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SHARON J DERRY

Putting Learning Strategies

to Work

By increasing students’ repertoires of tactics for
learning, we can prepare them to develop their
own strategies for problem solving in the

gcent research in cognitive and
deucaliuna] psychology has led to
substantial improvements in our
knowledge about learning. Re-
searchers have identified certain men-
tal processing techniques - learning
sirategies - that can be taught by
leachers and used by students to im-
prove the quality of school learning.
Let me illustrate.

As a professor of cducational and
cognitive psychology, I often begin the
semester with a simulation exercise
designed to illustrate major principles
about the role of learning strategies in
classroom instruction. For example,
recently I presented my students with
the following scenario:

You are a high school student who has ar-
rived at school 200 minutes early, You discover
thiat your first-period teacher is planning to
give you a test covering Chapter 5. Unfor-
tunately, you hiave prepared the wrong chapter,
and there is no one around to help you out.
Skipping class is not the solution, since this
results in an automatic "F, and you would
never dream of cheating. So you open your
book and use the next 15 minutes as wiscly as
you can.

I gave my students 15 minutes to
study. They then took a quiz with eight
main idea questions and two applica-
tion questions. At the end of the quiz,
[ asked them to write what they did
when they studied. Quizzes (without
names) were collected and then dis-
tributed randomly to the class for

classroom and beyond.

scoring and for analyzing the study
strategies reported in them

Few people performed well on this
test. A student who did wrote the fol-

lowing:

There wasn't enough time for details. So I
looked at the chapter summary first. Then 1
skimmed through the chapter and tried to
understand the topic paragraphs and the sum-
mary paragraphs for each section, I also
noticed what the headings said, o get the
organization, and I noticed certain names that
went with each heading, fliguring they did
something related to each topic, a study or
something. I started to do some memory work
on the headings, but time was up before |
finished.

By comparison, most students
answered only two or three of the main

e e e TP
Learning is a form
of problem solving
that involves
analyzing a

learning task and
devising a strategy
appropriate for

that particular
situation.

idea questions, reporting a study
strategy something like the following:

Panic. There was not enough time! 1 started
going over the chapter and got as far as I could,
but it was hopeless. T assume you do not plan
to grade this guiz, because that would be
unfair!

As illustrated in these two examples,
the differences between successiul
and unsuccessful learning strategics
often are clear and striking. Whereas
the successful learners assessed the
learning situation and calmly
developed a workable plan for dealing
with it, the less successful learners
were occupied with froitless worries
and vague strategics but little planning
effort.

Such an exercise serves to introduce
the following important principles
about self-directed learning.

1. The plan that one uses for ac-
complishing a learning goal is a
person’s learning strategy. Learning
strategics may be simple or complex,
specific or vague, intelligent or un-
wise. Obviously, some learning
strategies work better than others.

2. Learning strategies require
knowledge of specific learning skills,
or "tactics” (e.gz. Derry and Murphy
1986), such as skimming, attending to
chapter structure, and memorization
techniques. The ability to devise ap-
propriate learning strategies also re-
quires knowledge about when and
when not to use particular types of




learning tactics.

3. Learning is a form of problem solv-
ing that involves analyzing a learning
task and devising a strategy ap-
propriate for that particular situation.
Different learning situations may call
for diffcrent strategies.

Further, T asked my studeats to
determine whether any reported
lcarning strategy had produced useful
knowledge. Alas, no participant had
applied the knowledge acquired in the
15-minute study session to the two ap-
plication questions on the quiz. Even
when learning strategies are apparent-
ly successful according to one form of
measurement, the resultant learning is
not necessarily usable later in problem
solving. Thus, we added a fourth prin-
ciple to our list:

4. In most school learning situations,
strategies should be devised with the
aim of creating usable, rather than
inert, knowledge. Clearly, not all
learning strategies will lead to the for-
mation of usable knowledge struc-
turcs.,

Next 1 shall elaborate these prin-
ciplesin greater detail, suggesting how
they can influence classroom practice.

Strategies as Learning Plans

There is much confusion about the
term learming strategy. The termis used
to refer to (1) specific learning tactics
such as rehearsal, imaging, and outlin-
ing (e.g. Cook and Mayer 1983, Levin
1986); (2) more general types of self-
management activities such as plan-
ning and comprehension monitoring
(e.g. Pressley et al. in press a); and (3)
complex plans that combine several
specific techniques (e.g. Derry and
Murphy 1986, Snowman and McCown
1984).

