepared. it IS
heipful 15 00 two things:

1. prepare a nght hand column umilar to the one n Ta-
bie 2 to serve 23 3 check on the jog. By scanning the ngnt
column £ is possibie 10 check the cogritive processes
requred 10 see f they progress logcaly and o they lead
toward the teacher’s goal. This can aiso serve as 3 check
on the range of queston types beng prepared.

2. prepare EMIBve ways 1o phvase some of the compiex
quesoons.

ARenoon to tacics Ind sTateges enchances the effecovensss of
the teacher’s questons. Quesbons become a rerdble means o stmutate
stucent thought. For more specific help with tactes and strategees for
interacong wath siudents see Strategic Questionirsg (Hyman, 1979)
and impean ‘ng Discussion Leadership (Hyman, 1980).

TACTICS FOR FIELDING
STUDENT RESPONSES

One natural outcome of teacher questiorng is student responaing.
R is iMportant 1o attend to studens’ responses. The ways i which the
instuctor fieids student responses will influence future responses. There
are many opoons open o the teacher after a student response and no
pedagogical rule mandaong a parucular behavior on the teacher’s part.
Nevertheless, one need not be a psychologist to reakize that £ 1 heipful
0 renforce good responses, Sudents 100k to the instuctor for gud-
aNce and support. ¥ the INSOUCIOr ignores them or shows virual in-
difference, student behavior may D2 inhibited even of £ 1S appropnate.
Chaspsed students. and those who feelt humiliated. may
Wmﬁwmakmmamwmﬁmmmmmm

The goal. then, is for the nsructor to fieid responses n sich a
way that the quantity and Quakty of futire responses are enhanced.
The followng are several tacocs for fleiang responses Mease keep in
NG that these tactcs do Notnccate how o fieid all types of re
sponses under il CoNANONS.

1. Praise the student in & strong, pasitive way for 2
cormect or exceflent response. Use such terms 3s “excefient answer,*
**adsolutely COmect,” and “Dull’s eye.” These tenms are qute afferent
from the common mid phrases teachers often use such 3s “Q.K..”
“hm-hm.” and “ail nght.” Especiaily when the response is iong, the
teacher should try to Aind at least SOme part that deserves srong praise
and then comment on £.

2. Make comments pertinent to the specific student
response, For exampie, suppose that 3 student has offered an excellent
response to the queston, “What funchon ad the nvason serve for
Argenona?” The nstructor mght say. “That was excetient. Pat. You in-
cluded NI0ONA PORNCal reasons as well as menboning the Argenane
25yChoiogcal dnve to become e South Amencan ieader.” This
response gives an excelient rabng to the student N an expicit and
srong form. R aiso demonstrates that the nsuctor has kstened
Carefuily (0 the student’s response by supplywy; comments specfic to
the student’s ideas. : .

3. Make no comment at all after each specific response
within 3 serles of responses to 3 singie question; make 3 general

© comment after the series of responses is comey ite, Suppose the

teacher has asked the sequence of questons abc. : o the Argenane

invason of the Falands. Before asiing the final quesbon, the teacher
could designace three students (o respond. The teacher could then nod
O poNt (0 €ach N M O supply answers. ARer the thwd response the

+ teacher mght say. “Those were exceilent answers: the frt emphasized

NA00NJ LODC fuNCoons. wike the second and thwd concentrated on
the psychologecal factors for Argentna within South Amenca and in the
world Xt large.

There are & least two good reasons foe using thus tacoc (o field
muitpie responses. Fst the teacher's comments have the tendency o
shelt the focus of drscourse back to the teacher. By noddng of pointing
0 the next Sudent, the MSTuCor keeps the focus on the sudents’
response. Second, INg More impontant, «f the NSINUCTOr praises the frst
sdent immedately. the secona student is kikely t0 pick up the message
Mat e teacher expects aN answer SMiar to the first one. The secona
udent will hesitate 0 go off on aNdther tack even though & M3y te a

good one.
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R is very moortant that the teacher keep Tack of the responses n
(he senes 50 ML ey can de ranforced & he end. Feiding the
responses ifs (s wly encourages each sudenc’s own parocular
response. It 10 Naps STITLNKS (0 leam tha they do Natneed o Nave
e teacher’ s Comments alter each of ther responses.

4, Bulld on the student’s responses. I the insrucor con-
DUes O disCusS 3 POINE fter 3 student response, heyshe should Ty ©
incorporate the key elerments of the response intd the asaussion, By
uIING te SIUCENC'S resPaNSe, (e t2aCNEr SNOWS N hefshe values the
pones made. By refemng o Mie student expicity by name (€.g.. “As
£ ponted out. he Faldands naoonal pokocal staaus . . .7 the teacher
gives Qredit where credk s due.

$. Aveid the “Yes. but .. .” resction. Teachers use “Yes.
OUL . . .~ O itS equUIVaent when 3 fesponse is wrong or X least pardy
wrong. The overall impact of these phrases is negatve nd decepave
mmmwﬁsmhmmhe#&m”
flekting Move s3ys e respoNse is COMECt OF APPropnace with one
Dreath and then Gkes away the prase wieh the next dreath. Some
Straightforwand JRemaoves can be recommenaed:

2. Wat 10 3 courx of five wath the ©PecI3an that another
sacent wall volunteer 3 Comec or beger resoonse.

. Ask, “How did you amse at that response?” (Be careful,
However, NOt 1 ask this queston only when you freceve inadequate
responses. Ask it ais0 at tmes when you recewve 3 perfectly good

lished course conaene. Time i precaus. There s never enough of & ©
cover e matenal. Thus, they AIcourage studerst quesbons Decause
the quespons may iead them away from ther matenal. Teachers aiso
want (0 appear knowiedgeadie (C e SudeNs. SADeNt quessons
Mmmmmumwmwm. n
Mmkzmmmmcmamehcetmz

ask quesons.

The potenaal for 1033 of conrol and loss of face is real. R surely 5
possiie for 3 tacher t0 go off I X and 0 appear 1 lack knowiedge.
However, i IS ais0 True hat the fear of TS happening & overdrawn
and the probadiity for € 1 0cr 1§ Jow. The tacner must wxgh e
ganed Dy penmInng and ENCOUrIgNG QUESONS aganst
the need (O Manrn SgNt CONTO! in Order o be sure o cover e

order. Agan, these Lacocs do NaK st all cases. They are umply exam-
pies of the options Jvadaoie.

1. Praise the student for asking 2 quastion. For exampie.
“Thanks for asng that.” o “That's 3 GOOd quesdon.” or “Thar's an
Wmmmmm.”fh&ammw
tUons and yet few teachers renforce students for 3sking quesoons.
College suxients need this renforcement DECause they previous ex
penence has generaly led them [ fhe coNCuUsON Nt sudent
Quessons are not valued.

< Say. Yo 2. Anower the student’s question directly as often 33
Y.} we nee 3 ¢8 Y 50 we can get Shudents 23K quesons because they legomately seek 3
na.ﬁy.“nmlu.ummmwtamamm
QuUESIOr OF COMMENt ON the response we've aiready heand? play games wich the udent Dy asking 3 GUESDON 1 fetum of by
These four JREMaTVES are bvIously NOL Jdequae O X al cases. saling. responaing direcly the teacher naicaces that the quesaon
Indeed, & is gavierally GilficuR 1 fieid wwrong or partally wrong re- m&
SPONSES DECIUSE STIOENS e SENICVE 1O teacner CCSIM. However. Teaners ohen deflect QuUEIONS (0 other Udents of o the dass
Wi these four JREMIOVES IS EXampIes, an NSTUCIr wall Prooadly be general. Shudents generally want the teacher t fespond directy. K e
3ol 0O generace others 33 needed. NSIUCIr wants 10 hear fry what ather saudencs have o say. the

~deflecong™ move C3 De prefaced widh sometning ke, “After we
TACTICS FOR FIELDING hear what Some saudents have (0 say. then I offer my dswer, 100,
STUDENT QUESTIONS

o “T'm asking Joe 10 respond speafically snce he is the expert on

matmmmmmnlaemm
spu0enes ask hem questons. For some rezsan they have not leamed ©
E respond-

quesons. Fie respondang
mnawsmmmwmsﬂdmw
Quesoons i vital for 3 teacher who wants STudents o think J00u the -
fopc under study: ONe resuk of SJeNt Twiking 5 SUOEK QUESIONINgG.

I there are few SUGENE QUESIONS, ik May De tat sudents are N
agending (O the tRacher’s fremarks and NOt uniang abow the P X
hand. ARematvely, students may de afraid 1 ask Quesoons because
they thnk they will De Pt down. K is aiso passie (hae stdents do
0K 35K qu2sSHONS Decause hey Delieve hax e teacher doesn't wank
mw&mmumummm
m«ummm& is rarely expioC

teachers actually 53y, “Don me any questons.” (They may
uy.%yarm!aafewnm"lm.m SUMMARY
Whmlmmmmwam The queston-answer dyad i the coliege dasroom 1$ 3 cnocal
 fleids a student quesoon, For exampie, “We discussed UL Ssue yesier- teacting eement, 13 Ciocal when the teacher 13 quesooner and the
day."a"ﬂwgmbmmﬂymm”s«mmmo
mwﬂmnm:qmwmnymm

response.)
fight regarding X and that's greac wrong regarding
everything comrect.”

sTaeqy
ascounted by de Geflecnon (0 Jnother student.

3. Lat the student know if 3 question leads into a new
ares. F 3 SRIIEN QUESDON POMELS 3N NSTUCIY (0 Lunch N 3 new
tope. the plan should be inaicaced o the €2 , For examnpie, “That's
3N Oxeient QUENON aNd £ deserves NaTner explioranon.

To 00 0 ler's siwft O topee X, § thank ;0u will see the response
mlnm&&w.m*wmmmmdy
the student wit 3n MmMediate and are<t response. the teacner does
INGCItE ML e QUEsHoN i§ valued DOt expiaitly JWough praise and
mpicty by fvaving the sadent n the plans.

Wy
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oy
*f . "Where were we before we got ARer one of these {}) use a vanety of afferent QUEsDON {ypes O samuiate the studencs
! mmmammwﬁﬂmam Cogrative rocesses. (2) use PPFOPNaCe GICICS N A5Ng QuesJons,

) . ‘Question in this ¢ass. 3} formiaee STxeges, and (4] fcid the STICENES' +.300N5eS

i hu‘:kmwwﬂhwwmm“mw .
way. HOWEVEr, J0me Ientaove reasons can offered. Teacners mhmmmmmgm.,adm 5
.. fee! the need o be in control both of the content and of the proce- mmuwhmmemmxmmmomnﬁg
dures in the dassroom. They feel fiat they nNeed 20 “Cover™ the estad- classroom interacnon and in sSomulaong sauderk tunking,
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HINTS ON THE ART OF QUESTIONING

Prepare your questions ahead of time. Be sure in your own mind that the
group can answer them.

