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* Introduction

~ The following documents and transcripts are the resuits of a University of Central Texas
Colloquium Concerning Instructional Methodologies held April 16, 1992, at the University of
Central Texas Conference Center. The purposes of the colloquium were:

.  To generate discussion concerning a variety instructional methods appropriate
for the University's student body and curriculum.

2. To provide a forum for sharing instructional methods which University faculty have
found to be successful.

3. To encourage facuity to think critically about the selection and design of
instructional methodology.

4. To provide a forum in which affiliate and full-time faculty may participate to
improve instructional thought and awareness of the variety of instructional
methodologies. .

All documents used to plan and implement the colloquium are provided to encourage other
universities to follow suit and make materials from their colloquium availabie to be shared. The
results of "A Study of University of Central Texas Student Opinions Concerning Academic and
Service Program™ may be found as ERIC document number ED 319306. A careful review of the
recommendations resulting from the study will indicate the need which the Colloquium Concerning
Instructional Methodologies was designed to address.

Resuits of an evaluation survey are also included in this document. Using the resuits of the
survey, future colioquia will be based upon suggestions offered by participants through the survey
instrument.
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COLLOQUIUM

april 16, 1992

Dr. Dixon - Welcome to the Colloguium Concerning Instructional
Methodologies. I think that after talking with some of the people
doing the presentations, you’‘re going to be very pleased with
today’s program and activities. We’re going to have an opportunity
to share some thoughts you may have concerning instructional
methodologies. The procedure we'’re going to follow is on the
Agenda and I’ve distributed a hand-out. We’ll have Ms. Guthrie go
first and continue in the order as stated.

We’'re recording the colloguium as we did last year. Last

year’s was published in ERIC and we’ll try to do the same thing
this year so that other people can share in what happens today.
1r11 also be asking if you want a continuous type of colloguium
going on in terms of methods. The survey in the last collogquium
indicated this was something you felt would be useful in terms of
sharing ideas. So we’ll be asking different groups as we go to the
different colloquiums so you might share other methods of teaching
with the rest of us.

We all have a large library of teaching methods and that’s why
I always look at teaching, methodologies. It’s like a library, thé
larger the library, the better the chance is when Yyou need
something specific you’ll go into”theAlipra:y and find it. I think
instrucﬁional methodologies are the same way. The mor; mé£h6ds
that you know about, even though you don’t use them, when you come

across a part of a lésson or something you’re trying to teach, and




you don’t know how to communicate it well, you can go to that list
of i&eas you have in your mind and pick a method of teaching. You
can find one that may be more appropriate than if you have a
limited number of methods available. So, today’s colloguium is to
present three of those nmethods so we might have an opportunity to
increase the number of methods that you have in your library of

methods of teaching. We will begin the program with Ms. Guthrie.
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Ms. cuinrie - when I was told I had volunteered for ithis program, 1
thought, I di1d? What instructional methods can I taik 1o instructors
about? I decided to use what 15 periinent to the library, which 1s
the instruction we use every day, every minute: THE REFERENCE
INTERVIEW.

Reference as a total service only came about after the Civil War.

15 primarily an American developrent. Other countriss’ libraries

=
Ll ad

do not use this as much, or even at ail. It was first written about
in 1876 by Samuel Green, a Massachusetts public librarian. He had
several “radical” ideas, and the first (bear with the archaic
language’ as he titles his paper when 1t's published, 15 "Personal

Relations Between Librarians and Readers." The reason he was talking

about personal relations 1s that previcusly libraries and librarians

only acquired, preserved, and crganized materials, and perhaps let

sthers use them. They certainiy didn’'t e-plain how to use their
systems or the materials. Instead of this laissez faire methed, with
Just a little courtesy for the true scholar, the Americans started
saying “"we need to do more with what we have, to connect our people to

tnowledge.” So they eiiner gave direct answers, which 15 another part
of reference service, or they started giving instructicn on how .to use

particular tools. This was alsc the very beginning of wnen i1ndexes -

and abstracis were heing published, so that row vyeou had tools ihat got

vou the i1nfcrmation, rather than finding answers by just happening to

L now the entire fieid that you were interested 1in. They also didn't -

nave card catalogs at that time. (By the way, we are doing away with
card catalogs now.) The card catalcg was a development of 25 vears
later. So the purpose of reference service and the reference

- anterviaw-13 {3 .cennect the person who has a ‘qugstvlo,n to the m MMF o
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information he needs: that 13, to conneci that person 10 ne

w

lnfoFleign‘:hat satisfies his questicn.

Now, why do people need help? One thing 15 that they aon't 2o
research frequently. Another thiig 1s that the system, the resources,
are complicated to use. The third, 1s that the search requires
specialized knowledge, whether 1i's the iibrarian’s training in
bibliographic resources and systems--cr, it’'s because ihey are *he
insider who knows how their particular iibrary worsrs. The reference
librarian must deveiop what Sam Green called Mentai Classification.
Reference service, and here we’re talking of a part of the intervieuw

Lhat 15 negotiable, s one-on-one, like all reference service. And

w

like cther reference services, :t has certaln advantages: th
tadividual attention 1s comfortable for the iibrarian ana the user.
Usually, the user doesn't have to shout their question cut in &
classrcom. They just come up and wnlsper ic the iibrarian.

The reference interview Joes nave disadvantages 1n that i1t 15
time consuming. It's on demand, which means you have to have
sufficient staff, and you have to have high quality staff able to
handla the diversity. The method doesn’t teach broad concepts. There
-an be & problem reaching sufficient users without sufficient staff.
Although the library 13 a communication shannel, for most peocple,
13 a frustrating and complex channei. <o you have 1ntermediaries to&
10 the raference interview and impraove its sffectivaness, ‘wWith szome
restrictions, they’'ll answer or attempt to answer almost &1l zuestions
»that are brqugqt forth. I menticned a direct connection from sam
Green concerning the reference 1nterview versus o;her 1nstructlén. QI
like the 125-year-old language.) You might have "an unlearned student

,[who];w1shqd,tp_knpg_sgneth;ng about” {whatever)...."You pick out for

. * S




rim same slMple ransbook ', =tc. However, ihere are CDV1GSus LiMits 2
tnis method for lLiprarians., we don’t gl.e medical aaovice, we gon't
gi1ve legal advice, and he mentions one nsre that I nad not thought
about...we probably don't do this either. We don’t "instruct

applicants 1n regard to the practical manipulations of the workshop or

iaboratory. So those are some of the resirictions.
I5 far, we have talkea 3ccut tne reference 1nterview, and the

total reference service as the wnole iji1bErary’s communication channei.

vie use mainly two methcas i1n tnis commurnication, verpal and non-
verbai. 1'll talk spbout tnat later. we's now golng to talr about the
negotiation process, espec:iail, recnhnigues 1o reach s resgiution. From

the 187@s until some time 1n the !3E@s, ncbody really looked at

refererce services, particulariy 1ne raference 1nterview as, 1 guess,

field of direct, acagemic stuoy fcor reszearch andg svaiuaticn.

[31]

tarting anout then witn Ropert <. Taylsr, wno wrcte sn articie called

“Question-Negotiation and Information Seetlng 1IN fibraries” iccllege &

Issearch Libraries, Mavy 1968, p. 178-134), ru started setiing up
models of how these negotiations flow; how they operate, sxactly what
nappens. The regotialion process 13 adaptise, it's a dynamic
:nterchange and cne-cn-one. Ii's directed by the deta:is that the
~afarance librarian uncovers. [i's structured 3o that you reach a

zonciusion, and vet, :t 15 totally unprogrammable. For s«ample, our

favdlty gontt Tio this

sut =ome otner faculfies. dso 3t £ . g.m., here

3 ’ i
come O students from a class who rave been sent to the library ‘o

locate wnatever, ~1gnt wnen the day staff 1s changing for the evening

staff. They want something on demand, right now to gdo their research.

As | said totally unpregrammable and unplanned.