To clarily the uses of the term, I dis-
tinguish between the specific tactics
and the learning strategics that com-
bine them, Thus, a learning strategy is
a complete plan one formulates for
accomplishing a learning goal; and a
learning tactic is any individual
processing technique one uses in ser-
vice of the plan (Derry and Murphy
1986, Snowman and McCown 1984).
That is, a lcarning strategy is the ap-
plication of one or more specific
learning tactics to a learning problem.
Within this definition, the plethora of
learning techniques (popularly called

"strategies") being promoted by
various researchers and practitioners
can be viewed as potentially useful
learning tactics that can be applied in
various combinations to accomplish
different learning jobs.

This definition points to the need for
two distinct types of strategies instruc-
tion: specifictactics training and train-
ing in methods for selecting and com-
bining tactics into workable learning
plans. Teachers can incorporate both
types of training into regular class-
room instruction by thoughtfully com-
bining different study tactics - outlin-
ing plus positive self-talk, for example
- and assigning them along with
regular homework.

Learning Strategies Employ Specific
Learning Tactics

In this section I discuss tactics in
three major categories: (1) tactics for
acquiring verbal knowledge, that is,
ideas and facts fundamental to dis-
ciplines such as scicoce, literature,
and history; (2) tactics for acquiring
procedural skills such as reading,
using language, and solving problems
that underlie various curriculum dis-
ciplines; and (3) support tactics for
self-motivation, which are applicable

WHAT "TACTICS

DO I NEEDFO

MY, READING .
STRATEGY:

to all types of learning situations. (For
a more thorough treatment of these
topics, see the reviews by Derry and
Murphy 1986, Weinstein and Mayer
1985, Levin 1986, and Pressley et al. in
press b)

Verbal learning tactics

Strategies aimed at improving com-
prehension and retention of verbal in-
formation should build upon tactics
that enhance these mental processes:
(1) focusing attention on important
ideas, (2) schema building, and (3)
idea elaboration (see fig 1).

Alttentional focusing. Two types of at-
tention-focusing tactics are simple
focusing and structured focusing. In
the simple focusing category, high-
lighting and underlining ar¢ common
examples. Unfortunately, the use of
simple focusing procedures does not
necessarily ensure identification of
important information. [ have often
confirmed this point by requesting to
see the textbooks of students who are
having academic problems. Frequent-
ly I find almost every word in their
texts highlighted.

Students, weaker ones in particular,
should be taught to combine simple
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Category Examples Some Conditions of Use Strengths or Weaknesses
Attentional
Focusing
Simple focusing | Highlighting Structured, No emphasis on
Underling €asy matcrials importance or concepieal
Good readers. relations of ideas.
Structured Looking for headings, topic Poor readers. Efficient, but may not
focusing sentences. Difficult but promote active elaboration,
Teacher-directed signaling considerate materials. deep thinking.
Schema Usc of story grammars, Poor text structure. Goal Incfficient, but develops
Building theory schemas. is to encourage higher-order
Metworking, active comprehension. thinking skills.
Idea Some types of Goal is to comprehend Powerful, easy to
Elaboration sclf-guestioning, and remember combine. Difficult for some
not ensure focus on what
is important.
Fig 1. Tactics for Learning Verbal Information

e S
A learning strategy
is a complete plan
one formulates for
accomplishing a
learning goal; and a
learning tactic is
any individual
processing
technique one uses
in service of the
plan.

focusing with structured focusing,
whereby the learner directs primary
attention to headings, topic sentences,
or other signals provided by the in-
structional presentation. The teaching
of structured focusing is a well-estab-
lished practice in English classes, and
it can profitably be reinforced in other
courses to help students identify infor-
mation they need to learn. However,
the success of structured focusing
depends heavily on well-structured,
considerate instructional presenta-
tions (as well as on considerate
teachers who test for the main ideas).
And the use of these tactics does not
ensure that the ideas identified will
actually be remembered.

Schema building. A more powerful
type of verbal-lcarning tactic is
schema building, which encourages
active analysis of an instructional
presentation and formation of a syn-
thesizing framework. One well-known
form of schema building is networking
(Dansereau 1985, Dansereau et al.
1979), whereby a student draws a
node-link map representing the im-
portant ideas in a text and the inter-
relationships among them. This tech-
nique is powerful, but it is difficult to
icach and time-consuming to apply

(McKeachie 1984). Simpler forms of
schema building include the use of
teacher-suggested schemas, such as
the well-known tactic of requiring stu-
dents to amalyze storics in English
literature by identifying the theme,
setting, plot, resolution and so on.
Similar assipnments can facilitate ver-
bal lcarning in other courses of study.
For cxample, Dansereau (1985) im-
proved students’ performance on
science tests by teaching them to use a
theory schema as a study aid for scien-
tific text.