Try to get volunteers. People are often embarrassed by being called on.

If you find it necessary to direct a question to a particular individual,
call the person by name and then state the question. It gives him a
chance-~it is a courteous gesture. Such direct questions should be employed

infrequently.

After asking questions, give the group a chance to think. You might write
it on the board while the group is thinking. If there is no response, you
may say, "Mr. Paul, you have had 15 years of experience in the mechanical

department--may we have your opinion?"

cncourage complete and clearly expressed answers.

Be sincerely interested in the answers the group gives.

Be sure the same few people n't answer all the questions.

Questions that produce a ,«s" or "no" answer should, if used at i1, be

followed by asking the conferee his reason for the "yes" or "no." WHAT,
WHY, WHEN, WHERE, WHO, WHICH, and HOW questions cannot be answered by “yes"

or "no." .
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12 ROADBLOCKS TO COMMUNICATION

ORDERING, DIRECTING, COMMANDING

WARNING, THREATENING, PROMISING

MORALIZING, PREACHING, SHOULDS AND
OUGHTS

ADVISING, GIVING SOLUTIONS OR
SUGGESTIONS

TEACHING, LECTURING, GIVING LOGICAL
ARGUMENTS

JUDGING, CRITICIZING, DISAGREEING,
BLAMING

PRAISING, AGREEING

NAME CALLING, LABELING, STEREOTYPING
INTERPRETING, ANALYZING, DIAGNOSING

REASSURING, SYMPATHiZING, CONSOLING,
SUPPORTING

Telling the other to do something, giving
him an order or a command.

Telling the other what consequences will
occur if he does something or carrying out
the consequences (rewarding or punishing).

Invoking vague outside authority as accepted
truth.

Telling the other how to solve a problem,
giving him advice or suggestions, providing
answers or solutions for him.

Trying to influence the other with facts,
counterarguments, logic, information, or
your own opinions.

Making a negative judgment or evaluation of
the other.

Offering a positive evaluation or judgment,
agreeing.

Making the other feel foolish, putting the
other into a category, shaming him.

Telling the other what his motives are or
analyzing why he is doing or saying something,
communicating that you have him figured out
or have him diagnosed.

Trying to make the other feel better, talking

- him out of his feelings, trying to make his

feeli.gs go away, denying the strength of his
feelings.

11. PROBING, QUESTIONING, INTERROGATING Trying to find reasons, motives, causes;
searching for more informaton to help you

solve the problem.

o o s

2 f 12. WITHDRAWING, DISTRACTING, SARCASM, Trying to get the other away from the problem;
& HUMORING, DIVERTING, INDIRECTION withdrawing from the problem yourself; dis-

£ 1S tracting the other, kidding him out of it,

o pushing the problem aside.

T
7 ety
e R

s

(FROM TIMBERLAKE ASSOCIATES)
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HOW HE ACTS

DEALING WITH

WHY

SITUATIONS

WHAT TO DO

Overly Talkative

He may be an "eager
beaver” or a showoff.

He may also be excep-
tionally well informed
and anxious to show it
or just naturally wordy.

Don't be embarrassing or sarcastic...
you may need his traits later on.

Slow him down with some difficult
questions.

Interrupt with, "That's an interesting
point...now let's see what the group
thinks of it."

In general, let the group take care of
him as much as possible.

AR
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Side Conversation

May be related to the
subject.

May be perscnal.

Distracts members and
.you.

Don't embarrass them.

Call one by name, ask him an easy
question. oR

Call one by name, then restate last
opinion expressed or last remark made
by group, and ask his opinfon of it.

If during conference you are in the
havit of moving around the room, saunter
over and stand casually behind members
who are talking. This should no. oe

..,_.
3 Zgﬁjﬁ%%‘

r

74

Inarticulate

thoughts in proper words.

He is getting an idea
but can't convey it.

He needs help.

%} nade obvious to the group.
%ﬁ Lacks ability to put Don't say, "What you mean is this."
i) Say, “"Let me repeat that" (then put

it in better language).

Twist his 1dzas as 1ittle as possible,
but have them make sense.

.
3
.
<
:
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Member comes up with
comment that {is obvious-
1y incorrect.

-

Say, "I can see how you feel" or “That's
one way of looking at ft."

Say, "I see your point, but can we
reconcile that with the (true situa-
tion)?"

Must be handled delicately.




HOW HE ACTS

WHY

WHAT 70 DO.

Rambler

Talks about everything
except subject.

Uses farfetched analo-
gies, gets lost.

When he stops for a breath, thank him,
refocus his attention by restating the
relevant points, and move on.

Grin; tell him his point is interesting;
point to the blackboard; and ir a
friendly manner, indicate we are a bit
off the subject.

Last resort--glance at your watch.

"7

Personality Clash

Two or more members
clash.

Can divide your group
fnto factions.

Emphasize points of agreement, minimize
points of disagreement (if possible).

Draw attention to objectives. Cut
across with direct question on topic.

Bring a sour  “mber into the discussion.

Frankly ask that personalities be omitted.

=

Obstinate

Won't budge!
Prejudiced.

Hasn't seen your points.

Throw his view to the group, have the
group members straighten him out.

Tell him time is short, you'll be glad
to discuss it later; ask him to accept
the group viewpoint for the moment.

ek
D
-~

-ﬁ' Bored. Your action «i11 depend upon what is
o motivating him.
o Indifferent.
3 Arcuse his interest by asking for his
%% Feels superior. .opinion.
| 15 ~
5 Timid. Draw out the fellow next to him, then
8 ask the quiet lad to tell the fellow
2% Insecure. next to him what he thinks of the viev
%1‘, expressed. If he {s seated near you,
égﬁ ask his opinion so that he'll feel he
di von't Talx is talking to you, not the group.
£ é' [} n a L
}g§ If he is the "“superior" type, ask for
%& his view after indicating the respect
i held for experience. (Don't overdo
%% this. The group will resent it.)
- (FROM AMERICAN BUSINESS, DECEMBER, 1954) (\-
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TRANSFER

WHAT IS TRANSFER?

EXPLAIN POSIT.VE TRANSFER.

EXPLAIN NEGATIVE TRANSFER,

GIVE EXAMPLES OF HOW YOU USE OR CAN USE THE SIMILARITY OF TWO
LEARNINGS IN SOMETHING YOU TEACH:

A. PoSITIVE TRANSFER:

B, NEGATIVE TRANSFER:

GIVE AN EXAMPLE OF HOW TO USE OR Ciw USE THE ASSOCIATION OF TwQ
LEARNINGS IN SOMETHING YOU TEACH.

GIVE AN EXAMPLE OF HOW TO USE OR CAN USE THE DEGREE OF ORIGINAL
LEARNING IN SOMETHING YOU TEACH,

GIVE AN EXAMPLE OF HOW YOU USE OR CAN USE THE iDENTIFICATION OF
ESSENTIAL_AND UNVARYING ELEMENTS IN SOMETHING YOU TEACH. '
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Transfer

A.

TRANSFER OF LEARNING

Definition: The ability to learn in one situation and to use that

learning in a modified or generalized ferm is called
transfer of learning.

Purpose- Transfer is the basis of creative thinking, problem

soiving, and other mental processes.

Kinds of transfer:

)

“e

2.

Positive: When the old .arning assists in the acquisition of the
new.

Negetive: When the old learning interferes in the acquisition of
the new.

Factcrs which generate transfer:

1.
2.

42}

Similarit, of two learnings
Association of two learnings

Degree of original learning (better the learning, better the
transfer)

Identification of essential and unvarying elements:
a, Categorization

b. Identification of the critical attributes

C. Preliminary practice

d. Generalization

to teach to transfer:

Identify the factors that generate transfer, either positive or
negative,

Learn to recognize those factors in an instructional situation.

Take the factors into account so that they work to the advantage
of the learner.

fuk
N
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THERE ARE MANY POSSIBILITIES: HERE ARE A FEW.

A.

TABLE, DOOR, AND CHAIR BELONG TO THE CATEGORY OF ARTICLES
WHERE WOOD IS THE MOST COMMON CONSTRUCTION MATERIAL OR
WHOSE TEMPERATURE IS THE SAME AS THE ROOM AROUND THEM 9R
IN MOST CASES THEY ARE EASILY MOVED. EACH OF THESE
ATTRIBUTES EXCLUDES REFRIGERATORS,

DOOR, CHAIR, AND REFRIGERATOR BELONG TO THE CATEGORY OF
ART*CLES WHERE ONE'S FIRST VISUAL IMPRESSION IS USUALLY
VERTICAL RATHER THAN HORIZONTAL OR THEIR NAMES DO NOT
HAVE THE LETTER "B” BUT DO HAVE "R” OR THEY (OR PARTS
OF THEM) OFTEN MOVE IN USE. EACH OF THESE ATTRIBUTES
EXCLUDES TABLES.

TABLE, DOOR, AND REFRIGERATOR BELONG TO THE CATEGORY OF
ARTICLES WHICH USUALLY PRESENT A SMOOTH FLAT VISUAL
IMPRESSION OR WHOSE NAMES HAVE NO COMSONANT DIAGRAPHS
(CH) Ok WHERZ OPENINGS TO, OR STORAGE SURFACES, OR
BOTH ARE INCORPORATED IN THE OBJECT. EACH OF THESE
ATIRIBUTES EXCLUDES CHAIRS,

TABLE, CHAIR, AND REFRIGI".ATOR PELONG TO THE CniCGORY
OF ARTICLES WHOSE HORIZONTAL SURFACES PROVIDE THEIR
MAIM UTILITY OR WHICH USUALLY HAVE CONTACT POINTS VITH
THE FLOOR OR ARE ASSOCIATED WITH EATING. EACH OF THESE
ATTRiIBUTES EXCLUDES DOORS.