Zome of the factors that we look at 1n a negotiation 1s that 1t




ases a serles of steps that filter the i1nformation exchange. First,
15 to give 1t structure, crganizing 1t to reach a particular outcome.
it snould have conerence, that 1<, you want all parts of the 1nterview
to relate to one another. You want these relations to be clear to the
client, not just to the librarian. Because vou want him to agree and
cooperate to go along with you. For example, here are some of the
statements that might cccur as you’'rs Jo1ng an early cutline of what's
nappening: “Tell me how you've planned and plan to use (the requlréd
topici." Then, "what do you know about the topic?" 5o you go a

little further and vou might have a transitional stage, statement or

question. “From what yor iell me, I tnink I understand that whatever
1t 13 you are looking for 1s...." Then you might want to summarize.
“Now vou want criticism about {whataver 1t :5)." You identify, you

think 1i's what he’'s looking for. All of inis because most pecple do
not come with a question in a format, or &ven Say a-actly what they
think they want, becéuse they don’'t know what they want. During all
~f this, you have developed a relationship through negotiations, and
the discussion just means that each will agree to stay with the entire
interview process. 1o do that you use open and closed guestions., You
have a sequence of general to specific guesticons, and you have methods
~f feedback hatween the librarian and the user. You have to determine
how much time you both can give tc the intervieuw. This length 1s also
set hy the fact that ihere may be othér demands from sutsida this
interview during this same time. When libraries are open, mnost
Atnterv1gws of this sort are not by appointment, they are qust, "I'm
first, here 1s number two, here 1s number éﬁ%eé.“ g&u mﬁcﬁlt;me dé
vou give this person? You may seat them down over here; you come back

tc them {maybe you get back to them); 1f you do, you check on their

30, 13— BEST COPY AVARLABLT
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srograss. 1i’s aisc set by the users’ needs. An awful lot -f people
come in saying, "I need this tomorrow, and I have 1% minutes.” So ynu
have objectives you are meeting, you're 1denti1fying the user's need,
you're identifying what the acceptable answer would be that matches
their need and how 1t can be met :n this library’s environment.

So you have a situation that can’t be too rigid. If you go too
fast, you might get an exchange iike this. "Can you glve me the
current Jime?" "It’'s a quarter o three." “No, can I have this
week's Time magazine?” Don't go too fast, vou’'ll risk giving
misinformation. When you have related the objectives vyou discovered,

your discussion will uncover the true problem, not the question as

asked. You will find the client's own limitations and that's
something you have to pe careful with....that you're not determining
motivation and indirectly, their reasconing ability. You have the
axternal constraints such as & deadline and *the avairlapiiity of
materials. Go the reference 1nterview's form 1s set by the objectives
that reach relevant content efficiently, while you keep the zlient
involved and interested; and still respect that person’s own
knowledge. When you finally reach a resolution, you get them to
relate their 1nquiry to the system, the library system, which has 1t’s
awn valid organization which thay don’t tnouw. The librarians know

“the rules of the game.” They'll seek to explain as much of :t as
nossible to assist each individual and answer. tneir learning .needs.
The reference librarians want 1%t all to be accurate, but wg’re
not superhuman. To make up for that, we do a lot of collaboration.
I£'s bestAto haveulibfér;ans bn sféff who ééllébérété>Qiih”dneAanothér‘
1n developing the reference collection, and the methods to use. And

when we don'i know something, we ask each other. We also

FRIC ~ __une ou something, we ask esch other. Ue also  geer ooy AVAILABIT
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iiaborate with cutside sources.

(8]

We trv Lo
rescive the stuadents' inguiries.
tne questions 1o the way ithe sysiem presents

information seeker begins to ask for what he

Then, we can look at this poster of the

match answers Thnat wlll

The essential probliem 135 1o adiust

tne answers. ~ngd so the
really needs.

“Zong of ithe Library

Staff, Stanza II, The Reference Librarian’, and anjoy the icke:

" A4h, they ¥now she tnows she tnows ithings,
And to lock at her 1s culture, ana to FnNOwW
Sut our irue purpose 13 for you to know ihat

know" and that "librarians make 1t happen.”

15

and ner lcor 13 =2aucations

her :3 saivatieon.'

you have a right ic

Thank you.
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Mr. Bonnett -
I originally planned to talk about a method of evaluating teaching
methods; however, 1 discovered I could not complete the talk in
twenty minutes. Therefore, a few weeks ago, I chose something I
have been interested in pursuing for some time -- the Socratic
teaching method, questions and questioning.

The lecture teaching method remains the most economical means

of disseminating the greatest amount of information in the least

amount of time. You can express an abundance of information using

the lecture method. Unfortunately, an expression of information
does not decree learning. Research confirms student retention is
extrémely ljow. This remains the lecture method's major disadvan-
tage. Accordingly, you have a major advantage and a major disad-
vantage.

Logistically, student questions are the most expensive means
of assuring stucdents learn what you want them to learn. Logisti-
cally, it is a problem constrained by time.

In the book Meno, Plato described a dialogue between Socrates

and Meno's young slave boy named Meno. According to the story,
Meno's slave boy was uneducated. Socrates engaged in an extended
question and answer dialogue regarding geometry of squares with
Meno. To illustrate Plato's concept, qﬁestions acknowledge'the

recall of something hidden within oneself in a pre-existing form.

 The key to the dialogue is Socrates' use of leading questions and

his technique of using the boy's answers to develop inferences and

deductions. This led to formulating 1leading questions 1into

hypotheses. Throughout the middle ages, this ancient model of

s




teaching, the Socratic dialogue, was used comprehensively as the
principle mode of teaching at universities. Haplessly, this method
of teaching is minimally employed today. Presumably there is not
enough time to teach what has to be taught in a given semester.

Please allow me to digress for a moment. What is learning?
I think I can possibly define what knowledge is; but what is
learning? Wwhen is it that we learn something? Is it not the iden-
tification of a problem of some type? The problem is identified
and something has to be done to solve the problem. You hypothesize
a solution. You teét your solution, and either the solution works
or it does not work. If it works, you know the solution to the
problem. If the solution does not work, what do you do? You.start
over at the beginning and form a new hypothesis based on your
newest level of knowledge and learning.

This is one definition of learning I feel comfortable

addressing. Other definitions are more complex.




This overhead projection depicts Bloom's taxonomy or classifi-
cations of cognitive development which can serve to develop educa-
tional objectives. Today, I will only address the cognitive
domain; time prohibits addressing the affective domain.

The most fundamental level, kmowledge, involves the recall of
specifics and universals, the recall of methods and processes, oOr

the recall of a pattern, structure, or setting (Hunkins, 1976, p.

19). Three subclassifications are associated with the knowledge
level:
1) knowledge of specifics is the recall of specific and
isolable bits of information, knowledge of terminology,
and kﬁowledge of specifics (Hunkins, 1976, p. 20).
2) Knowledge of means of dealing with specifics -- This sub-
division has the following categories:
knowledge of conventions, how things are done,
knowledge of trends and sequences,
knowledges of classifications and categories,
knowledge of criteria, and
knowledge of methodology (Hunkins, 1976, p. 20).
3) Knowledge of universals and abstraction in a field:

knowledge of principles and generalizations and'knowledge

of theories and structures (Hunkins 1976, p. 20).
According to Bloom's classification scheme, the first type of
question is the knowledge question. The knowledge question just
explores if students understand specific terms, not if they can

process information (Hunkins, 1976, p. 22).




B -—*—*"—:31

For instance, what state produces the most maple syrup? Either you
know or you do not know. Nevertheless, Vermont produces the most
maple syrup. Other examples: when is Veterans' Day? Who wrote
the Declaration of Independence?