Schema building encourages in-
depth analysis and is particularly use-
ful if instruction is inconsiderate or
unclear. Schema-building strategies
are generally employed as com-
prehension aids; however, they also
aid memory through the organization
and elaboration of ideas.

Idea elaboration. Tdca claboration is
amemory-enhancing process whereby
students link each important new idea
with prior knowledge so as to connect
them. These linkages can be based on
an image, a logical inference, or on
anything else that serves to connect
new ideas to prior knowledge (Gagne
1985).

Many elaboration tactics capitalize




on imagery, a powerful memory-en-
hancing technique. For example, the
key-word method for acquiring
forcign vocabulary involves creating a
mental image (prior knowledge) rep-
resenting the sound of a foreign word
{new information), and relating that
image to another image (prior
knowledge) representing the meaning
of the word’s English equivalent.
Many types of elaboration tactics
facilitate memorization (e.g.
Bransford and Stein 1984), and these
can be employed to great advantage in

Procedural learning tactics

Most lcarning strategies research
has examined tactics for acquiring ver-
bal information. However, some
strategy researchers are developing
techniques for acquiring procedural
skills. Procedural lcarning has three
aspects (Anderson 1983, Gagne

1985): (1) lcarning how to carry out
basic actions such as performing long
division or executing a tennis lob; (2)
learning to recognize the conceptual
patterns that indicate when it is ap-
propriate to perform particular ac-
tions (such as recognizing that a word
problem is a division situation or that
a tennis lobis required); and (3) learn-
ing to combine many pattern-action
pairs into a smooth overall system of
response. Consider, for example, the
complex combining of subskills that
underlies the actual playing of a tennis
match.

Based on this view, Figure 2 repre-
sents three categorics of mental tactics
for procedural learning: (1) tactics for
learning conceptual patterns that cue
applicability of associated actions; (2)
tactics for acquiring the component
actions (performance subskills) them-
selves; and (3) tactics for perfecting
and tuning complex overall perfor-
mance.

Pattem-recognition tactics. Pattern
recognition plays an important role in
the development of procedural per-
formance; however, students are
probably not aware of this. Thus,
developing students’ procedural
learning abilities includes both con-
veying the important function of pat-
tern recognition and helping students
develop tactics for acquiring perfor-
mance-related patterns.

Examples of tactics in the patterns-
acquisition category include
hypothesizing and secking reasons for
actions. In applying these tactics, the
learner attempts to discover the iden-
tifying features of a pattern or concept
through guesswork, reasoning, and in-
vestigation. For example, while watch-
ing a tennis pro at work, the student
might hypothesize about the features
of play that cause the pro to execute a
lob or a groundstroke. Hypotheses are
confirmed or altered through con-
tinued observation, until the pattern

Catepory Examples Some Conditions of Use Strengths or Weaknesses
Pattern
Learning
Hypothesizing Student reasons and guesses Goal is to learn attributes of Incfficient unless feedback
why particular pattern is or concepts and pattemns, given. Encourages
i=n’t example of concept. independent thinking.
Seeking reasons Student seeks explanations Goal i to determine which Drevelops meta-cognitive
for actions why particular actions are or procedures are required in knowdedge, Incificient if
are ot appropriate. which situations. not guided. If too guided,
might not promote thinking skills.
Reflective Student compares reification Goal is to tune, improve Develops understanding of
Self-Instruction | of own performance to complex skill. quality performance. May
expert model. increase sell-consciousness,
reduce automaticity.
Practice
Part practice Student dnlls on one A few specific aspects of a Develops subskill
specific aspect of performance need attention. automaticity. Doesn’t
performance, encourage subskill integration.
Whole practice Student practices full Goal 5 to maimtain or May consolidate poorly
performance without improve skill already executed subskills. Helps
attention to subskills. acquired or to inlegrate develop smooth whole
subskills. periormance,
Fig 2. Tactics for Learning Procedural Knowledge




Positive scif-talk

Relaxation techniques

Student analyzes, avoids negative
self-statements, creates positive self-
statcments.

Student uses deep breathing, count-
ing, other clinical relaxation
methods.

Preparation for competitive or dif-
ficult performance; presence of
negative ideas.

Text anxiety; highly anxious
students,

Category Examples Some Conditions of Use Strengths of Weaknesses

Behavioral Self- Student breaks task into Complex, lengthy task; low Promotes extrinsic, rather than

Management sub-goals, creates goal- motivated students. intrinsic, motivation. Very
attainment plan, rewards. powerful.