10
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TRANSFER
Educational Theoty Into Educaticnal Practice
Topic Definition Factor e Technique Example
[ ]
Transfer The ability  Similarity Environment
[ ]
of the o Feelings
learner to e Activities
use past ¢
[ ]
learning in
[ ]
a modifieda °
or o
generalized  Association *  Enviconment
[ ]
form . Feelings
Activities
[ ]
[ ]
Degree of
°
Original .
Learning o
°
e
Essential Categorization
and ® Identification of
Unvarying o Critical Attributes
Elements
°
o Preliminary Practice
® Generalization




TOPIC: TRANSFER

FACTOR: Similarity

Student perceives the degree of commonality in the new learning

- Learner identifies two learnings or concepts with the properties that

are the same '

Student perceives that the present is like the past or ..ae learning is like

another

Lzarnings that ook the same -

FACTOR: Association

Student linis two learnings or concepts with properties that are related

Student perceives learnings that go together or are linked

Learner perceives the connection of two or more learnings

Learnings that go together
FACTOR: Degree of Original Learning (see Retention)
FACTOR: Essential and Unvaryin,_ Elements

- Learner recognizes important parts of the learning

H

- Learner is able to identify critical attribut s of the learning

-
[
N
-
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T .CHING CONCEPTS, GENERALIZATIONS, AND DISCRIMINATIONS

Madeline Hunter

A1l higher order thinking is based on the thinker's possession and
use of concepts, generalizations and discriminations. Thinking is a
performance behaviur which results from having learned both the necessary
content and the thinking process involved. The ability to generalize
(perform by thinking) entails the use of concepts rather than specific
items of information. To generalize correctly requires the ability to

discriminate when a generalization is applicable and when it is not.

CONCEPTS GENERALIZATIONS AND DISCRIMINATIONS DEFINED

A concept is the name of a category (chair, red, mammals, courage)
which includes many members. For example, a chair is a piece of
furniture with a back, on which only one person typically sits.

A generalization is a statement of relationships betw=en or among

concepts. To generalize is to treat perceivably different things as if
they were the same. (Elephants, whales and mice are all mammale )

To discriminate is to treat perceivably similar thirgs as if they
were different. (A chair is not the same as a stool. A porpdise and a
fish are not the same. A "b" is not the same a "d".)

To generalize and to discriminate are mirror images of each other.
Both are based on accurate concept formation.

Hiéher order thinking vrequires the application of concepts,
generalizations and discriminations to a new siutation: a si‘uation to
which the person does not have a ready or automatic response. If we wish

higher thinking to occur in studentc, we need to learn how to teach
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concepts, generalizations and discriminations so they contribute to the
thinking required for creativity, problem solving and the making of
respansible and satisfying decisions.

It is important to stress that "teaching" includes all modes of
learning for which the teacher is responsible: direct instruction
deductive, inductive, cdiscovery learning, cooperative learning, or
individual learning, plus use of prepared, written or AV materials. A
teacher plans, prepares for and programs students' utlization of these
modes of learning. The concept of teaching certainly includes mora than
direct instruction. (Incidentally, this is a concept many people still
have not acquired.)

At times we may wish students to discover concepts, generalizations
and discriminations by themselves. At other times we will teach them to
students. The important issue is not how concepts, generalizations and
discriminations are acquired but that they are acquired. That
achievement is primarily the result of the professioral ski.l with which

the teacher works regardless of the mode of acquisition.

TEACHING CONCEPTS

A concept is the name of a category rather than & specific instance.
To develop a concept, regardless of whether we teach it or students
discover it, we first must identify for ourselves the critical
attribute(s), or properties, or functions of the concept that make that
concept what it is: that determine which members are included in or
excluded from that concept or category. “A square is a closed figure
with fou~ equal sides and four rignt angles.” Note the critical

att.butes of a square are themselves concepts: closed, figure, four,
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equal, sides, right angles. Each of these concepts must be discriminated
from other similar concepts: four from three or five, right angle from
other angles, equal from unequal. Then the square must b: discriminated
from a trapeziod, rectangle or other p-rallelogram regardless of size,
color, position, thickness of lines etc.

The critical attribute of the concept "compromise" is that each
party gets some of what s/he wants but not all of what s/he wants. If a
boy wants to use the car every Saturday and his father wants him to work
in the yard, it is a compromise if some Saturdays he gets the car and
some Saturdays he works in the yard. The number of yard and car
Saturdays is not the critical attribute. There could be 1l and 3 in a
month or there could be 2 and 2. The latter ratio would be the critical
attribute of father and son having equal rights to determine what occurs
on Saturdays.

Sometimes it is not possible to articulate the critical attribu’ 2.
Even linguists have not specified the critical attribute of » sentence
in a way we can transm’t it to a student. In such cases, thrnugh the
use of examples, we have to develop an intuitive (non articulated)
krowledge o/ the concept. "The ball is in the tree," is a sentence.
“"The ball," or "The ball is," (subject and verb) or "in the tree" are
not sentences.

Nevertheless the articulated or non-articulated (inituitive)
critical attribute(s) of a concept must be understood by the student
before valid discriminations can occur. Discriminations are made on the
basis of presence or absence of critical attributes. "A circle is a
continuous 1ine with all points equidistant from the center." "A square

is a four, equal sided, zlosed figure with four right angles." These
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critical attributes must be perceived either intuitively or consciously
by the learner if s/he is to discriminate a square and a circle from
other forms.

Knowledge of the concepts which are related in a generalization is
an essential first step before the generalization can be understood and
subsequently applied to a new situation.

To certify possession of a concept requires the learner
discriminate, generate or select new instances of that concept. This
extension of understanding s called "elaboration" and creates a network
of relationships in the learner's long term memory. A network is more

easily stored and retrieved from memory than are single instances.

TEACHING GENERALIZATIONS

Generalizations include rules, statements of critical attributes
&nd probability statements. A generalization expresses the relationship
between two or more concepts. ("Dogs can be friendly." "People live in
houses." "Periods go at the end of declarative sentences." “A response
which is reinforced increases in probability or frequency.")

To teach or to acquire a generalization; the initial examples or
instances of that generalization must be ‘clear and consistant.- Then the
student should be presented with a wide variety of circumstances in
which the generalization is-held constant. Only after the generalization
is well learned are exceptions presented.

Let’s look at a simple example: the generalization that "two of
anything plus two more of the same thing equals four of that thing." We
represent this generalization by 2 + 2 = 4. To teach that generation,

our examples should hold the generalization constant but present it in

L
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the widest possible variety of circumstances. "Two candy bars plus two
candy bars equals four candy bars." "2 days + 2 days = 4 days." 2
blocks + 2 blocks = 4 blocks. "2 minutes + 2 minutes = 4 minutes." "2
ideas + 2 ideas = 4 ideas."

When we are teaching the generalization that the letters c-a-t in
that order spell "cat" we introduce "cat" on the bottom of the page, on
the top and in the middle, in capital letters, in manuscript, in cursiye,
written on book jackets, on billboards, and on pictures.

When we wish the subject to discover the generalization. "When two
or more subjects are joined by 'or', the subject closest to the verb
determines the verb form," we introduce examples such as: "Dogs or a
cat is in the house." "A cat or dogs are in the house." "He or they or
I am going." "I or they or he is going." "He or I or they are going."
We will use the same subjécts but vary the order, so we focus the student
on the relationship between the verb and subject closest to it.

If we plan to teach this same generalization by direct teaching
rather than by discovery, we may use the same examples but we will t;ach
the rule rather than have students discover it. Practice will continue
with, "Harry or I am responsible." "Carrots or celery has fiber ."
"Either you or he goes with me," to make obvious the relationship of the

verb form to the closer subject.

TEACHING DISCRIMINATIONS

Making a discriminatior is a process which requires the opposite
kind of thinking from generalizing. Discrimination requires that of

treating perceivably similar things as if they are ditferent.
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To teach students to discriminate between concepts ur to
discriminate between generalizations, we hold surrounding conditions
constant and vary the presense or absense of the critical attribute(s)
which.indicate it is or is not an instance of that concept or
generalization. Then the student needs to support or impeach the
correctness of the discriminative judgment by identifying the
discriminator being used. This will be clarified by the following
examples.

To discriminate between the concepts of "addition" and “subtrac-
tion," we would hold everything constant except the critical attribute
which indicates which operation is appropriate (combining quantities is
the critical attribute of the concept of addition, separating parts from
a whole is the critical attribute of the concept of subtraction.) "How
many pennies would you have if you had three -pennies and found two?" vs.
"How many pennies would you have if you had three pennies and lost two?"
"How many problems would you have done if finished 15 and then did 10
more?" vs. "How many problems would you still have to do-if you had to
do 15 problems and had already finished 107"

To develop the discrimination between the generalization that
"c-a-t spells cat" and other similar letter configurations we might ask
the student to find the name of the animal that says "meow" in the
foilowing: can, cap, car, cat, cab, cad.

To test the students ability to discriminate between the concept of
"cat" aﬁd “skunk" we would need to use pictures of a black and white cat
and a skunk.

T¢ develop the discrimination of wﬂich subject is closest to the

verb, we would ask the students to circle the word that determines the

X3MH/J
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verb form and underline other subjects that had no effect. To develop
the discrimination of that rule from the rule, "Whenever two or more
subjects are joined by ‘and' the verb is always plural” we would use
sentences such as: "He or I ___ g-ing" and "He and I ___ going", then
have the student select the correct verb form.

Problems exist in teachers' use of psychological gencralizations
because discriminators are not taught sc teachers can differentiate
times when a generalization should be us=d by the teacher and when it
should not because the situation is different. As a result,
generalizations in teaching can become false absolutes.

Let's look at a way we might apply the psychological generalization,
"Mass practice for fast learning, distribute practice for long retention
(remembering).” The concepts of "fast learning" and "long retention"
are familiar to teachers. The critical attribute of the concept of
"practice" is doing something again to increase accuracy or fluency. The
critical attribute of the concept of "massed" is practicing sever:]
times without intervening activities. The critical attribute of the
concept “distributed” is that other activities occur between practice
per .ods.

Using this generalization as one thinks about teaching, requires
discrimination whethe , at this point, learning is need and needs to
become more accurate or fluent or whether that learning has been
reasonably achieved and the objective is students' automating and/or
remembe;ing that learning. As an example. when the concept of “square"
is being learned, students will mass practice, identifying squares of
various sizes, shapes, co'ors. Once students have learned the concept

"square", distributed practice will be utilized as to identify squares
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with longer and longer time intervals between identifications so
permanence of learning is achieved.