In plane geometry, the shortest distance between two points is
straight line.
curved line.

elipitical line.
dependent upon line conditions.

oQ W

Simple recall. According to the overhead, the listed key words can
be used as indicators of questions at the knowledge level: define,
describe, distinguish, how, identify, indicate, list, name, recall,

_reorganize, show, state, tell, what, when, which, who, write. When

I use this laundry list, what am I identifying? I am identifyiﬁb

lesson objectives, at a very simple level. Generally, the lessoR
W /

/

& )

objective will state to the effect: List something without error\‘\t e
Rame

70 percent of the time or whatever standard you wish to employ.

You have a simple lesson objective based on the first cognitive

level, knowledg~.

18.




Bloom's second cognitive level is comprehension. This cogni-
tive level refers to the type of understanding or apprehension
which implies that the individual knows what is communicated and
can make use of the material or idea communicated without necessar-
ily relating it to other material or seeing its fullest implica-
tions (Hunkins, 1976, p. 20). There are three subcategories:
(Hunkins, 1976, p. 20)

1) Translation: comprehension evidenced by the care and
accuracy with which the communication is paraphrased or
rendered from one language or communication to another,

2) interpretation: the explanation of summarization or com-
munication, and

3) extrapolation: the extension of trends or tendencies be-
yond the given data to determine the implications, conse-
guences, corollaries, effects, etc.

Questions at the translation level ask students to translate
or paraphrase a communication from one form to another. Example,
an individual says that he cheats a little on his taxes, but every-
one does it. This person 1is
behaving as a mature adult.
experiencing an illusion.

acting in a childish manner.
rationalizing.

o QW

We are all past rationalization; we must deal with the facts.

The second level of comprehension 1is interpretation. A good

‘example: What are the reasons why the United States developed a

system of super highways?
Questions at the extrapolation level urge students to go

beyond the recounting 6fAthé basié idea of material read when a

P "ilg'!;aéif‘iff‘ oIt L T




situation is encountered. The following key questioning words are

used as indicators of questions for the comprehension level: com-
pare, conclude, contrast, demonstrate, differentiate, distinguish,
estimate, explain, extend, extrapolate, £fill in, give an example
of, hypothesize, illustgate, infer, inform, predict, rearrange, re-
late, rephrase, reorder, tell in your own words, what, which
(Hunkins, 1976, p. 35). You may have noticed there is some dupli-
cation between this list and the list provided earlier at the first

level of cognitive development, knowledge. The expectations of

responses to a question impose cognitive level.




The third level, application uses abstractions in particular
or concrete situations. The abstractions may be in the form of
general ideas, rules of procedure, or generalized methods (Hunkins,
1976, p. 21). Mathematics and science, particularly computer
science, thoroughly use application. If a student cannot apply
specific principles in computer science, mathematics, or science
then the student does not comprehend the theoretical foundations of
the studied principles.

Application questions engage students in applying successfully
some understanding or technique to a problem or situation. Exam-
ple: I can paint my living room alone in three hours. How long
will it take me 1f I and three friends paint it assuming each
friend can work at the same speed as I (if we stay on the task)?

Interjected question by Mr. Myrah: "Wwhat about discuss?
Would that not fit as a possible word in the application group?"

Mr. Bonnett - "It could. You generally discuss at the analy-
3is and synthesis levels."

Mr. Vitucci - "It goes back to ons important word here, if you
are describing something - discussing it, very obviously, it is
comprehension. If you are asked to discuss something as a list,

then you are b§ck to knowledge."

'Mr. Bonnett - "Discussion depends on what level you intend. -

what type of question did you raise?"

This overhead lists the application key words: apply, build,

check out, choose, consider, construct, demonstrate, develop, how "~

would, indicate, plan, show your work, solve, tell us, and test

(Hunkins, 1976, p. 37).




Analysis, the fourth level of Bloom's taxonomy of cognitive
development, is the breakdown of communication into its constituent
elements or parts (Hunkins, 1976, p. 21). There are three sub-
types: (Hunkins, 1976, p. 21)

1. Analysis of elements: the identification of the elements

included in a communication.

2. Analysis of relationships: inc.udes the connections and
interactions between elements and parts of a communica-
tion.

3. Analysis of organizational principles: the organization,
systematic arrangement, and structure which can hold the
communicafion toéether.

Questions at the first level of analysis, analysis of ele-
ments, require students to diagnose materials, situations, or
requirements and to separate them into their component parts
(Hunkins, 1976, p. 37). Example: History repeats itself. 1Is this
a fact or a hypothesis? Analyze your materials. Analyze the re-
search.

Questions regarding analysis of relationships, the second
subcategory, direct learners' attention to relationships among
various elements recognized in the f£first stage of analysis
(Hunkins, 1976, p. 38) . Example: GRE scores

A. indicate the absolute ability of potential graduate

students.
B. have little relationship to a graduate student's GPA.

c. have little relationship to a graduate student's ability

to complete successfully a master's program.
D. provide only an indicator of a potential graduate stu-
dent's ability to complete successfully graduate level
~studies.




Questions illustrating the final subcategory of analysis,
analysis of organization principles, pose students to grasp a
communication or situation as a whole (Hunkins, 1976, p. 40). How
do the insights and their inherent interrelationships relate to the
total situation? These are "what do you think?" questions with no
unequivocally correct answer.

The analysis overhead provides the analysis questions:
analyze, categorize, classify, compare, describe, discriminate,
distinguish, explain, indicate the, recognize, relate, support
your, what assumption, what do you (Hunkins, 1976, p. 41).

How you use these key words exhibits to the student and to
yourself where you want your students functioning. There is some
redundancy here in this listing with what we saw in lower cognitive

levels and associated lists. Analysis builds on much of the former

cognitive levels. With analysis you start drawing inferences.

a3




Synthesis, the fifth and highest cognitive level, positions
together elements and parts to form the whole (Hunkins, 1976, p.
21). Usually we cannot learn the whole about some theories until
we independently study each of the component parts. Hopefully, to
that end, we can aggregate the parts and see the total picture.
There are three subcategories associated with synthesis: (Hunkins,
1976, p. 21)

1. Production of unique communication: the development of

a communication in which the writer attempts to convey
ideas, feelings, and experiences to others.

2. The production of a plan or proposed set of operations:
The development of a plan or the proposal of a plan of
operations.

3. The derivation of a set of abstract relations: The
development of a set of abstract relations either to
classify or explain particular data or phenomena or the
deductions of propositions and relations from a set of
basic proposit.ons or symbolic representations.

The first level of synthesis, production of unique communica-
tion, solicits students to produce something representative of
them. Example: Write a politically sound defense of the need to
curb pollutants in the earth's atmosphere. The response to this
guestion is highly challenging and exemplifies the cognitive level
of synthesis at 1its best!

Questions for the second classification of synthesis, the
production of a plan or proposed set of operations, request stu-

dents to generate a solution satisfactory to the requirements




i Hunkins, 1976, pps. 12-43). Example: People are becoming more
nealth conscious. Conceive a comprehensive plan to construct a to-
tal health facility within the provided budget.

The third subcategory of synthesis, derivation of a set of
abstract relations, invites students to derive some type of state-
ment to explain some data they can analyze (Hunkins, 1976, pps. 43-
44). With the emphasis upon inductive and deductive discovery,
this type of guestioning is concerned witn the student's ability to
formulate generalizations (Hunkins, 1976, p. 44). Example: Based
on your observations in the newspapers and television reporting
Desert Storm in the 1990 Iraq war, what three major hypotheses can
you conceive explaining the United States' historical success?

This overhead illustrates the synthesis question Kkey words:
create, derive, develop, ’formulate a solution, how, make up,
propose a plan, put together, suggest, think of a way, what
sonclusion, plan, synthesize, write (Hunkins, 1976, pps. 44-45).
The use of these synthesis questions allows Yyou to perfect
construction of some of your more detailed and synthesis level

course objectives.
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The final and highest cognitive level is evaluation which
makes judgments abouE’the value of material and methods for given
purposes (Hunkins, 1976, p. 21). There are two subtypes: {(Hunkins,
1976, p. 22)

1. Judgments in terms of internal evidence evaluate the
accuracy of a communication from such evidence as logical
accuracy, consistency, and other internal criteria.