Mood

Management

Good intrinsic motivator;
requires conscious attention during
performance,

Techniques controversial in some
districts,

Self-monitoring

Student stops sell dunng
performance to consciously check

mood, progress, etc.

Goal i to increase ConsCious aware-
ness and control of thinking
ProCess.

May interrupt concentration.

Fig. 3. Tactics for Developing Motivation

features are known. Alternatively, the
student might seek reasons by consult-
ing the tennis pro directly. Seeking
information overcomes the major
weakness of the hypothesizing tactic,
inefficiency. However, the virtue of
hypothesizing is that it can be used in
situations where expert advice is not
available.

Practice tactics. Other aspects of pro-
cedural learning include the acquisi-
tion of basic component actions (sub-
skills) and, ultimately, the develop-
ment of smooth complex performan-
ces that combine those subskills.
There are learning tactics that can
help students derive maximum benefit
from their practice sessions. One ex-
ample is part practice, whercbhy the
student attempts to improve a com-
plex performance by perfecting and
automating an important subcom-
ponent of that performance. For ex-
ample, a student might greatly im-
prove performance on mathematics
tests by memorizing and practicing
squarg-rool tables. Or performance in
tennis might be improved by con-
centrating practice on service and
smashes. Part practice should be alter-
nated with whole practice (Schneider
1985), whereby the student practices

the full complex performance with lit-
tle attention to individual subskills,

Reflective self-instruction. Another
class of procedural learning tactics is
reflective self-instruction, whereby
the student attempts to improve per-
sonal performance by studying an ex-
pert model. For example, a student
might videotape her tennis swing and
compare that to a tape of an expert’s
swing. Or the student might critically
compare her homework solution for a
geometry proof to the teacher’s expert
solution presented on the board.
Reflective self-instruction can con-
centrate either on specific component
subskills or on whole complex perfor-
mances. One key to successful self-in-
struction is the availability of adequate
performance models. By providing
models of expert performance and
guiding students in how to benefit
from these models while learning,
teachers can provide training in the
valuable technique of reflective self-
instruction.

Mental support tactics

Acquiring uscful knowledge in
school is a lengthy and difficult
process demanding a great investment
of time and effort on the part of the

student. Thus, tactics are needed for
helping learners maintain a positive
attitude and a high state of motivation
during learning and practice. Re-
scarchers (e.g. Dansereau et al, 1979,
1985; Meichenbaum 1980; McCombs
1981-82) recommend several types of
support tactics: (1) behavioral self-
management, (2) mood management,
and (3) self-monitoring (sce fig 3).

The behavioral self-management
category includes such tactics as
breaking a complex learning chore
into subgoals, developing a schedule
for meeting subgoals, devising a
reporting procedure for charting
progress, and devising a self-reward
system for completing major subgoals.
Mood management tactics include
concentration and relaxation techni-
ques (useful for combating test
anxicty); and positive self-talk, used to
establish and maintain a positive
frame of mind before and during
learning and performance (e.g.
Meichenbaum 1980). Finally, an ex-
ample of self-monitoring is the techni-
que of stopping periodically during
learning and practice to check and, if
nccessary, readjust strategy, con-
centration, and mood.

Frequently used by professional ath-
letes, mental support tactics can also




be used by students to increase
academic performance and motiva-
tion and to decrease tcnsion as-
sociated with evaluation. They are ap-
plicable to all types of learning situa-
tions and can be combined with both
verbal and procedural learning tactics
in study assignments. For example, to
study for a history test, a student might
devise a learning strategy that or-
chestrates several specific tactics,
such as positive self-talk with scli-
checking (to maintain motivation),
networking (to help organize factsin a
meaningful way), and use of imagery
or mnemonics (to help with
memorization).

Strategy-Building as Problem Solving

The ultimate aim of tactics training is
to provide students with tools that will
enable them, as autonomous learners,
to devise their own strategies. Unfor-
tunately, a persistent problem in
strategy training has been students’
failure to apply tactics in situations
outside the class in which they were
Icarned originally,

However, several training techni-
ques can alleviate these problems. A
large number of researchers (e.g.
Baron 1981, Bransford and Stein
1984) suggest teaching students to
respond to all learning tasks using a
general problem-solving model. For
example, Derry, Jacobs and Murphy
(1987) taught soldicrs to use the "4C’s"

Verbal information
is likely to be called
into service only if it
is understood when
learned and only if it
is stored in memory
within
well-structured,
well-elaborated
networks of
meaningfully related
ideas.

to develop plans for study reading.
The 4C’s stood for: clarify learning
situation, construct a learning
strategy, carry out the strategy, and
check results.