To teach the rule about “subjects joined by 'or'", we would give
students many sentences with different subjects and varying numbers of
subjects, holding the "or" which joins those subject constant (massed
practice). Then we might review the learning the next day, :zkip a day,
review, skip several days, review occasionally for long remembering
(distributed practice). Eventually we would have students discriminate
between sentences where subjects were joined by "or", and sentence

when subjects were joined by "and".

SUMNARY:

To teach a concept, we identify (if possible) the critical
attribute(s) of that concept and present that attribute in a wide
variety of circumstances. The greater the variety of circumstances the
more effective is the learning of that concept znd the most accurately
that learning will transfer to new situations.

To teach a generalization, we make sure students understand the
concepts and the relationship among them. Then we hold the generali-
zation constant in the widest possible variety of circumstances, the
greater the variety of circumstances, the more mental operations on the

part of the student and the more memorable and transferable that

generalization will become.

To teach a discrimination, we hold the circumstances constant and
vary only the presence or absence of the critical attribute(s) of that
concept or generalization which the student must use to make the

discrimination. The more discriminations a student makes when
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sdrrounding circumstances are similar, the more quirkly the
discrimination will be learned and the longer it will be remembered.

Teaching concepts, generalizations and discriminations effectively
is a major contribution *n students’ ability to think creatively, to

solve problems and to ma.. responsible, satisfying decisions.
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NAME

DIRECTIONS: ReAD THE STATEMENT CAREFULLY. SELECT THE REST RESPONSE
AND PLACE THE CORRESPONDING LETTER ABOVE THE NUMBER
WHICH MATCHES THF STATCMENT YOU ARE WORKING ON. DO THE
SAME FOR EACH STATEMENT.

1, TRANSEER - A) THE ABILITY TO LEARN IN ONE _SITUAT'ON AND 7O
USE THAT LEARNING IN ANOTHER SITUATION., B) FOCUSES THE
STUDENT ON THE NEW LEARNING.

2, SIMILARITY - C) THE TEACHER VERBALIZES THE DIFFERENCES IN
THE TWO LEARNINGS TO GENERATE POSITIVE TRANSFER. E) THE
TEACHER VERBALIZES THE DIFFERENCES IN TWO LEARNINGS TO CUT
OFF NEGATIVE TRANSFER,

3, PosiTIvVE TRANSFER - F) 1S LIKELY TO OCCUR WHEN A HIGH DEGREE
OF ORIGINAL LEARNING OCCURRED IN THF FIRST PLACE. G) HAS
NOTHING TO DO WITH SIMILARITY.

4, VE_TRASNFER = M) NEVER OCCURS IN SIMILAR LEARNINGS.
N? INTERFERES WITH NEW LEARNING AND MUST BE CUT OFF,

5, A§§Q§1Aligu - G) IS THE THIRD FACTOR UNDER RATE AND DEGREE.
R) IS A CONNECTION IN THE MIND BETWEEN IDEAS OR FEELINGS.

6. DEGREE OF ORIGINAL LEARNING - R) IS THE RESPONSIBILITY OF
THE STUDENT, NOT THE TEACHER. §) CAN GENERATE POSITIVE
TRANSFER.

/. CRlIlQAL_AI§§lﬁUIE§ ~ S) ARE EASILY IDENTIFIED BY SLOW
LEARNERS, MUST RE POINTED OUT BY THE TEACHER TO ASSIST
IN POSITIVE TRANSFER.

QuESTION
NUMBER: ‘ -
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Factor #1 SIMILARITY OF SITUATION

b Wrn -t

Learning to drive a car with automatic transmission and
testing in an automatic transmission.

Testing in the same room the learning took place.
Testing the student in the mode he was taught.

Mock up of 747 cockpit is identical to the real thing.
Fire and tornado drills.

Factor #2 ASSOCIATION OF TWO LEARNINGS

1.
2.
3.
4.

Use synonyms for vocabulary drill,

Use pictures and symbols and have the group determine what the
product is.

Give the group a word and put down first word that comes to your
mind.

Show picture and identify the feelings associated with it.

Have them record feelings.

Factor #3 DEGREE OF QRIGINAL LEARNING

1.
2.
3.
4.

Ask former veterans of armed services to give their service number.
Ask workshop participants to give their social security number
without checking it first.

Have participants think about a poem they learned in their early
school years.

Rule: 1 before e with exceptions

Factor #4 IDENTIFICATION OF ESSENTIAL AND UNVARYING ELEMENTS

O B I N i

I would know her walk anywhere.

As soon ¢ I heard him laugh. . .

A1l mammals feed their young milk.

To produce sound, something must vibrote. |

In a sentence, "I" must always be captialized because it is you
and you are imporcant.




GLOSSARY

Active Participation: Active responding by a student. "It may be thinking
(covert) behavior or obser -able (overt) behavior. Active particivation
increases the rate and degree of learning. However, just any activity will not
do. Only relevant student responding increases learning.

Affective Domain: Referring to learning involving interest, attitudes and
values and the development of appreciation. Krathwonl has categorized
objectives in this domain into: receiving, responding, valuing, organization,
and characterization. .

Analysis: Ereaking matcrial into parts and comparing or ontrasting those
parts. Analysis is the fourth level of Bloom's taxonomy, {(knowledge,

understanding, application, analysis, synthesis, evaluatiown). It znables a
student to detect relationships among parts and the way they are organized.

Anticipatory Set: An activity designed to prepare the student {or upcoming
learning. Focus is provided on what is to be learned and previous
lez.'-ning/experience is ¢ied to what is to be learned.

Application: Using appropriate generalizations and skills to solve a problem
encountered in a new situation. The third level of cognition in Bloom's
taxonomy (knowledge, understanding, application, analysic; synthesis,
evaluation). Activities designed at the application level provide practice in
the transfer of learnings.

"Birdwalking": To wander off the objective during teaching
so that time is wasted and learners lose focus of the learning.

Bloom's Taxonomy: A classification of cognitive objectives into § levels:
knowledge, understanding, application, analysis, synthesis, evaluation. Serves
as a guide in writing nbjectives, diagnosing student behaviors, and planning
activities vo extend student thinking.

Check for Uaderstanding: An overt activity in which the instructor ascertains
to what degree the student comprehends the new instructional input/inlormation.

Closure: Actively eliciting feedback from learrers during appropriate intervals
within the lesson in order to determine if learners grasped critical atributes
of the learning. Closure is mos* appropriately used at the conclusion of an
instructional objective. Closure can be achieved through Checking for
Understanding.

Cognitive Domain: Refers %o that area of student learning related to knowledge
(knowledge of content, knowledge of concepts, knowledge of generalizations, and
knowledge of processes). ’
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Concept: A name fer a cless of objects or events Exampie: square is the
concept name for any object having U4 equal sides ard 4 right angles. A student
understands a concept when she/he can discriminate between examples and
nonexamples of the concept.

Congition: One component of a behavioral objective that defines that defines
limitations, materials, or equipment utilized for instruction and practice
during a lesson.

Congruent: Used to describe teacher action and decision when in agreement,
harmony or correspondence to a selezted objective.

Consequeuce: Anything not needed or desired by the learner. A consequence
following an undesirable behavior may suppress that behavior.

Contaminator: Something that interferes or distracts froz: the learning;
sometimes intentionally done to determine if learn<¢:s can discriminate correct
from i~~2urrect information.

Covert Behavior: Student responses that are not observable. Thinking about the
desired learning. This level of active participation takes less “ime than an
overt response but it cannot be monitored by the teacher. Allowing time for
covert behavior (thinking) can increase the quality of the overt response.

(

Critical Attribute: The unique characteristics or elements of a specific
learning which make that learning separate and distinct from any othe. learning.

Diagrostic Survey: A method(s) of determining where a student's learning left
off and new learning begins. May be informal (asking oral questions) or formal
(written pretest). Usually desizned from the task analysis (the sequential
learnings leading to the final ‘objective) using questions from easy to more
difficult. Used tc determine "correct level of difficulty™.

Elements of Effective Instruction: A classification system of teacher decision
making developed by Madeline Hunter. When teachers make consistent and
conscious decisions during instiuction, they increase the probability of stu.ent
learning. The following are the four categories:

1. Select objectives near the correct level of difficulty

2. Teach to objc “tives

3. Monitor and mw.xe adjustments

4, Use principles of learning

Evaluation: The level of thinking at wnich a person makes a judgment based on
sound criteria. There is no right or wrong answer. Evalration is the sixth

level of Bloom's taxonomy (knowledge, understanding, application, analysis,
eynthesis, evaluation). It involves a combination of all the other levels of

the taxonomy. K\
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Extinction: The absence of any reinforcers. To isnore behavior that has

occurred results in redvction in the fi 2q_2ncy of that behavior. A variable of
reinforcement.

Extrinsic Motivation: A variable of motivation. Increases focus by using
reinforcers (rewards; not related to the learning itself. Incentives for
learning tasiks are established by someone other than the learner. The child

focus=zs on a task in order tc receive a payoff Examples: doing task
to earn a grade, poiats, star, etc.

Feeling Tone: The atmosphere c¢r climate created by the teacher in the learning

environment. Students interaact in this environment according to their
perceptions of the tone.

Goal: A subjective statement of what is desired (usually long range).

Guided Practice: During the lesson the student practices what has been taught
with close teacher monitoring to catch any mistakes before students practice
independently. It gives the students successful original learning, promotes
retention, and allows the teacher to monitor.

B-nisphericity: Refers to the specialization of the right and left hemisphere

of the brain. The left side processcs information that is sequential or verbal.
The right side processes spatial or visual information.

Individualized Instruction (personalized): Meeting the needs, interests, and
abilities of learner. )

Interest: Something vivid, different, or mearingful to the learnc>. One of the
variables of motivation. When elements of a lesson are interesting it focuses
the learner on the task.

Intrinsic Motivation: When the task is the reward itself for a learner, .he
learner is motivated to stay on task, i.e., a student reads a book because
she/he loves to read. A variable of motivation.

Knowledge: The student recalls or recognizes information. The lowest or first
 level of ccgniticn in Bloom's taxonomy (knowledge, understanding, application,
analysis, synthesis, evaluation). The student needs information that she/he can
recall before using that information at nigher levels of cognitive complexity.

Knowledge of Results: Providing the student with feedback about the adequacy of
his/har response. This feedback should come immediately after student responses
and it should be specific in terms of what the student ha3 done well and what
she/he nmight do to change. A variable of motivation. It helps students focus
on the task when they know how well they are doing.




Learning: One component of a behavioral ohjective that defines the specific
conten* component (information, s':ill, or orocess) taught in a lesson.