2. Judgments in terms of external criteria evaluate material
concerning selected or remembered criteria.

Students who respond to judgments in terms of internal evi-
dence are creating their own questions. Students deliver the task
of judging, appraising, or valuing (Hunkins, 1976, p. 45). Exam-
ple: Ms. Smith presented her case last evening for maintaining the
valuation of the American dollar on world markets. She suggested
the world's economy depends in part on the U.S. economy and the
subsequent valuation of the dollar. This being the case, devalua-
ting the dollar in the world markets in view of the United States'
trade deficit ;nd national debt is counterproductive. Analyze Ms.
Smith's reasoning and show whether her reflections are sound.
Ostensibly, this type of example necessitates active student
involvement.

Studenté responding to judgments in terms of external criteria
evaluate external criteria. Such questions require students to ap-
ply known criteria to judge situations, conclusions, or objectives
thaﬁ thei>hévéﬂéhcduhtered or developed. This judgment diracts
students to consider if their conclusions and their findings are

 warranted and worth keeping (Hunkins, 1976, p. 46).
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Example: Analyze the local school district's newest facility con-
struction plan. Evaluate the positive and negative factors, make
recommendations, and justify your recommendations.

This overhead characterizes evaluation questions: check, check
the, choose, decide, defend, evaluate, indicate, judge, select,

what is, what is most appropriate, and which would you consider

(Hunkins, 1976, p. 47}.
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According to this next-to-last overhead, professorial provi-
sion of activities for involving students and student-to-student
interaction has the following virtues: (Hunkins, 1976, p. 3)

1. Tends to produce a more sustained variety and enriched

responses.

2. Stimulates volunteering by more students.

3. Contributes to more group cooperation.

4. Approaches a more realistic social situation.

5. Minimizes the tendency toward teacher dominated lec-

tures.

6. Places a burden for active learning upon the student ra-

ther than overdependence upon the professor.

7. Increases the flow of ideas and avoids fragmenting dis-

cussion.

The tendency to prcduce more sustained variety and enriched
responses is true if you furnish the student time to answ’. the
guestion. Professors and teachers ask questions. Habitual%y, ac-
cording to statistics from the relevant literature, they accord the
student about two seconds to respond. Not many of us can think
that fast! The literature further conveys if you give students
three to five seconds, their response is three to seven times bet-
ter. 300% to 700% better answers than if you just fire questions
expecting immediate replies! 1If you merely stand in front of your

m;lass and_hurl gquestions, you resort to recitation, a form of
knowledge which is found at the iowéét cogﬁitive'léQeI; Pro&iéiﬁé
adequate response time stimﬁlates voluntary participation by more

students.
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Juestions contribute to group cooperation which represents a
nore realistic social situation. A well-timed gquestion minimizes
the -endency toward teacher dominated lectures.

"1 did not learn because he did not teach me." "She did not
teach me." How often have you heard that? Questions place the bur-
den of active learning upon students rather than over-dependence
upon the professor. Increasing the flow of ideas avoids fragment-
1ng discussions. I find you have to be careful though; you can
start off on tangents. Sometimes, digressions are tolerable when

you relate the discussion back to what you are attempting to teach.




In summary, and with this final overhead, no other event
better portends learning than a question arising in the mind
(Dillon, 1988, p. ix). You are not really ready to learn until you
can form a question. When I train a new secretary to use wordpro-
cessing, I show her the computer, I demonstrate how to enter the
wordprocessor's editor, and I ask her to start typing. Within a
few minutes she inevitably makes a mistake. Then the secretary
asks, "How do I fix it?" Now, she has a "need" to learn some me-
chanics. I could have acquainted her ahead of time how to correct
the many combinations of mistakes she could raise; but, 1is she
going to remember those instructions? I do not think so. She has
no "need" to retain the information. I could detail her a dozen
different things; maybe she will remember one or two. When she
formalizes a question, she waits for an answer. She is ready to

learn.

"Wwhen students ask questions, learning follows&in answer"
(Dillon, 1988, p. 7). "Question and answer join to form knowledge
and understanding” (Dillon, 1988, p. 7). "In the skillful use of
the question more than anything else lies in the fine art of

teaching. For in such use we have a guide to clear vivid ideas,

the quick spur to imagination, the stimulus to thought, the

"incentive to action" (Hunkins, 1976, p. 1.
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Dr. Dixon - It’s very appropriate the question be asked, "What
is learned," and I have a demonstration that I have used to show or
illustrate to people what learning is. The most difficult thing,
and why in higher education if the construction is lost, it’s
because, like Mr. Bonnet has just said, If a person doesn’t ask a
question, they really don’'t care to hear the answer. When the
professor asks a guestion and the professor gives the answer, no
one really wants to hear it.

Here’s what learning is. We go along in our life and we think
this is my world, this can represent my picture of the way the
world is. I always compare it to the traditional college student
who has a fiancee’ or girl friend and he goes off with a basketball
team and he’s writing her letter every day and she’s writing him
letters every day. He really thinks she loves him and the whole
thing. Well hLe comes back on campus and he finds out that she has
been sleeping in everyone of the men’s rooms in the dorm. He
thought the world was this way, but suddenly a new experience comes
along and he can’t deny it. This is the way he though* the world
was but guess what, something happened that demonstrated to him
that it was not that way so he can’t deny it, he has to accept it.

What he has to do in psychological terms, I think we call it
accommodate, he has to restructure his thought process. You know

a lot of the changes here at the University have caused a lot of us

to feel that way also. You can tell when people are in this

process because when you are talking to them yéﬁ knoé they hear

you, but they don’t really hear what you are saying. They have

- that glaze in their eye.: The people we can usually tell it most
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with are people we love and are very close to. So what happens is
they can’t deny this new experience has happened. So he has to
change his world so his new world happens to fit this new
experience he knows is true. That’s learning.

This is an example of taking an abstract thought and putting
it in concrete terms. Generally speaking, even adults think
concretely. We teach mathematics and statistics sometimes. The
problem that happens is that we start off with the abstract. You
don’t lead them from the abstract to the concrete. So that he
mentioned learning was very appropriate.

Also, one of the comments he made about response time. When
you ésk a person a question, it takes longer if the person is
older. Because you ask a question and they think, "Okay, if I give
the wrong answer, what’s the person sitting next to me thinking,
what’s the persorn in back of me thinking, or if I say this, it
might insult the person." It takes them awhile to crank it over in
their mind and say, "Okay, I am comfortable with it, I can ask it
no matter what happens." Then they’1l1l ask the question.

what happens at all levels is an instructor will ask a
question and will typically not give the people time enough to
resolve those issues. They already have an answer quickly, but
they’re not ready to give the answer to the open forum at which
they are speaking. I thought that it was very appropriate that Mr.

Bonnett would have stated that. And now we have Mr. Vituccif
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LEARNING CONTRACTS

by

Steve Vitucci
Assistant Professor of the Division
of Business and Management
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Mr. Vitucci - When I was asked if I was interested in
addressing this forum on the use of learning contracts. I became
interested in using learning contracts because I had used them in
my own doctoral program After using them as a student, I thought
they could also be used by me with my students.

The use of learning contracts is not a new technology. Dr.
Malcolm Knowles has written on this subject and has made extensive
use of them with Adult learners. At the University of Central
Texas most of our students can be classified as nontraditional
learners and so it becomes very appropriate for us to consider the
use of learning contracts. Our students are very experienced in
the work place and are about 34 years of age. Our students bring
a great deal of experience to the classroom and know those skills
they want and need to gain for career and/or for personal reasons.

Oour student is well motivated and seeks to have the instructor to
assist in the learning process. It is for these reasons that I
believe learning contracts are most appropriate for use at the
University of Central Texas.