One presumed advantage of such
plans is that they remind students to
stop and think reflectively about each
learning situation prior to proceeding
with the task (Baron 1981). Also, such
plans may serve as mnemonic devices
that help students recall previously
learned tactics associated with each
step. There is some empirical support
for the idea that problem-solving
models enhance tactics transfer (Bel-
mont et al. 1982).

Another procedure for inducing tac-
tics transfer is informed training
(Campione et al. 1982, Pressley et al.
1984). This procedure enhances direct
tactics instruction with expligit infor-
mation regarding the effectiveness of
various tactics, including how and
when they should be used. As Levin
(1986) points out, there arc different
learning tools for different jobs. With
informed training, students learn that
tactics selection is always influenced
by the naturc of the instructional
material as well as the nature of the
learning goal. For example, if a text is
not highly structured and the primary
aim of study is to comprehend and
remember important ideas, a strategy
that combines networking with idea
¢laboration would be appropriate.
However, if the aim is primarily com-
prehension rather than retention, a
schema-building technique along
would suffice. Informed training is su-
perior to "blind training” in producing
transfer and sustained use of specific
learning tactics (Pressley et al. 1984,
Campione et al. 1982).

Previously I suggested that teachers
can help develop students’ learning
skills by devising, assigning, and ex-
plaining learning strategies and by
providing feedback on strategy use.
Such established classroom practices
are excellent vehicles for informed
training,

Learning Strategies Should Produce
Useful Knowledge

Cognitive psychology has taught us
much about the nature and structure
of usable knowledge. Verbal informa-
tion is likely to be called into service
only if it is understood when learned

Two distinct types of
strategies
instruction: specific
tactics training and
training in methods
for selecting and
combining tactics
into workable
learning plans.

and oaly if it is stored in memory
within well-structured, well-
elaborated networks of meaningfully
related ideas. Procedural skills, on the
other hand, are likely to be accessed
and accurately executed only if they
have been developed through exten-
sive practice and only if the environ-
mental patterns that indicate their ap-
plicability are well learned. If the
primary aim of schooling is the crea-
tion of useful knowledge, then strategy
application should result in the
deliberate creation of a well-struc-
tured knowledge base, whether ver-
bal, procedural, or both.

It is unlikely that reliance on any
single learning tactic alone will ensure
the creation of well-constructed
knowledge. Rather, multiple tactics
are usually required. For example, if
an elaboration technique is applied
for the purpose of enhancing in-
dividual ideas, another schema-build-
ing tactic may be needed to tic related
ideas together. Or if practice is used to
perfect a specific aspect of procedural
performance, a pattern-learning tactic




may still be needed to ensure that the
skill is executed only when ap-
propriate. Thus, uscful knowledge is
most likely to evolve through a
dynamic process requiring, first, an in-
formed analysis of each learning prob-
lem, then selection and combining of
all the learning tactics needed to
produce a well-formed mental struc-
lure.

Not every lcarning strategy produces
useful knowledge. Some strategies
lead to isolated, unstructured bits of
learning that will remain forever inert.
For this reason, both teachers and stu-
dents should be aware of the nature
and form of useful knowledge and of
learning strategies that are likely to
facilitate its creation.

Strategy Training for Lifelong Learning

Students who receive good strategy
training during their years in school
can acquire a form of knowledge espe-
cially uscful in coping with the wide
variety of learning situations they will
encounter throughout their lives.
Given the amount of ime that people
spend in school, in job-related train-
ing, and in acquiring knowledge as-
sociated with their interests and hob-
bics, the ability to find good solutions
to learning problems may be the most
important thinking skill of all.
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JAMES RATHS

Enhancing Understanding
Through Debriefing

Giving students opportunities to reflect
on and explain the meaning of their
experiences can help them integrate and
retain new learning




Students in a tenth-grade class read an
article in the class newspaper that dis-
cusses the probability that life exists on
other planets. After asking a series of
who, what, and where questions, the
teacher shifts the discussion to another
itemn in the newspaper.

Taking turns reading aloud, students
in an honors English class hear
recounted the agony of Oedipus’
making his horifying discovery. The
teacher asks several questions about the
facts of the matter, and soon discussion
of tomorrow’s quiz dominates the inter-
action.

at meanings did the students in

the above vignettes gain from

their readings? What if there were life

on another planct? What implications

do students see for such an even-

tuality? What does the concept "in-
cest” mean to the students?