Learning Styles: An :ndividual's way of acqjuiring and processing information
and experience.

Lesson Plan Format: Step by step process for instruntion, review, or diagnosis
of a specific learning.

Level of Concern: The degree to which expectations are perceived by the
learner. The level may be raised or lowered depending on the desired effect by
the teachers.

Level of Difficulty: That the particular learning step being taken toward the
objective is an achievable one by the learners--not an objective that is so
difficult its achievement is impossible or one so easy it requires no learning
effort or it has already been achieved.

Massed Practice: Short, intense practice periods which occur very often after
new learning has been taught. Scheduling practice periods aids retention.
Promotes fast learning during initial stages of learning.

Meaning: When new learning relates personally to the student in a language
which is understood and is perceived as being of value %0 the student.

-

teaningful Processing: Causing students to do more that Just read or hear the
material one more time. Having students actually demonstrate understanding or
ability to apply .nformation will promote retention.

Modeling: Teaching using visual-spatial activities. Will increase rate and
degree of learning as well as retention. Learning acquired by modeling
activities is processed in the right hemisphere of the brain.-

Monitor and Adjust: A process whereby the teacher elicits overt behavior from
the students, checks that behavior, interprets it, and decides on appropriate
adjustments. Adjustments may be in terms of content, teacher presentation, or
principles of learning. It is the third category of teacher decisicn making in
the Effective Elements of Instruction. Allows fhe teaclier to check on the
learning of students and to change instruction appropriately (teaching
diagnostically).

Motivation: Refers to the focus, #ttention, or persistence of student behavior.
One of the principles of learning. Elements of mbtivation that can be used to
increase focus are: success, knowledge of results, interest, level of concern,
and intrinsic/extrinsic motivators.
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Objective: The goal.toward which feaching i1s directed. A clear statement the
content, thought zrocess, .nd behavior of the learner. It may also contain the
conditions for testing and the performarce level required.

Overt Behavior: An observable forr of s=tudent involvement. One level of active
participation. Overt behavior is elicited from students so the teacher can
check for understanding, establish closure and provide knowledge of results
(monitor student progress). It increases the learning by keepirg students
actively involved.

Performance Level: Minimum competency expectation to measure achievement of a
given learning.

Positive Reinforcement: A strategy used to strengthen productive behavior or
change non-productive behavior into productive behavior.

Post Test: Assessment of achievement at the end of a lesson.

Practice: An activity in which the learner develops proficiency by repeating an
action. Practice may occur under the close supervisior. of the teacher (guided)
or without supervision {independent).

Pre Test: A brief diagnosis beicre a lesson to determine if the learning is
appropriate for the learners in the group.

Principles of Learnirg: Fundamental processes identified by psychologists that
improve the efficiency of learning; e.g. motivation, retention, active
participation, and reinforcement.

Proactive: A Brophy Characteristic factored out of the research to describe
effective teachers. Refers to behavior initiated by the teachers theuselves--in
contrast to reactive behavior that iess effective teachers exhibit in situations
when students do something that forces them to make scme sort of immediate
reactive response. Proactive teachers predict possible undesirable situations
or behaviors before they occur and attempt to solve or prevent them from
occurring.

Psychomotor Domain: Refers to the area of stuaent learning associated with the
combined function of body and mind.

Retenticn: The act of remembering or retaining learning. One of the principles
of learning. Variables affecting retention (discussed in this book) are:
meaning, modeling, meaningful nrocessing, and practice.




Schedulz of Reinforcem:znt: Refers to the relationship between the number of
times a behavior o:2urs and the number of times it is reinforced. A regular
schedule (reinforcement after every occurrence of the behavior) makes for fast
learning. An intermittent schedule (reinforcing behavior periodically) makes
the behavior more persistent and more resistznt to forgetting.

Script Taping: A handwritten descriptive narrative of "the lesson. It is an
objective and non-evaluative technique for collecting observable descriptive
data about teacher and studant behavior.

Spouge Activities: Activities relevant to the objectives designed to enhance
learning during slow or "wait™ times.

Success: Refers to the feeling of achievement when one accomplishes a task. A
variable of motivation. Success is more probable if task~ are set at the
appropriate level of difficulty.

Synthesis: Refers to the putting together of parts into a whole using creative
and original thinking. The fifth level of Lloom's taxonomy (knowledge,
understanding, application, analysis, synthesis, evaluation). The student must
draw upon elements from many sources and put them together into a pattern new to
the learner.

Task Analysis: An identification of the sublearning necessary to accomplish a
given objective. The process of task analysis involves breaking a learning down
into enabling skille and knowledge, and sequencing the list. <Can be used to
diagnose for correct level of difficulty, as a guide in teaching to an
objective, and for monitoring and adjusting.

Teach to an Objective: The part of the teaching-learning process in which the
teacher chooses behaviors that are relevant to the intended objective. These
benaviors (questions, directions, activities, explanations, responses to learner
efforts) lead to the accomplishment of the objective and increase a student's
time on task. - -

Transfer: Using previous or "old" learning in a new situation. Allows learners
to bulld on and expand previous learning.

Understanding: Refers to the student grasping the meaning of the intended
learning. This is the second level of Bloom's taxonomy (knowledge,
understanding, application, analysis, synthesis, evaluation). Evidence of
comprehension or understanding includes being able t¢ translate the information
into another form of communication, interpreting by summarizing, and
extrapolating or predicting based on trends indentified.
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SELECT OBJECTIVE AT THE

CORRECJ:I‘ LEVEL

TEACH TO TIiE OBJECTIVE

MOI‘iITOR

CHECi( FOR UNDERSTANDING

\
*BREAK DOWN ON ACCOMPLISHING
TASK/TASKS FROM ANALYSIS

v

(RE)TEACH TO THE OBJECTIVE
d
MON&TOR

CHECK FOR UNDERSTANDING

l

RS

|

V

GUIDED PRACTICE

CHECK FOR UNDERSTANDING

( MONITOR
|
N
(RE)TEACH TO THE OBJECTIVE
MONITOR

CHE'CK FOR UNDERSTANDING

d
GUIDED PRACTICE

MONITOR
CHECK FOR UNDERfTANDING

d v
INDEJ)?ENDENT PRAfTICE
( It CLOSURE
CLOSURE

Q . b LS IN
ERIC AL 75




INDEPENDENT PRACTICE ASSIGNMENT

INPUT

MODEL

CHECK FOR UNDERSTANDING

GUIDED/MONITORED PRACTICE

INDEPENDENT PRACTICE

ANTICIPATORY SET

OBJECTIVE

CAUTION: Remember that not all elements need be present in every lesson.
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Jot down examples from the lesson for...

Lesson Design

. Set

Cbjectives

Input

Modeling

Checking for Understanding

Guided Practice

Independrnt Prac“ice

Participation

( Covert
Overt

Teaching to the Objective

What evidence do you have that the teacher did/did not teach
to the objective?

Information

Responses to learner

Activities

Questions teach asks




Jot down examples from the lessoﬁ for...

Lesson Desian

. Set

Objectives

Input

Modeling

Checking for Understanding
Guided Practice
Independent Practice

Participation

Covert

Overt

Teaching to the Objective

What evidernce do you bhave that the teacher did/did not teach
to the objective?

Information

Responses to learner

Activities

GQuestions teach asks




Jot down examples from the lesson for...

Lesson Desian

. Set

Objectives

Input

Modeling

Checking for Undevrst.anding

Guided Practice

Independent Practice

Participation

Covert

Cvert

Teaching to the Objective

What ev.idence do you have that the teacher aid/did not teach
to the objective?

Information

Responses to learner

Activities

Questions teach asks
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Jot down examples from the lesson for...

Lesson Design

. Set

Objectives

Input

Modeling

Checking for Understanding

Guided Practice

Independent Practice

Participation

Covert

e “~

Overt

Teaching to the Objective

What evidence do you have that the teacher did/did not teach
to the objective?

Information
3 Responses to learrer

Actlvities

Questions teach asks




LESSON DESIGN

The components for LESSON DESIGN are...

Each and every lesson does not contain all of the components of LESSON
DESIGN. As the diagnostician the teacher determines which components are
needed at what particular me in the lesson.
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LESSON DESIGN

The components 1or LESSON DESIGN are...

Each and every lesson does not ¢ :ntain all of the components of LESSON
DESIGN. As the diagnostician the teacher determines which compcnents are
needed at what particuiar time In the lesson.
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The componenrts for LESSON DESIGN are...
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Each and every lesson does not contain all of the components of LESSON
DESIGN. As the diagnostician the teacher determines which cumponents are
needed at what particular time in the lesson




LESSON DESIGN

The components for LESSON DESIGN are...

Each and every lesson does not contain all of the components of LESSON
DESIGN. As the diagnostician the teacher determines which components are
needed at what particular time in the lesson.




(c) Copy'riéht 1976 by Doug Russell and Madeline Hunter

Planning for Effective Instruction
{Lesson Design)

Doug Russell and Madeline Hunter

Planning is acknowledged to be one of the most influential factors iv successful
teaching. Should there be a system to this planning or does one hope for a burst of insp.r-
ation from which effective instruction will automatically flew? While the writers are all
for inspiration, we agree with Edison, that a certain amount of well -directed "planning
perspiration" will work wonders in increasing learncrs' successful achievement. We
believe that a systematic consideration of scven elemeats, which research has shown to

be influential in learning and which therefore she '1d be deliberately included or excluded

in planning for instruction, will make a great deal of difference in learners’ success or
lack of it.

It is assumed that before a teach<r begins to plan for a particular day's teaching,
the following steps, whir make effective instruction possible, ¥.ill have been taken:

A. Within each general content area, the teacher will have determined the particulc.
sixand for immediate diagnosing and teaching. For example, in the general content area
of reading, the teacher might diagnose for and teach to inference skills.

B. The teacher will have identified 2 major targe: objective in that strand and have
located students® educational pesitions in relation to that objective. For example, the
teacher will identify which students can make only simple inferences and which can make
more complex ones. |

C. On the basis of the diagnosis, the teacher will have selected the specific cLlec=

tive for a particular proup'’s daily instruction.
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Now the teacher is ready to plan for that instruction regardless of whether the plan
is implemented by input from t! e teacher, by materials or by the student him/herself.