The process of writing a learning contract can be very
profitable or it can be a waste of time. In order for the learning
contract to be useful, it is important for the instructor and the
student to have a dialogue about the learning objectives, the
methods to be used, and some method of assessing progress. The
learning contract is a formal agreement petween the student and the
‘in§tructor. It allows the student to control and be responsible

for the learning environment. It allows the student to tailor the

course of study to their own particular learning needs. For
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example, if I have a student who is interested in starting her own
business and I am teaching Marketing Research, I can assist the
student in learning about the customer base. Through a contracting
process we can tailor the learning objectives to the students
particular needs. The learning contracts require the student and
the teacher to spend time coming to agreement on the contract. The
dialogue established between the student and the instructor is the
key to the learning contract being successful. When a student
contracts for a grade, I always consider the first look at the
document to be a working draft. I expect to sit down and write
some notes and ask some questions with the student before the
student and I agree to the learning contract. I usually proviae
the student written comments on the draft contract and ask that the
student make an appointment to see me soO that we can shape a final
contract.

The use of a learning contract is suited especially for small
classes, for independent studies, and for directed studies. Here
at the university of Central Texas, they are more appropriate for
use at the graduate level than at the undergraduate level. Our
graduate students tend to be more mature and focused than some of
our undergraduate students.

What about the mechanics of the learning contract. The how to
of learning contracts is fairly easy and straight forward.
Learning contracts have to be tied to outcomes or course
objectives. As instructors we spell out our course objectives in

the syllabus. The contract needs to address these objectives as

well as any specific learning objectives the student might desire.




These additional objectives must be determined to be appropriate by
the course instructor. The objectives should state what the
specifics (exactly what the student hopes to learn). The resources
to be used to accomplish the learning must also be spelled out.
The contract must include target completion dates. The student
nust also address the evidence that demonstrates that learning took
place. How does the student know the learning took place? How
does the instructor know the learning has taken place? This must
be spelled out and verification must take place. The conditions
for a grade must also be spelled out. For some reason there is a
mistaken impression that just because a student uses a learning
contract and contracts fbr anA“A," that the instructor is obligated
to give an "A." This is just no so. The conditions for an "A"
grade must be spelled out by the students or the instructor.
Likewise, the conditions for other grades should also be specified.
The student is responsible for showing that the conditions have
been met for the contracted‘grade.

In the syllabus you have in front of you, you will notice that
I have specified what needs to pe done for each letter grade. If
a student fails to meet the conditions for an up " then he or she
automatically is con51dered for those conditions spelled out for a
"g." The conditions change for each letter qrade. . ‘Tnese

conditions and the agreement are clear in the syllabus to both the

students and the instructor so that the student can write a good

learning contract. As you can see, the student can see the uourse

objectives and can incorporate them into the learning contract.

Does the student have to meet all of the objectives? VYes. The
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student might have some additional objectives or might have some
other way to demonstrate how the course objectives are going to be
met. The student is free to negotiate with the instructor so that
his or her specific learning needs can be met. In addition, the
instructor can also set some standards.that he or she feels need to
be met with regard to course completion.

Mr. Myrah - Steve, I have one that I reserve the right to use
freely, if they don’t attend class when other people are making
oresentations, I just drop a grade or twec. In other words, in the
_ontract here, attendance is not one of them. I can be present
when I‘m giving a presentation but not when others present. This
enables me to drop students’ grades for this type of inappropfiate
behavior.

Mr. Vitucci - If you feel importantly about that, then one of
the objectives might include something about attendance. This
might also be one of the conditions you would spell out for a
grade. I cover attendance in my syllabus and what my expectations
are regarding absences.

Mr. Myrah - Does that have to be in the contract?

Mr. Vitucci - I don’t think so because I think that doesn’t
have to be spelled out. If you feel it is important to you, then

go ahead and put it into the contract.




TEACHING THROUGH PROJECTS

by

Terry P. Dixon, Ed. D.
Vice President For Academic Affairs
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Dr. Dixon - The model that I’m going to speak concerning a
. method of learning is called teaching through projects. Over my 23
years of teaching, I’ve found that teaching projects, student
centered learning, to be a highly effective and rewarding method of
teaching. I found it to be applicable to all three domains of
learning, for all subjects, and when ;ppropriately designed,
applicable to most situations. To give you results, here are some
of the results of students that have been in the classes, that have

been taught through projects. Here are some of the results of what

happens.

I’ve had students who have won national poetry contests, Save

the Animals, TV Guide, have written radio programs that were

broadcast by professionals: have conducted research which afforded
local cancer research to the tune of millions of dollars; developed
expertise resulting in successful development of their own
business. I had one student who came in and wanted to buy a
computer so he could do his term papers, we sat down and wrote a
business plan, he started a term paper program. He borrowed the
money from the bank with a business plan and bought a computer and
within six months, he bought his own xerox machine and had stopped

his education, unfortunately, and started his own business. It’s

now in 6peration in St. Louis. 1It’s one of the large printing
companies there. Also, developed expertise gained employment.

I had a 12 year old student in a sixth grade class when I
tauéht elementary school, who saw an ad in the paper that said the
community college served all the citizens in the community. He

called them and wanted to take a photography class. They wouldn’t
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let him in the photography class. So, we sat down and worked out
a project so he could get in to the community college. He made the
right phone calls and did the right thing with the project and he
was admitted to the class. He took the class and made an "A" in
it.

We had students publish articles in local, regionai, and
national publications and appropriate career choices were made
based upon the projects that were taught in class. So the project
method can be ve;§ effective. Teaching new projects can increase
the following when you’re teaching students:

1. Student motivation - By increasing motivation, it can
serve as a course as organizer. For exémple, if yoﬁ teach a course
and use a project as a focus or the course, for instance, suppose
you’ talking about research, you’'re project could be a professional
article. That organizes them, that tells them what they need to do
during that semester. Your purpose then becomes to serve as the
facilitator to help them learn the things they need to know to be
able to write that article. So it can help in terms of motivation.

In terms of motivation, this is a critical one, it serves as
the student course organizer, it can provide for active student
participation. Students can be active in the learning. When
people are active in the learning, fact of the matter is, they
learn better and retain it longer. Physical learning, you might
_see them in the first grade. They take a first grade child
they’re trying to teach ABCs and they put an A on one of the
children and say,"A come over here." A comes over here, B goes here

"and C goes there. They now remember where they’re supposed to be




because they were physically active. That’s true for the adult
also. It can also provide active student participation. It can
provide concrete results, products from student’s efforts and that
is great. That helps their self esteem.

If they say we’re going to do this project, we’re not going to
say that you have to have it my way, here are some suggestions.
The student does it, it’s a challenge, they succeed and they'feel
good about it. So it can also provide concrete results which will
improve self esteem. It also places responsibility for learning on
each student. It’s not "Gosh, I didn’t give them Qhat they needed
to have for the test," now it’s, "Hey, you didn’t say to me that
you needed to have this, or you didn’t need me to help you with
this particular project." So it places the responsibility for
learning where it should be, with the student and positively
enforces the student’s efforts.

So these are the things motivation helps the students to do.
It also encourages retention of knowledge. A student who learns by
this method retains knowledge longer and generally at much more
depth. Did you know scientific research indicates that a graduate
student who takes a class retains 10 percent of what their taught.
That says something if you are doing your planning. That says if
you are doing your planning and you’‘re trying to cover a whole
bunch of material, you’d better pick out the material you think is
most important and really hit it a lot because the 10 percent they
learn may not be the 10 percent that'’s critical. That’s the focus
I use when I plan my classes and projects.

What’s the most critical thing they need to learn froh this
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class? This is the 10 percent I am going to focus on. This is
some other opportunities I’'m going to provide. It also helps self-
esteem. A student who successfully set out a task, if challenged
by the task, places great pride in its accomplishments thereby
raising self esteem. (I spend the first two class periods when I
teach Research or Human Growth and Development convincing people to
stay in class that you can do it). Certainly it’s a lot of work,
and no I am not going to ax some of the things off the list, but
certainly you can make it. I am here to help you, if you fail, I
fail. If we do it together, you’ll make it.