In all subject areas, from the highly
charged plays of Sophocles to new dis-
coveries in science, students accom-
modate to their own conceptual sys-
tems the things they are told, what they
hear, and what they perceive (Abel-
son, 1981). These accommodations
form the essence of meaning. As
Novak and Gowin (1984) point out,
meaningful lcarning enables the stu-
dent "to tie things together and con-
nect part to part to whole.” It is "mean-
ing" in this sense that allows the stu-
dent "to exercisc the powers of in-
ference, self-understanding, and
thoughtful action" (p. 110).

The student's process of accom-
modating new information to his or
her own conceptual system, however,
is fraught with pitfalls. A student may
distort new learning to make it fit pre-
viously learned matcrial. In this case,
the accommodation may, in the long
run, hinder future learning. Or the stu-
dent may not scc how the new content
relates to any previous lcarning and
may treat it as discrete material to be
learnt by rote, lested, and forgotten.
On the other hand, 2 student may see
how the new learning rclates to pre-
vious lecarning and resolves questions
he or she has harbored for some time.

To ensure that students will accom-
modate new learning in posilive ways,
tcachers can use debriefing.

Debriefing Strategies

I am senmsitive about using a bor-
rowed term to describe techmigues
teachers have used for years to ad-
vance the understanding of their stu-
dents (Pearson and Smith 1985), but
in this case, "debricfing” seems espe-
cially apt and particularly graphic. A
term originally used to describe the
process of working with spies or
astronauts after completing a mission,
it is based on the belief that persons
involved in such complex operations
or cxperiences cannot remember all
there is to tell, that they have impres-
sions that are difficult to verbalize, and
that they may forget or distort what
they have seen or heard unless their
accounts arc thoroughly reviewed and
shared. In schools, debricfing is a
process of helping students reflect on
their learnmg experiences, attach per-
sonal meanings to them, and deepen
their understandings. Consider the
following examples.

After a field trip to a farm, the teacher asks
students to draw wp a picture of the most
important thing they saw on the visit. The
pictures arc collected and displayed before the
class. The various representations were
grouped, discussed, and shared.

At the end of a unit on the Civil War, the
teacher involves students in a culminating ex-
pericnce, that of preparing a simulated *60
Minutes” documentary on the war, designed to
draw together and to integrate what the stu-
dents have learned during the sic-weck period.

After carying out a scicntific experiment,
students are asked to prepare laboratory
reports, to identify their assumptions, their
findings, and their conclusions from the cxperi-
ment.

These activitics enable students to
share what they learned through an
experience, summarize what the ex-
pericnce meant to them, and to pro-
vide the teacher with the opportunity
to review what students did not under-
stand very well,

Debriefing: A More Precise View

Debriefing is not the same as sum-
marizing, Summarizing is often a task
performed by others, frequently the
teacher, who gives the gist of what
happened or what was covered. It

might serve as a debriefing process for
the person giving the summary. But
listening to a summary does not give a
student the to make sensc
of what has been taught or ex-
pericaced, to operate on experience
by organizing it, to emphasize some
elements and not others, or to relate
the experience to other events or
ideas.

Preparing for a test is probably not a
debriefing process either, since cram-
ming is often a process that students
do on the teacher’s terms - working to
understand the course as the instruc-
tor sces it. While insights and new
meanings might well be a product of a
cram session, it is not a likely outcome
- especially if the test is an objective,
short-answer cxamination. If the
exam, on the other hand, asks students
to share their own understandings, to
identify the strengths or weaknessesin
some narrative, or to reorganize what
has been learned into a comprehen-
sive whole, then debricfing is more
likely to occur.

Debricfing gives students relatively
free rein to organize, compare, class-

e T e W S |
Debriefing gives
students relatively
free rein to organize,
compare, classify,
evaluate, summarize,

or analyze an
experience.
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ify, evaluate, summarize, or analyze an
experience. The product of the
debriefing process is an articulated
scnse of "meaning”. It is through this
process of comstructing personal
meanings that students reveal their
mmundcrstandmgs. oversimplifica-
tions, and personal theorics.

Teachers can use several activitics lo
help students attach meanings to
learning experiences

Writing logs/diaries can document
students’ reactions to events and are

i useful if the entries inter-
pret what has happened.

Writing a precis, a concise abridge-
ment, asks students to identify the gist
of an experience, reading, or obscrva-
tion. It requires students to prioritize
their own impressions and become
more articulate about the meanings
they have attributed to experiences.

Naming themes asks students to
think of the personal lesson that was
learned, message that was conveyed,
or thrust of a reading passage or ex-
perience. Again, the task here is not to
be too literal, bul to abstract mcaning
from an expericnce. The question
"What does it (the assignment, topic,
experience) remind you of?" en-
courages students to find themes or
gists. _

Imagininng requires students to im-
agine "what if", Lo pretend, to create
alternative endings, to surmise about
alternatives. Each such effort, how-
ever, should be disciplined at least in
part by the student’s own interpreta-
tions of the experience.