For each instructional session, the teacher must consider the following seven steps
separately to determine whether or not it is appropriate for the particular objective, for
these students, and whether it should be included, excluded, or combined with a subsequent
step. If the step is included, how to effectively integrate it into an artistic "flow" of in-

struction is the essence of the planning task. i

1, Anticipatory Set

Anticipatory set is the result of an activity which occurs during the time that
students are physically arriving or mentaily "shifting" gears from the activity just
finished. Anticipatory set elicits attending behavior (delilierate focus) and a mental readi-
ness or "set" for the content of the ensuing instruction. Planning an effective activity to
develop anticipatory set will

a. focus the students' attention,

b. provide a very brief practice on previously achieved and
(if possible) related learnings and/or

c. develop a readiness for the instruction that will follow.
This anticipatory activity should continue only long enough to get students ready so

that the inajor portion of ins.ructional tirne is available for the accomplishment of the

‘current objective.

Examples of activities that produce anticipatory set might be having students:

Give synonyms for common words, when the current objective is improvement in
descriptive wiiting.

Create word problems to go with a numexral problem on the chalkboard when the

current objective is computational practice,
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/ Review the main ideas of yesterday's lesson which will be extended today.
State ways the new material might be useful in daily life,
Practice speedy answers to number facts for a Quick review before today's math

lesson,

2, The Objective and Its Purpose

This step involves teach.r communication whicn informs the student what (s)he will
be able to do by the end of instruction and why that accomplishment is important, useful
and relevant to szesent and future life situations.

Examples:

"You were slowed down yesterday because you had trouble with .

Today you are going to practice in order to develop more speed aad accuracy, "
( "We are going to learn the correct form of letter writing so you can wriie for the
materials you need in your sociai studies project."
"Today we are going to learn ways of participating ‘n a discussion so we each get

turns 4nd learn from other peoples' ideas."”

3. Instructional Input

To plan this step, the teacher must determine what information (new or already
processed) is needed by the student in order to accomplish the present objective. Often
students' are expected to achieve an objective without having been taught that which is

necessary in order to do so.

Once the necessary information has been identified, the teacher must select the

means for "getting it in the students' heads." Will it be by the teacher, a book, film,

recoxds, filmstrip, diagram, picture, yeal object, demonstration? The possibilities

are legion,
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Examples:

The teacher explains.

A film is used to give information or demonstrate an activity.
Students' use library resources.

Students' discover the information.

4. Modeling

It is facilitating for students’ to not only know about, but to see examples of an
acceptable finished product (story, poem, model, diagram, g;aph) or a process (how to
identify the main idea, weave, articulate thinking while proceeding in the assignment,
kick a ball),

It is important that the visual input of modeling be accompanied by the verbal input
of labeling the critical elemeits of what is happening (or has happened) so students are
focused on the essentials rather than being distracted by transitory or nonrelevant factors
in the process or product.

Examples:

"I am going to use my thumb to w 'rk the clay in here like this so the tail has a firm
foundation where it is j¢ ed by the bc ly ro the animal. In that way, it's less likely to
break off."

"Watch while I do this problem and I'll tell you what I'm thinking as I work."

"Nctice that this story l1as a provocative introductory paragraph that catches your

interest by the first question the author asks,"

5. Checking for Understanding

The teacher needs *o chuck for students' possession of essential information and

also needs to observe students' performance to make sure they exhibit the skills

159
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necessary to achieve the instructional objective. This can be done by:

a. Sampling: Posing questions to the total group in order to focus them
on the problem and develop readiness to hear the answer, then getting
answers from representative members of the group.

b. Signaled responses from each member of the total group. Selecting lst,
2nd, 3rd, 4th answer by showing that number of fingers, thumbs up or
down for "agree" or "disagree," to the side for "not sure, " raising
hand when examples are correct, etc.

c. Individual private response, usually w=itten or whispered to teacher so
each student is accountable for demonstrating possession of, or progress
toward achievement of the needed skills.

Examples:

"Signal me whether you 1) add, 2) subtract, 3) multiply;, or 4) divide, by aolding

up that number of fingers."

"Thumbs up if what I say is correct; down if incorrect. Thumbs to the side if

you're not sure.”

"Raise your hand if you know the answer to this question.”

"Write the names of the three impoxtant categories we have discussed.”

"Do this problem on your paper."”

6. Guided Practice

The beginning stages of learning are critical in th. determination of future success-
ful performance. Consequently, the students' initial attempts in new leaxning should be
carefully guided so they are accuzate and successiul. Having instructed, teachers need
to circvlate among tudents to make sure the instruction has “taken" before “tuming
students’ loose" to practice independently. The student needs to pexform all (or enough)
of the task so clarificatfon or remediation can occur immediately as it is needed. In that

\ way, the teacher is assureu that students will i.. able to pexform the task satisfactorily

without assistance rather than practicing mistakes when working by themselves.
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7. Independent Practice

Once the student can perform without major errors, discomfort or confusion, (s)he
is ready to develrp fluency by practicing without the availability of the teacher. Only
then students' can be given a written cx verbal assignment to practice the new skill or
process with little or no teacher direction.

Simply "knowing" the seven steps in plananing for effective instruction will not ensure
that those steps are implemented with artistry. But, simply having an "artistic knack with
kids" will not ensure the elements that promote successful learning are included in instruc-
tional planning. Both the science and the axt of teaching are essential, It is the belief of
the wri..rs that deliberate consideration of the seven elements which can promote effective
instruction constitutes the launching pad for student attainment in stratospheres of success

never before thought possible.
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ANALYSIS OF TEACHING

. Did the teacher teach to an objective?
Cite evidence:

. Was the objective at the correct level of difficulty?
Cite evidence:

. Did the teacher monitor the students and adjust the
teaching?
Cite evidence:

. Did the teacher use the principles of learning?

Cite evidence:

1(‘."*,
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Introduction

STAFF
DEVELOPMENT

CHANGE IN
TEACHERS'
CLASSROOM
PRACTICE

CHANGE IN

STUDENT
LEARNING
OUTCOMES

CHANGE IN

TEACHERS'
BELIEFS AND
ATTITUDES




Introduction

A Research Based Process For
improving Instruction Focusing On
Decisions And Actions of Teachers

As They Plan And Conduct
Instruction

197
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R introdiiction &

SOME QUESTIONS. ..

Why are you here?

How will you benefit from being here?

How will your students benefit from you being here? §

What should our objectives be?

15¢
.Y
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Introduction

STAFF DEVELOPMENT

(Generic)

| An ON-GOING PROCESS which is
JOB RELATED for the purpose of
MAINTAINING AND REFINING the

competence of district employees

201
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Principles

PRINCIPLES OF LEARNING*

Interest
Feeling Tone
Level of Concern

Attribution

Motivation (Intent)
Reinforcement

Set

Transfer

Practice Schedule

Level of Asplration
Degree of Oringinal Guidance
Hemisphericity
Vividness

Observation

Knowledge cf Results
Learning Yas« Propertles

[ Closure ]

Feeling Tone
Practice Schedule

Transfer

MOTIVATION | RATE & DEGREE RETENTION TRANSFER
Success Meaning Meaning Past to Present
Particlpation Situation
Knowledge of Resuits Degree of Original Learning
Modeling Identificaticn of Similarity

Degree of Original Learning

Generallzation
Rules
Probabillity Statements
Critical Attributes

_Present to Future
Situation

Ralationship of Similaiity to
ruture Sltuation
(Simulation)

Degree of Original Learning

Generalization
Rules
Probabllity Statements
Critical Attributes

* UCLA Model

Elements of Instruction




Bl Process

 [ralning ancl Stafi Develepinent

An on-going process which is
job-related for the purpose of
developing, maintaining and

enhancing instructional
competence.

;. _ e Elements of Instruction
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Process

| [ralning anel Staiff Development

An on-going process which is
job-related for the purpose of
developing, maintaining and

enhancing instructional
competence.

e s RS Elements of Instruction
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Process

The probability that learning will
occur improves to a great
degree when reality of input,
comiort, talk-communication,
and feed back are present.

Leslie Hart

Elements of Instruction
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Principles

Promote Effective and
Efficient Learning

(Apply Principles of Learning)

» Direct Mind of Learner on What is to be Learned (Focus)B
- Foster Rate and Quantity of Learning
- Increase Probability of Retention of Learning

- Promote Transfer of Learning

Elements of Instruction
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"Adult Learners"

UNCONSCIOUS INCOMPETENCE
CONSCIOUS INCOMPETENCE
UNCONSCIOUS COMPETENCE

CONSCIOUS COMPETENCE

212
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"Adult Learners" s | E—
LEARNING
A PROCESS BY WHICH ONE:

« Acquires Information

« Recognizes the Value of the information

 Intends to Act on the Information

« Acts on the Inforination

Ronald Lippit

| Elements of Instruction I
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Overview

ESSENTIAL ELEMENTS OF EFFECTIVE INSTRUCTION

Select objectives at the correct level of difficulty.

Teach to the objective

Monitor and adjust

Use principles of learning

Elements of Instruction g 51
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Overview

"As a professional, you do not
have the right not to know the
body of knowledge related io
yvour field".

Madeline Hunter 1

I Elements of Instruction
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e Overview

" TEACHING IS A STREAM
OF DECISIONS, THE
IMPLEMENTATION OF WHICH
INCREASES THE PROBABILITY

THAT LEARNING WILL OCCUR."

MADELINE HUNTER

TEEEYNSSECEVERSEERE Elcments of Instruction




Overview

TEACHING DECISIONS

« CONTENT
« DESIRED LEARNING BEHAVIOR

« TEACHING BEHAVIOR

Elements of Instruction




Anticipatory Se?

Anticipatory

Elements of Instruction
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Anticipatory Set

Anticipatory St

The focusing of students on
upcoming learning.

A. The activity designed to prepare students so
everyone has the same opportunity to start at the
same place.

B. An opportunity for the learner to bring forward
prior knowledge or experience to the current
learning situation.

Elements of Instructiog
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Anticipatory Set

racitors of 91

@ Relate to the objective.
@ Relate to the the past.

® Actively involves the student.

o " Clements of Instruction
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Anticipatory Set

Winen co we use Seit?

® At the beginning of a lesson.

@ After an interruption.

@ Change of objective.

Elements of Instruction IR




i Anticipatory Set Em

Anticipatory Set - True or False Quiz

__ 1. Setis only to be used at the beginning of a
lesson.

2. Set must be relevant to the objective.
3. Set involves only future learning.

4. Active participation is a critical attribute of
set.

5. Set should he used with every lesson.

M Elements of Instruction I




Selecting Objectives

Selecting Objestives at the
Correct Level

The decisions and actions of a
teacher which match the learner to
the task to be learned or outcome
desired.

g Elements of Instruction
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Selecting Objectives

% Elernents of Instruction J
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Selecting Objectives

Regarding Intuitive Teaching...