It takes me the first two class periods to convince them to
stay. Once they stay and they get into class, do the projects,
they have a very good self-esteem. They feel they can accomplish
more and they usually do accomplish more than what they would in a
traditional class. An appreciation of the subject. We some times
assume somebody is in a major, therefore, they appreciate the
subject. The fact of the matter is they are probably taking the
class because it is required. So we have to somehow motivate that
student to want to learn what is taught in the class.

One thing you can do with projects is develop an appreciation
of the subject. If students have to do what they are learning how
to do, and they see how difficult it is, they are going to retain.
Let me give you an example. I taught a college class in physical
science and in this particular class we studied for the first three
weeks, physical science equations, how they apply and the like.
Then we took a trip on the Oregon Trail. What the students had to

do was create art similar to work created by_people on the Oregon

z
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Trail. The purpose was to have them appreciate. We visited
museuns and saw some of the projects in the museums to appreciate
what talent somebody must have had to create the art. Because here
they are focusing every bit of energy they had trying to create
this same thing. Students looked at that and compareed it to this
outstanding artist and they said, "I did create this and I gave it
everything, but look at this, look how they did this." Point

being, they appreciated what that artist did because they tried

their best and they could not approach what that artist had done.
Irve had students start businesses that way. Willingness to take
risks.

students are willing to take risks and you cannot learn if you
won’t take risks. IAguarantee you will not learn if you will not
take risks. Think about what you have learned and what you have
not learned. Every time you’ve learned something, I guarantee
you’ve taken a risk. .

You can also provide career opportunities. I had a student
who took a class that required students to make a quilt and each
square had to relate to something with a topic in the class. This
was a college class. We had open house and over 250 people
visited. She then had requests to make quilts, so that’s how she
paid for her tuition. Sshe started a very successful business
making quilts for people. Again, that’s just one example. There
are other career opportunities from these types of project
teaching. »

How do you plan a teaching project? First of all, the student

project comes from orgariizing the instruction. It’s how you




«

organize’the instruction. What I try to do is take particular
topics that are in the subject, find out what the most important
ten things are and select them. Here are seven steps to teaching
a project lesson.

First you identify the objectives for the lesson in the
course. 1’11 give you an example. Here is an objective perhaps
you think is important to this class. To be able to apply the
group dynamics theories described of chapter 1 one the text.

Step two, identify a project which incorporates that

objective. Example: writing the journal article.

Three, inform students of expectations. Example: students
will write a practical journal artiéle submitted to a teenage girl
of their choice communication how the use of dynamics techniques
for conducting meetings. In Human Growth and Development last
semester, I asked everyone what they did for a living. I thought,
"There is more talent in here than I could possibly bring to the
class." We need to get this changed around. So, I set up a
project for them to create a journal article. The students had to
pick a particular topics, in which they were interested, in their
field of counseling. They had to write an article, either for a
teenager or a person who is walking the street so they could read
the article in Ladieé Home Journal or some other magazine, and take
this expertise that they have and all this technical knowledge and
relate it to something practical that pgoplgAyalkinngn the street
could use. We had five articles published out of that clasé.
That’s what I‘’m talking about when I say to take the objective and

" express it in some kind of project.
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Step four: Identify the things students need to know to
complete the project. For example, in this particular case, they
need to know how to write a journal article. They need to know how
to select a journal. They use what is in the journal and it
doesn’t really matter what it says for the most part. It really
matters if you have it in their style. And if you take a look at
the last three issues; outline their style; and you wrﬂ'E your
article in their style; you have a better chance of getting in
whether your’s is sound or somebody else’s is more sound. That’s
one of the things they need to know. They need to know how to
select a gournal. Three - Group dynamic theories. How are they
going to write an article about group dynamic theories if they
don’t know the theories. They can’t just know it, they have to
know how to explain it ﬁo someone. Four - how to write a letter of

=

submission.

Five - an appreciation of publishing, six - self confidence,
and seven - protocol for submitting artiéiés» These are the things
the students need to know to complete the project.

Five - Use the things the students need tc know to complete
the project as an organizer of course work. These projects become
your lessons. What they need to know to know at that time becomes
your lesson. When I teach with projects, I ask the students what
they need to have done this week and what they need to have next
week to get where they need to go. I do a calendar the first week
of the semester. Then they can plan every objective that is on the
syllabus and every sub-step. I ask them what they need to have

first in order to be able to accomplish these things they are
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trying to do. So I use these things to let the students know what
they need to complete and the focus of the lesson.

Six - Establish milestones for completion of projects. Most
people, when they teach by project, say, "Here’s the beginning of
the class, in the class you’re going to do this," and the last
thing the student sees about this project is when they get to the
end of class to submit it. That is inappropriate teaching. You
need to provide students feedback so you set milestones. Divide a
project into pieces and say, "Here is a piece that needs to be
submitted here." If they have a journal article, I require them to
have two drafts. I will accept no more than two drafts so when
your draft is turned in to me it better be rehashed pretty good
because I won’t take it nore than two times. If you don’t say
that, you get it every week. You don’t want students to seek your
approval, you want them to ask for your suggestions. That’s
significant to the student. You don’t want to criticize what they
are doing, you want to make suggestions to help make that article
publishable. So here are milestones I set. First, outline the
articles due April 16, first draft, second draft due April 22,
final draft due May 1, cover letter draft due May 5, and so on
until the article is finished.

Ladies and gentlemen, I think‘;hat you will find that this is
a very successful way of teaching. A very effective way, a way
that students retain what they learn and I guarantee you, when you
teach by this méthod, soﬁerf ﬁhé.stﬁdéhts ih the éiéssvére going
to take some of the projects you teach them and are going to use

them on their own even though they’re not in the classroom. Which
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is what quality graduate education is about. When we are talking
about graduate education, where are new theories going to come
from? Teaching our student the theories of the past, no. New
theories are going to come from informing our students of the
theories of the past and challenging them to say, "What is wrong
with this?" "What is good about this?" "What would you change if
you could?" And project teaching is a good way of accomplishing
that.

An example of some project type objectives are, willingness to
share thoughts and feelings concerning topics by doing these
things. Actively participating in class discussions, planning as
part of a team a symposium. Last semester, we did six symposiunms
and we’ve gotten word that four of them are going to be published.
Those are projects graduate students completed on their own. All
I said was they had to have a symposium, it needs these qualities
and go do it. They brought expertise, people that they could talk
to in the community that I probably couldn’t get to visit the
class, but they work with them every day on their Jjob. They
brought guests in and they shared them with some other people who
would not have had an opportunity to interact with theﬁ. By that
interaction, they better understand those people.

I think I used an example here, how many of you talk to a
topless dancer. "What do you think about people thinking about
people thinking this is really bad, so to speak." It provides an
6ppdr£ﬁﬁity“forAthat discussion to go on. It helps people who are
going to be counselors to pbetter understand where that person is

coming from. That would be an example. We had one on children




dying, how to deal with death. A whole series of discussion. The
students will be able to verbally and symbolically express emotion
by writing reactions to films and completing a birth journal. You
know a birth journal asks questions about your birth and there are
a lot of things we don’t know. I’ve had people answer birth
journals and they suddenly, for the first time in their 1life,
realize that, excuse me but it’s an old word, illegitimate child,
and they couldn’t understand why their mother could not relate to
them, never in their whole life. They would come to me and say, "
You know I was filling this out and I suddenly realized why the
relationship between my mother and I was soO bad, and I called her
on the phone and I said it was okay and now I feel good about it."
I’ve had that happen several times so these types of activities can
be significant in a person’s 1ife because if their mind is not
there, no matter what you’re teaching, they’ll not come across.
Here are some other objective commitments towards community by
community projects. These are some of the different types of
objectives that I call project objectives. Selecting a topic,
writing and submitting a 500 to 1,500 word article with submission
to a journal concerning human growth and development. The article
may be for a formal journal or for a health, better living related
magazine.' The article must be submitted in the following manner.
And then I have a hand out that I give out on how to write an
article.
i Thése are some of the ways that the projectS‘Iook.‘“Contract
learning, by the way, is a very effective way of teaching. The

 most effective type of contract is where you specify to the detail,




just like you were buying a TV §ﬂbjEct“to—the—condition;;:;éﬁ;g:;éﬂm”m7

Mr. Vitucci said, the more detail that’s there, the more

understanding the student has. Otherwise, it is easy to
misunderstand.
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Appendix A. Copies of Handouts Distributed During the
Colloquium
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" Questions Often Asked About Methods of Teaching
Terry P. Dixon, Ed.D.