Evaluating asks students to rate or
rank an expericnce. Students can be
invited to share or defend the bases of
their evaluations.

Role-playing gives students an op-
portunity to act out their under-
standing of processes, or a literary
character's pcrmnahty, OF new
problematic situations. Again, not just
any behavior on the part of the student
is on target. Students need to try to use
their interpretations of the elements of
the cxpermnm

Drawing is a nonverbal assignment
that can help students identify major
themes or issues. Since writing narra-
tives can narrow the scope of shared
meanings, the assignment to draw a
picture often helps students identify
salicnt meanings derived from ex-
perience.

e e e A ——

.. recent
meta-analyses
demonstrate that
intermittent
summarizing or
recalling increases
students’ ability to
recall what they
have learned.

requires students to re-
late reading a book or a poem or
taking a ficld trip to another similar
experience. This encourages them to
identify features of each they consider
relevant.

Concept mapping is another nonver-
bal approach. It asks students to
visualize and draw the relationships
between concepis with a serics of links
or chains.

Outcomes of Debriefing

The recent work in cognitive
psychology and cooperative lcarning
supports the claim that debriefing en-
hances learning. Yager, Johnson and
Johnson (1985) assert that rccent
meta-analyses demonstrate that inter-
mittent summarizing or recalling in-
crease students’ ability to remember
what they have learned. They further
claim that "cognitive rehearsal” - the
process that occurs when students talk
about what they have learned - is "one
of the most promising of the mediating
variables” examined to account for the
success of cooperative learning (p.
61).

B}y teaching students strategies to
help them recall and reconstruct what
they have learned, teachers can in-
struct not only for facts, but for under-
standing.
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QUAH MAY LING

Building Bridges: Strategies for
Increasing Students’ Word Power
and Reading Comprehension

Gmd teachers will always be devis-
ing innovative ways to facilitate
their pupils’ learning. The most basic
learning task, as well as the essential
one that pupils have to master in order
to become effective learners is reading
- appropriately called "The First R".
Because educators regard reading as
of utmost importance, it is no wonder
that the skill has received so much
altention and generated such a large
amount of research and controversy.
The fact that there are so many con-
flicting points of view regarding how
the reading act occurs and how read-
ing is learned testifies toits complexity
as a skill necessary for academic suc-
cess.

What is Reading Comprehension?

Perhaps the most striking
generalization that emerges from the
literature is that research in reading
has been rapidly shifting since 1965
from an atheorctical to a theoretical
base with concomitant intercst in
developing models of reading and
more adequately definitions of it. The
implications of this shift for the
teacher is thal a clearer and better
perception of the reading process and
how it can be taught, are making the
visions cven more complex. The main
arguments about how reading should
be taught have been repeated over and
over again as the decades pass, but still
the problems remain. Psychologists,
linguists and rcading specialists
believe that if we could understand
reading we would understand the
mysteries of the human mind.

For many ycars, rcading specialists
have attempted to define reading.

There is general consensus that read-
ing involves the ability to comstruct
meaning from printed symbols. Re-
search in the past twenty years has
enabled us to refine the definition fur-
ther. A comprehensive definition of
the reading process based on this re-
search was developed by the state of
Michigan in the United States (Wixon,
Pclers, Weber & Reober, 1987) and it
goes like this:

Reading is the process of constructing mean-
ing through the dynamic interaction among the
reader, the text and the context of the reading
sifuation.

Reading comprehension according
to psychologists, linguists and reading
specialists is "a process subject to the
same constraints as human memory
and problem-solving processes...as a
reflection of the inner workings of the
human mind" (Pearson and Johnson,
1978). Reading research seems to be
shifting from an emphasis on trying to
understand how a reader com-
prehends when he reads to trying to
find ways of helping students under-
stand what they read (Matiomal In-
stitute of Education, 1976).

What is comprehension? In a word
- understanding. Kintsch (1976) views
the act of comprehension "as the
decoding of texts into text bases". He
goes further to say that "texts have no
meaning in 50 far as they are denived
from a meaningful message in one
mind and produce a meaningful com-
munication in another mind”. Read-
ing comprehension according to Pear-
son and Johnson (1978) involves "lan-
guage, motivation, perception, con-
cept development, the whole of ex-

perience itself’. Olson (1977) defines
comprehension thus:

Comprehension..may be represented by a
set of procedures that invobve selectively apply-
ing one's personal experiences or knowledge of
the world to the surface structure of sentences
to yield meaning. In so doing, one elaborates,
assimilates and perhaps 'imagines' the sen-
tence.