Good teachers don't violate the
principles of learning. However,
they may not be able to articulate
or verbalize what they do.

Madeline Hunter

h Elements of Instruction
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Selecting Objectives §

OBJECTIVES

= Clarify and communicate what is expected

= Provide direction in selecting and organizing
learning activities

m Form the basis for assisting student achievement

240

Elements of Instruction §
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Selecting Objectives

The difference between teaching
and keeping school or
supervising students while they
learn, lies primarily in the use of
[funded] knoviledge to make
learning or achievement of an
educational goal, easier, more
rapid, and more predictably

successful for a student

Madeline Hunter

Elements of Instruction
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Selecting Objectives ®

PSYCHOMOTOR

Elements of Instruction §
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Selecting Objectives

AFF

=GV

‘ RECEIVING

RESPONDING

VALUING

ORGANIZATION

CHARACTERIZATION

Elements of Instructionk




d Selecting Objectives

COGINITIV

KNOWLEDGE

COMPREHENSION

APPLICATION

ANALYSIS

SYNTHESIS

EVALUATION

3 Elements of Instruction B




Bl Selecting Objectives

PSYCFRONOTOR

PERCEPTION

SET

GUIDED RESPONSE

MECHANISM

COMPLEX RESPONSE

ADAPTATIORN

ORIGINATION

B Elements of Instruction




Selecting Objectives

‘COMPLEXITY LEVELS OF BEHAVIOR

PSYCHOMOTOR COGNITIVE AFFECTIVE

B Elements of Instruction




Selecting Obijectives

CONTENT ANALYSIS

THE PROCESS OF IDENTIFYING
WHAT IS TO BE TAUGHT

Elements of Instruction |l




Selecting Objectives

SELECTING OBJECTIVES AT THE CORRECT LEVEL

Decisions (By Instructor)

» Content Identification
> Difficulty Level of Content
» Compiexity Level

Role Selection in Instructional Process

» Facilitator
» Guide

» Educator
» Trainer

' I BN Elements of Instruction
256 25




Velecting Objectives

CLINICAL TEACHING

SELECT OBJECTIVES AT THE CORRECT LEVEL

« Complete a Task Analysis of Content
- Translate Conternt Into Objectives

« Formulate Objectives

» Assess Learner Competence

» Plan Instructionai Activities to Teach to the Objective

Elements of Instruction Il




r Teach to ar: Objective

1. Provide Information

2. Ask Questions

4. Design Activities

Teacher Aclions

3. Respond to the Efforts of the Learner

2

3 Elements of Instruction ks
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Teach to an Objective m

Teach to an Objestive

The part of the teaching-learning
process in which the teacher
selects behaviors that are
relevant to the intended goal.

A. When teaching to the objective, the teacher's behavior matches what |
the students are to learn. =

B. Once content for a lesson has been established, delivery of that
content can be observed in the classroom.

M Eiements of :nstruction B
263




= Teach to an Objective &

T@gaen 1o an
Qojective

& Elements of instruction




M Teach to an Objective

Ireaching o an Objective
Focuses the Teacher on the
Belnaviers that are
Congruent e the Lessomn.

2 Elements of Instruction




@ Teach to an Objective
| Select Objective‘at Correct Level I

Teach to the Objective
Monitor

Check Fo]r Utderstanding

(Re)Teach to*the Objective
Monitor

Check For U!]derstanding

Y
» Guided Practice

Monitor

Ch?ck For U*nderstanding —

(Re)Teach to*the Objective
Monitor

Check For Understanding

» Guided Practice

Monitor
Check For Understanding

Y
Independent Practice

Closure

i Elements of Instruction
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Teach to an Objective

Teach to the Chjective '

The decisions and actions of a
teacher in selecting
congruent teacher and
behaviors during an
instructional episode.

Elen.ents of Instruction
270




Moriitor and Adjust !

NMonitor anel Adjust
rlelps inhe Stuclent:

iz With feedback on perforniance
1= By increasing the rate and degree of learning

= By increasing retention

1= By ensuring that the learning is at the correct
level of difficulty

Elements of Insiruction .
271 2770




Monitor and Adjust

The function iar the teacher with
Monitor and Acljust is:

@ Providing on goi~.g diaghosis

@ Helping the teacher meet the individual

\
l

@ @Giving direciion to future learning .
needs of students

N Elements of Instructic.) K
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Monitcr and Adjust &

(" A. Move
B. Practice
C. Reteach
| D. Abandon

.
@8l Eiements of Instruction 1B
2706




Monitor and Adjust

Wlenitor anel Adjust

The decisions & actions of a
teacher to ascertain if learning is
occurring as a result of
appropriate teacher & learner
behaviors.

Elements of Instruction T




Monitor and Adjust

It is not important for the teacher to
teach the material, it is important
for the student to learn it.

S Eiecments of Instruction E
280




= Monitor and Adjust

On going diagnosis is critical if
teachers are going tc monitor
student progress aiid make
effective instructional decisions.

Elements of Instruction I




R Monitor and Adjust

Interpret the Behavior

| A. There is no problem.

| B. There is a problem with the task. |

| C. There is a problem with the
teaching.

REEEME Elements of Instruction. )




Monitor and Adjust

Who eco teachers monitor?

Teachers afford fewer response
opportunities to students perceived
as low achievers.

High achievers initiate significantly
more interactions with the teachers.

Elements of Instruction
286




: Monitor and Adjust

If teaening wers
| ine same as elling,
think how sinart
we would e,

L 8 Elements of Instruction




Monitor and Adjust

Learning is a process
which can be
l0932rved and evaluaied
1 as it is taking place.

ik Elements of Instruction
250




p=x Moriitor and Adjust

The apparent attention of the
student is not a gauge to the
learning process. Observers rated §

1 the students’ apparent attention to §
the teacher and compared it with thej
testing of recall the next day. There §
was no correlation between '
apparent attention and learning.

Brothy and Evertson

Elements of Instruction IE

29L
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il Monitor and Adjust

| VMeniior ane Adjust — §

The process whereby the teacher |

elicits an overt response from the §
student, checks that behavior,

interprets it, and decides on
appropriate adjustments.

N Elements of Instruction HIE




Monitor and Adjust

1. Elicit overt response
2. Check the behavior
3. Interpret the behavior

4. Act on the interpretation

Elements of Instruction
296




Putting It All Together - Clinical

A TWO PART PROCESS

« KNOWLEDGE OF THE ESSENTIAL ELEMENTS OF INSTRUCTION
INTERACTING WITH PRINCIPLES OF LEARNING

AND

« FOLLOW-UP ACTIVIiTIES DESIGNED TO PROVIDE FEEDBACK TO
THE TEACHER REGARDING THE APPLICATION OF
THE ESSENTIAL ELEMENTS QF INSTRUCTION IN A LIVE
TEACHING EPISODE

Elements of Instruction

298




Putting It All Together - Clinical
CHARACTERISTICS OF THE INSTRUC ITONAL IMPROVEMEN T PROCESS

+ Recognizes improvement as an on-going process

» Facilitates professional growth

* Provides consisternt, relevant feedback

* Relates directly to "teaching" decisions and actions

- Focuses on elements of instruction that increase the probability that learning will occur

» Builds commitment to improve instruction

» Fosters relationships between staff and administration which are built on trust

» Recognizes research-based conter’, as the foundation for planning instructionai
improvement

» Fosters instructor to instructer support for improving teacher action and decision
making

S - Elements oi Instruction
239 300 .




g Putting it Ail Together

"Any growth demands a
temporary loss of security...
a period of creative floundering."

Madeline Hunter

" N y D Elements of Instruction
ERIC ~ 302
301 .




Putting It All Together

The model is equally effective
in elementary, secondary, and
university teaching. In fact,

it applies to every human
interaction that is conducted
for the purpose of learning.

Madeline Hunter

Elements of Instruction




Putting It Ali Together g

There are tnree things that can lead to success:
do what's right;
do the best you can;

treat others as you'd like to be treated.

There are three things that someone is always going to ask of yor

can I trust you ?
are you committed to excellence ?
do you care about me ?

- Lou Holtz

305
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{ Putting It All Together g TS A S S

"Teaching is a performance behavior.
It is not just a cognitive behavior.
To maintain and refine performance
requires guided practice."

Madeline Hunter

Elements of Instruction il
308




What do "good" teachers do when
they demonstrate effectiveness ....

= [n setting directions?
® [n a teaching situation?
= jn finding out where students are?

= in meeting the needs of the learner?

Elements of Instruction
310




Putting It All Together e ————————————

=xcellent teaching is liks
AlNNICEDETN.

There is much mere to it than
2ppears on ihe suriace.

Madeline Hunter

Elements of Instruction
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Competent people are those
who can render valuable or
worthy performance without

using excessively costly
behaviors.

Thomas Gilbert

M Elements of Instruction
355




mg Putting it All Together

| We should not confuse the |
| "plow” with the "crop™. |

(Behavior) (Accomplishment)

Thomas Gilbert

AR Eements of Instruction B
310,




Lesson Design

Check For Understanding

(of informaticn)

Signaling
Choral Response
Sampling

"Say It To Yourself" and
Be Prepared To...

Elements of Instruction
310
- 317




Lesson Design

Tell me and I will forget,
Show me and | might remember,

Involve me and I will understand.

Chinese Proverb

Elements of Instruction
319 | | | | 320




Lesson Design

If.... Then

You want
students to desire knowledge Give them a reason

You want
students to understand the content Define the concept
clearly and quickly

You want
students to understand the inmediate Let them try it themselves
usefulness of that content

You want
that understanding to lead to a Let the students create the
further and higher level questioning questions

Elements of Instruction
. LRIC 321 | 322




Lesson Design
ﬁW@ Instructional

Deslign Gannot Take

Place With

Desligner [

ot ihe
aVing &

Baslic Understancling off
Row ihe Fuman Beling)

IR Eicments of Instruction

Learns.

24




Lesson Design

have responsibility for
designing instruction "know"
how the brain works, they will
be able to design instruction.

Conversely................

=

Fnc?eiv?bly,ﬁersons who

Elements of Instruction
325 326 .