Why do I need to know more teaching methodologies?

Teaching methodologies can be compared to books in a library. The more books a library has in
its collection, the more likely a patron will find a book concerning the subject they choose. By
having a huge library of teaching methodologies we can choose the most effective method for
teaching the topic of our lessons to the students we instruct. The Colloquium Concerning
Instructional Methodologies is designed to increase your "collection of methods” from which to
choose for planning an instructional lesson.

How many types of teaching methodologies are there?

Three basic teaching methodologies have been identified, though thousands of variations exist. The
three basic methodologies are:

The Pure Discovery Method- With the Pure Discovery Method of instruction students
decide what is important by learning (discovering) whatever they interact with in their
environment. The weakness of this methodology is that the student may not learn :
(discover) what the instructor wants the student to learn (discover). The strength of the
Pure Discovery Method is that students have a high retention rate. Using the Pure
Discovery Method the student chooses the questions and provides their own answers. This
rxél&ns the student may never leam (discover) what the instructor wants the student to learn
(discover).

The Guided Discovery Method- the Guided Discovery Method of instruction differs
from the Pure Discovery Method in that the instructor develops an environment in which
the student is likely to learn (discover) what the instructor determines to be important. The
weakness of this methodology is the time necessary for learning is great in comparison to
other methodologies. Its strengths include a high retention rate and the methodology is
highly motivational. Using the Discovery Method the instructor chooses the question and
the student learns (discovers) the answer.

The Expository (Lecture) Method- in the Expository Method of instruction the
instructor chooses the question and provides the student with the answer. The weakness
of the Lecture Method of instruction is that the retention rate of the student is very low.
The strength of the lecture method is that much information can be presented in a short
period of time. It is generally thought of as the least effective method of teaching for

retention. Using the Lecture Method the instructor chooses the question and provides the
answer.

What do you need to know to plan a lesson?
“To plan a lesson you need to know about:
Yourself and what methods you feel comfortable using.

The classroom environment and its limitations.

en
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knowledge is current research based (comes from an exploration of many sources by the
student, i.e. library, actual research by student, or through interactions with experts in the
field (through faculty or journal articles)).

If you teach graduate classes a question to ask yourself is, "Do I provide a variety of
sources from which the student may synthesize and leamn?”

If you teach undergraduate classes a question to ask is, "Do I provide one sound
organized source on which students can focus to learn the basics of the subject I am
teaching, or do I overwhelm them by using a variety of sources which requires the student
to organize the information?

The method by which to effectively communicate the subject- to successfully
plan a lesson you must know various methods of teaching and the strengths and
weaknesses of each so that you may match the most effective method with the type of
knowledge you are trying to teach.

The students you are planning to teach- effective lessons are responsive to the

characteristics of the students being taught. Therefore in order to effectively teach a
suhject you must know the characteristics of the students you teach.

What do you mean "types of knowledge"?

In order to facilitate the planning of instruction, knowledge has been classified as coming from
three domains of learning. These domains include:

Cognitive Domain- the Cognitive domain refers to knowledge, facts, etc. Several
levels of cognitive learning exists. For example learning a definition is low level cognitive

learning, whereas, synthesizing a concept is high level coguitive learning.

Psychomotor Domain- refers to movement controlled by the mind. For example
counselors sometimes must be able to control their facial expressions in order to be
effective. Learning to control facial muscles is an example of leaming knowledge from
the Psychomotor Domain.

Affective Domain- refers to attitudinal or emotional domain of learning. For example
teaching someone to appreciate the value of using a technique is an example of learning
knowledge from the affective domain.

Most teaching is believed to come from the cognitive domain. Many times irstructors do not
realize that to be effective, they need to create instructional plans which have objectives from each

of the domains. Just knowing how to do something is not enough, you must also believe it will
work.

How do you plan a lesson?

Though there are many models which describe the instructional/learning cycle, essentials of
instruction and their sequence have been identified (Broderius, 1985). Kéep in mind these are the
essentials of instruction. A lesson missing any of these essentials is not considered complete or
effective.
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Step

Step

Step

Step

Step

Step

Step

Step

‘Step

[ %)
.
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MENTAL SET (Preparing the student for the lesson.)

This is a planned activity for a lesson which introduces the objective,
focuses the learner's attention on the lesson topic or sets the leamer to
anticipate the lesson.

RATIONALE (The reason for needing to know)

This is the part of a lesson which gives learners a reason for accomplishing
the objective.

OBJECTIVE (Content & behavior; to be made public.)

The objective is a statement defining what the learner is to learn (content)
and what the leamer must do to demonstrate that the objective has been
mastered (behavior).

INSTRUCTION (Teaching)

Instruction is the part of a lesson which gives the learner the information
needed to master the objective.

MODEL

The model part of a lesson is where a demonstration of eipected learner
behavior is provided. Together with Step 4 and Step 5 it uses exploration,
exposition and/or demonstration to demonstrate expected leamer behavior.

GUIDED PRACTICE (Specific and immediate feedback to the
learner.)

In this part of a lesson, the instructor provides feedback to the leamner

by closely monitoring learner performance to determine if the skill is being
practiced correctly, then providing the appropriate feedback directly to the
learner.

CLOSURE (Checking for understanding.)

Closure provides feedback from the learper at the end of a lesson, or
practice to determine if the leamners understand the learning.

INDEPENDENT PRACTICE (Specific and immediate
feedback to the instructor.)

This part of a lesson provides practice without direction or assistance after
PROGRESS CHECK

This part of a lesson is where a test or check of some type is used to
determine the learner's mastery of the objective.
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Bloon's Taxonomy of Educational Objectives:
Cognitive Domain

Knowledge

Comprehension
Application
Analysis
Synthesis
Bvaluation

(Hnkins, 1976, pos.19-22)
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The following key words can be used as indicators of questions at
the knowledge 1evel: (munkins, 1976, p. 31)

Define
Describe
Distinguish
Tdentify
Tndicate
List
Name
Recall
Reorganize
Show
State
Tell
What
When
Which
o
Write
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The following key words can be used as indicators of questions at
the comprehension level: (aunkins, 1976, p. 35)

Compare
Conclude
Contrast
Demonstrate
Differentiate
Distinguish
Estinate
Explain
Extend
Extrapolate
Fill In
Give an example of
Hypothesize

T1lustrate
Infer
Inform
Predict
Rearrange
Relate
Rephrase
Reorder
Tell in your omn words
What
- Which
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The following Key words can be used as indicators of questlons at
the application level: (mukins, 197, p. 37)

Aoply
Build
Check out
Choose
Consider
Construct
Denonstrate
Develop
How would
Indicate
Plan
Show your work
Solve
Tell us

Test




The following key words can be used as indicators of questions at
the analysis level: (munkins, 1976, p. 41)

Analyze
(ategorize
Classify
Compare
Discriminate
Distinguish
Explain
Indicate the
Recoqnize
Relate
Support your
What assumption
What do you
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The foLlowing key words can be used as indicators of questions at the
synthesis level: (munkins, 1976, p. 44)

(reate
Develop
Derive
Formulate a solution
How
Make W
Plan
Propose a plan
Put together
Suggest
Synthesize
Think of a way
What conclusion
Write




The following key words can be used as indicators of questions at
the evaluation level: (wunkins, 1976, p. 47)

Check
Check the
Choose
Decide
Defend
Evaluate
Indicate
Judge
Select
What is
What is most appropriate
Which would you consider
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Providing activities for involving students in student-student
interaction has the following virtues: (mumxins, 1976, p. 3)

.. Tends to produce more sustained variety and enriched responses.
.. Stimdlates volunteering by more students.

.. Contributes to more qroup cooperation.

.. Approaches a nore realistic sccial situation.

.. Nininizes the tendency toward teacher-dominated lectures.

. Places a hurden for active learning upon student rather than over-
dependence upon the professcr.

 Tnereases flow of ideas and avoids fragmenting discussion.
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"No other event better portends learning than
a question arising in the mind."

(Dillon, 1988, p. ix)

Ror when students ask, learning follows in answer.

(pillon, 1988, p. 7)

Question and answer conjoin to form
knowledge and understanding.

(Dillon, 1988, p. ix)

In the skillful use of the question more than In
anything else lies the fine art of teaching; for in
such use we have the quide to clear and vivid
ideas, the quick spur to imagination, the stimilus

to thought, the incentive to actlom. (sumkins,
1976, p. 1)
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Appendix

B.

Copies of Overheads Used During the

Colloquium
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Figure 1. Model of the flow among query states in the reference encoun-

ter model

Note: This dnagram shows the query in all its states; the major thrust of
the interview usually occurs at levgls Q2 and Q3. Broken lines show
flows of influence on the query more conditioned by perception than the

unbroken flows. Q3 , for example, is influenced by their perceptions of -

the information system as well as by the reality of the system when the
search is attempted.
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Appendix C. Sample Evaluation Survey




COLLOQUIUM CONCERNING INSTRUCTIONAL
METHODOLOGIES

Please take a few minutes to complete the following assessment form. It will be used to improve future colloquia.
Thank you.

DIRECTIONS: Please indicate your reaction to the various aspects of the methodologies colloquium held last
week by placing a circle around the number which shows your rating for the indicated portion of the program. After
completing part 1I of the assessment instrument, please drop the form into the campus mail to the VPAA's Office.

PRESENTATIONS

(1 = Poor, 5 = Excellent)
Library Levels of Contract Teaching
Methods Learning Teaching Projects
1.  The presentation was: 12345 12345 12345 12345
2.  The colloquium handouts were 12345 12345 12345 12345
3.  Thecolloquium Overlays 12345 12345 12345 12345

4.  Opportunity for

participation was: 12345 12345 12345 12345

(1 = Most definitely will: 5§ = No way)

5. Iplanto use this methodology. 12345 12345 12345 12345

Extremely Somewhat Not Very
6.  The colloquium was well organized 1 23 4 5 67 8 9 10
7. The colloquium delivery was appropriate 1 2 3 4 5 67 8 9 10
8.  The information provided was useful 1 2 3 4 5 67 8 9 10
9.  The colloquium was personally useful 1 23 4 5 67 8 9 10
10. [ learned new ideas 1 23 4 5 67 8 9 10

11.  The pre~colloquium handout concermning : :
methodologies was useful. 1 23 4 567 8 9 10

12. What was the colloquium's strongest contributions to you personaily?

13.  What was the colloquium’s mwnwhmmm

14.  If you were the presenter for this colloquium you would...ccoovviemvrereeninnnes

15. 1 would like to see a colloquium concerning

Thank you!!
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Appendix D.  Result of Evaluation Survey




Results of the Evaluation Survey Concerning A Colloquium
Concerning Instructional Methodologies

The following are the results cf the evaluation survey used to assess the effectiveness of the

Colloquium Concerning Instructional Methodologies. A copy of the survey may be found in
Appendix C.

AVERAGE SCORE

Library Levels of Contract Teaching
Statement Method Learning Teaching by Project

(For the next statements 1 = Poor, 5= Excellent)

1. The presentation

was: 4.5 4.0 4.0 45
2. The colloquium
handouts were: 5.0 4.0 5.0 5.0
3. The colloquium
overlays were: 1.0 5.0 30 30
4. Opportunity for
participation was: 5.0 3.5 5.0 5.0

(For the following statements 1= Most definitely will; 5= No way)

5. I plan to use this
methodology: 3.0 4.0 1.0 10

( For the following statements 1-3 = Extremely, 4-7 = Somewhat, 8-10 = Not
Very)

6. The colloquium was well organized 1
7. The colloquium delivery was appropriate 1
8. The information provided was useful 1
9. The colloquium was personally useful 1
10. I learned new ideas o o o : -1
11. The pre-colloquium handout concerning methodologies was useful 1
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12.

13.

14.

15.

What was the colloquium's strongest contributions to you personalily?
Exposure to different teaching concepts.

What was the colloquium's_greatest weakness or limitations?
Transparencies were not readable.
Library preesentation had coherency.
Levels knowledge presentation included reorganization.
I think it should have been recognition which was not included.

If you were the presenter for this colloquium you would......
Try ro ensure transparencies were without error.

I would like to see a collquium concerning.......

Examination design and validation.
Developing partnerships (between facuty, staff, administration and students.
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~ Appendix E. Planning Memo
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C ‘ l UNIVERSITY OF CENTRAL TEXAS, P.O. Box 1416, Killeen, TX 76540-1416

MEMORANDUM

TO: Dr. Donald Plym
Professor
Mr. Roy Bonnett
Divisional Chair
Mr. Steve Vitucci
Instructor
Ms. Melinda Guthrie
University Librarian

FROM: Dr. Terry P. Dixon
Vice President for Academic Affairs

DATE: February 24, 1992

SUBJ: Instructional Methods Colloguium

Results of a survey of faculty following last year’s
colloquium concerning syllabi indicated an interest in a
colloquium focusing upon instructional methodologies. After
announcing the results of the survey and stating a colloquium
would be scheduled, you mentioned interest in being a presenter.
This memo is requesting a confirmation of your willingness to be
a presenter at the April 16, 1992, colloquium concerning
instructional methodologies. I have included below a description
of the planned colloquium so that you may have an idea of how it
will be conducted. Plans are to once again to transcribe the
collogquium and submit the transcript to ERIC for publication.
Last year‘’s colloquium was very successful and we are looking
forward to this year as being a repeat of that success.

A brief description of your credentials will be listed in
the transcript submitted to ERIC for publication and you will be
listed as presenter/author for your section of the colloguium.
If you are not willing to be a presenter, please call mv office
and let me know by March 3, 1992, so I may find a replacement.

It is important that presenters keep in mind that their
section of the program should:
1. Be kept under 20 minutes.
2. Focus upon describing the methodology you have chosen
' to share with your colleagues.. ... - -.... . . ...
3. Include copies of a handout which briefly describes
vour instructional method and how you plan for its

e e o



implementation (Get a hand written copy to my office by
april 9, 1992, and I will see that it is typed and
copies made for distribution).

4. Not be a discussion, but a one-way presentation
(discussion time has pbeen reserved after all
presentations are complete).

Please submit the name of the methodology you will be
presenting to me by March 10, 1992, so that I may include it on
the colloquium program.

It is important that all presenters be aware that they are
to conduct their presentation and not permit questions until the
discussion period has begun. This will allow all participants to
make their presentations, within the time frame scheduled, and
still permit questions .d discussion without the colloquiun
beconing long, drawn out and ineffective.

The goal of the instructional methods colloquium is to
exchange concepts and practices which promote adult student
learning.

Objectives Include:

1. To generate discussion concerning a variety of instructional
methods appropriate for the University’s student body and
curriculum.

2. To provide a forum for sharing instructional methods which

University faculty have found to be successful.

3. To encourage the faculty to think critically about the
selection and design of instructional methodology.

4. To provide a forum in which affiliate and full-time faculty
may participate to improve instructional thought and
awareness of the variety of instructional methodologies.
Thank you.
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