2 Lesson Design

Lesson Design

_ Anticipatory Set

_ Objective (Plan And its Purpose)
_ Instructional Input

_ Model

_ Check For Understanding

__ Guided Practice

_ Independent Practice

_ Closure

i Elements of Instruction §
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Certificate of Completion




UNIVERSITY OF WISCONSIN
. Some A s V4 " Y N - - m
CVTAE -
CENTER FOR VOCATIONAL TECHNICAL AND ADULY EDUCATION

715-232-1382
MENOMONIE WISCONSIN 54751

March 16, 1989 ,'

It was a pleasure having you participate in the Elements of Iustruction VTAE
Workshop at Wisconsin Rapids, March 7-9, 1989. Summary of the evaluation results
indicate the workshop was well received. We appreciate your many fine comments.

Erclosed is a centificate for your participation. You should be proud of your involvement
in the Elements of Instruction Workshop and display this certificate and share this
accomplishment with other teachers and swudents.

The follow-up Instructional Supervision VTAE Workshop, will be held March 28-
30, 1989, at the Mead Inn - Wisconsin Rap;*s. This workshop is intended to develop
supervision skills focused on instruction. Please confirm your attendance with your
instructional services adminisirator. We will be calling the i structional servi.
administrators a few days before the workshoj; for a final count.

Those attending should bring and review the materials from the first workshop. Also,
make your hotel reservations early.

Sincerely,

Howard Lee
CVTAE
(715) 222-2343

cc: Instructional Services Administrators

Enclosures

33()
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Elements of Instruction VITAE Workshop
Certificate of Completion

This is to certify that

Ron Sellnau

Participated in 18 hours of Instruction March 7-9, 1989, Wisconsin Rapids

A project sponsorcd by the Wisconsin State Board of Vocational, Technical and Adult Education and the
Univensity of Wisconsin-Stout, Center for Vocational, Technical and Adult Education
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DISAP, Version 2.0, RSTS V9.6-11 TCSC Bashful. Program: DES101 Page: 1

Center for Vocatlonal Technical and Adult Education
Group numbers based on the PRIMARY group for this analysis

Analysis on 05-Apr-89 at 01:42 PM.

Data from file: ELEMLS

Survey analysis of response to 6 questions, by 15 people

Question: 1

- — e e - - — - - e

(1)=Poor

Group -«-- Mean =----

0
omit

0

O D O S G0 S D D S D D D G T ) G "t S WD S G S WD e D G G WS e TR S R A GRS WD G GRS TP WD D v s B G AR e W s W D e

Clarity and appropriateness of workshop objectiveas.
(5)=Great

(3)=0K

Omit No Omit

4.47

1

0

Question: 2

2

0

4.47
3

1

Omit
0.64

4
0.00 0.00 0.00 0.07 0.40 0.53 People
6

5

8

—-- Stand Dev ---

No Omit
0.64

Applicability of Workshop Content

--- Stand Dev =---

No omit
0.41

(1)=Poor (3)=0K (5)=Great
Group =--- Mean ----
omit No Omit Omit
0 4.80 4.80 0.41
omit 1 2 3 4 5
0.00 0.00 0.00 0.00 0.20 0.80 People
0 0 0 0 3 12
Question: 3

R D R G D S . Y D ) s D D R D D G D e ) D S S S A D D 1 88 G S D . %0 T D TP = TP D S D 9 S D T G S D S M/ e . A S - T S - v o -

Delivery of Information/Modeling

(1)=Poor (3)=0K (5)=Great
Group ---- Mean =---- --- Stand Dev ---
omit No omit Omit No omit
0 4.53 4,53 0.64 0.64
Omit 1 2 3 4 5

0.00 0.00 0.00 0.07 0.33 0.60 People

0

0

0

1

5

9

~== Number =---= ------ Quartile ------
People Checks First Median Third IQR
15 15 3.96 4.56 5.03 1.07
--- Number ---= —=—--- Quartile --—---
People Checks First Median Third IQR
15 15 4.56 4.88 5.19 0.63
=== Number --- ------ Quartile ~-=---
People cChecks First Median Third IQR
15 15 4.05 4.67 .08 1.03




DISAP, Version 2.0, RSTS V9.6-11 TCSC Bashful. Program: DES101 Page: 2
Center for Vccational Technical and Adult Education
Group numbers based on the PRIMARY group for this analysis
Analysis on 05-Apr-89 at 01:49 PM. Data from file: ELEML9
Sur 'ey analysis of response to 6 questions, by 15 people
Question: 4
Relevance of Activities
(1) =Poor (3)=0K (5)=Great
Group ---- Mean ---- --- Stand Dev --- =--- Number --- ———mew= Quartile ------
Omit No Omit Omit No Omit People Checks First Median Third IQR
0 4.87 4.87 0.35 0.35 15 15 4.63 4.92 5.21 0.58
omit 1 2 3 4 5
¢.00 0.00 0.00 0.00 0.13 0.87 People
0 0 0 0 2 13
Question: 5
Attention to Your Efforts
(1) =Poor (3)=0K (5)=Great
Group ---- Mean ---- ~--- Stand Dev -=-- --- Number --- —ece—e- Quartile w-——--
Omit No Omit Omit No Omit People Checks First Median Third IQR
0 4.87 4.87 6.35 0.35 15 15 4.63 4.92 5.21 0.88
omit 1 2 3 4 5
0.00 0.00 0.00 0.00 0.13 0.87 People
0 0 0 0 2 13
Question: 6
Use of Principles of Learning
(1) =Poor (3)=0K (5)=Great
Group ---- Mean =---- =--- Stand Dev --- --- Number =--= —————- Quartile ------

Oomit
0049

Oomit No Omit
0 4.67 4.67

No Omit
0.49

Omit 1l 2 3 4 5
0.00 0.00 0.00 0.00 0.33 0.67 People
0 0 0 0 5 10

People Checks First Median Third IQR
15 15 4.25 4.75 5.13 ¢©.88
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Participant Comments
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ELEMENTS OF INSTRUCTION WORKSHOP - March 7-9, 1989

All related to the objective of teaching.

Sections of material hard to sort. Need a clear breazk and a new title
for each part.

They were identified for both overall and each day.

I was "lost" at first, but things really came together at the end.
Elements of instruction infused throughout.

Very good.

Day 1 initially blew my socks off. Day 2 a good recovery.

Also related to the objective of the workshop.

Just what I needed!

New thinking is uncomfortable - but vital.

Very good.

Some appropriate examples and framework to utilize in instruction.
Very useful.

A base line for unbiased observation at any level.

Excellent teaching models.

Bill and Howard are excellent models and presentors!

We moved very fast - I will need to do processing on my own.
Delivery - too fast in a few instances. Modeling great!

Somecimes the picture of what you want needs to be presented more
or clearer.

You were excellent models for teaching.
One of best I've attended.

Organized and repeated.

Eathusiatic presentation.




Page 11

Elements of Instruction Workshop - March 7-9, 1989

4, On point.

4. Enjoyable and relevant!

4. Very relevenat.

4, Howard did a real good job with this.

4. All were congruent to the objectives the items built on the previous.
4. Learning must be fun, and it was.

4. Relevant for (1) establishing comfort and (2) reflecting ov content
and it's application.

4, Yes -~ certainly

4. Have lots of application very relevant.

4, Congruent!!!

5. All positive reinforcements criterions well handled.

5. Appreciate the help!

5. I .orked on homework and on teaching assignment.

5. Day 1 I felt confused, disorganized, day two (post) I studied.
5. Not quite sure what you mean.

5. Positive reinforcement for involvement.

5. Positive reward certainly help my self-concept and impetus to using
this information.

5. Good pcsitive feedback to student concerns.
6. Taught to the objectives of the workshop.

6. Observing others was good experience and helped me focus on them.

6. Workshop helped to organize some ideas.
6. Could have used some retention devices earlier; otherwise, correct!

6. Excellent.

6. You practice what you teach.

338




Page III
Elements of Instruction Workshop - March 7-9, 1989

6. It got rushed at the end (and transfer was the most interesting topic
for me).

6. Yes.

6. Very good - I learned a lot from them.

6. Time worked against you, but your level of concern high grade.
7. Give PEO time to answer.

7. Monetary and adjusting instruction.

7. Focusing on an objective and designing teaching evperiences around
it.

7. A better awareness and insight to some new elements of instruction.
Especially in monitor/adjust interpreting the behavior.

7. Where to find additional materials to discover how important these
workshops are.

7. A new way of organizing some principles and some new connections.
7. That there's a lot more I need to know.

7. To evaluate performance not content as an evaluator! To use more
monitoring as a teacher!

7. Apply it.

7. That the "elements" take time (lots) to implement and not one is expecting
perfection tomorrow.

7. How the model relatec to the role of the teachers as a "decision-maker".

7. Motivation - praising effort new idea to me and othe.* many ideas.

7. New ideas which is what I always look for.

7. Builld personal confidence in supervising areas not specifically trained

in.




Page 1V
Elements of Instruction Workshop - March 7-9, 1989
8. Begir not end with hints for remembering the material.

8. On the first day review/cover the material in the notebook. So, we
have a reference we can use to look up things at night.

8. Have book a little better layed out.
8. Organize binders a bit becter.

8. Reduce materials to the most significant content. Provide some materials
prior to workshop.

8. Plan 1/2 hour to close rooms.
8. More time for interaction between and amoung prarticipants.

8. Make it open-ended, so everyone stays till you've covered everything
as thoroughly as you and all participants want.

8. Continue to do what you have done.

8. No - you've thought of so much.

8. I would like to see the notes numbered and referred to. I spent g
lot of time rifling through looking because I'm a poor notetaker and
prefer preprinted.

8 l.ay more groundwork prior to intro of Hunter model.

9. Thank you.

9. Two super instructors - I enjoyed it all. Thanks!

9. I had a super time and I feel the instructors made the whole course.

9. Bill and Howard compliment each other very well. I'd like a list
of participants. Transfer is a very interesting topic but I think
people were to restless to do it justice on Thursday afternoon.

9. I truly enjoyed the days after my initial unease and ego protection
' left which is to your credit!

9. Good

9. As I have learned the elemernts of iustruction the instuctors have
©  used them to present and facilitate the learning.

9. I enjoyed!

9. The two of you complimented each other; you were both organized and
coordinated the effort -- not sets of disjunctive content or activities.
i Thanks.

Q :3‘;()




Page V
Elements of Instruction Workshop - March 7-9, 1989

Y. Keep it up - positive abproaches to instruction, great.

9. une of the better workshcps that I've attended and I'm anxious to
get to the application stage.

9. Learned much...looking forward Lo next session.