Another way of looking at com-
prchension may be to view com-
prehension as "building bridges be-
tween the new and the known" (Pear-
son and Johnson, 1978). By this
metaphor is implied that comprehen-
sion involves drawing inferences and
interpreting statements according to
our perception of what is said or writ-
ten on the basis of our past experien-
ces. In other words, our ability to
comprehend text is highly dependent
upon our background knowledge
(Richek, List & Lerner, 1989). When
we read a fext, our experiences,
vocabulary, grammar and phonology
permit interrelated impressions, or to
use Shank's term (1975) "scripts”, to
surface to our minds. So in com-
prehension, we (1) process informa-
tion, (2) match it against the prototypi-
cal script for events, and (3) assimilate
or accommodate what is new in the
text with what we already know. Each
reading passage or sentence is con-
sidered to have certain implications
that stretch beyond the surface repre-
sentation. This is one of the reasons
why Kenneth Goodman (1967) has
called reading "a psycholinguistic
guessing game". The bridges or links
that the reader constructs originate
mainly from what the reader deduces




from the evidence in the text and what
the text says explicitly. The "bridge"
metaphor, then, offers a rich store of
implications for the teaching of read-
ing.

Improving Reading Comprehension

In this paper, two ways of developing
a meaning vocabulary which teachers
can use to help their pupils improve
comprehension will be discussed.
These approaches are known as
semantic mapping and semantic fea-
fure analysis.

Human memory contains an enor-
mous variety of concepts that can be
retrieved and used at will. People
have concepts of many things and
most of the time, their concepts have
labels. Tn addition, large amounts of
information associated with any given
concept can be produced on demand.
First, we must have a way Lo represent
these concepts in a memory system
such as that of Lindsay and Norman’s
(1972) or of Pearson and Johnson's
(1978).

Al this point T would like you to take
part in a little experiment. Explain
what the word "dog” means. What
kinds of information do you produce
when describing its meaning? A typi-
cal explanation goes something like
this:

DOG: A dogis any of a large group
of domesticated animal belonging to
the same family as the fox, wolf, jackal.
(Webster's New World Dictionary)

Similarly, what do the following

words such as “car”, “school”, "rose”

mean?
CAR: A car is any vehicle on wheels
such as an automobile.

SCHOOL: A school is a place or
institution for tcaching and learning
such as a public school, a dancing
school, college or university.

ROSE: A rose is any of a genus of
shrubs with prickly stems and five-
parted, nsually fragrant flowers of red,
pink, white, vellow.

These examples show us that the
definition of a word consists of other
words. Typically, a delinition staris
off by saying, "Concept A is really
something else - concept B";acarisa
vehicle, a school is a place or institu-
tion and arose is ashrub. Then, it goes
on to specify the restrictions on the
concept. Cars have wheels. A school
is where teaching and learning takes
place. The unique thing about a rose
is that it has a prickly stem and
fragrant flowers.

Another way of describing a concept
is to give an example. If you were
explaining what the word "car” means
to someone who does not understand
English, you will probably point out
some examples, such as a Volvo.

An important part of the meaning or
understanding of a conecept must be
embedded in its relationships to other
concepts in the memory. On examin-
ing the way definitions of concepts are
given, we find that only a small number
of relationships predominate - the
class to which concepts belong (a car
is a vehicle), the properties which tend
to make that concept unique or stand

Building Bridges

out (has wheels), and examples of the
concept (a Volve). A standard defini-

tion can be summarized schematically

thus:
class
CONCEPT / property
\ example

Fig I. Definition of a Concept
Semantic Mapping

Collins and Quillan (1969), Lindsay
and Norman (1972) and Pearson and
Johnson (1978) portrayed this whole
set of relationships graphically. The
basic idea in Colling and Quillan’s
model is that words are organized in
memory somewhat as in a thesaurus,
with words of similar meaning located
near one another with a hierarchial
principle cncompassing levels of
abstractness or generality. Lindsay
and Norman’s model used definitions
of concepts such as the examples that
were mentioned carlier (car, school,
rose) to map out the concepts and
relations. I feel most comfortable with
Pearson and Johnson's model and
have used it extensively myselfl to ex-
tend and develop children’s
vocabulary. They called this semantic
network a "semantic map", which con-
sists of nodes and links between nodes
(see Figure 2). Nodes represent con-
cepts and links represent relations be-
iween concepls.

In the cxample of an incomplele
semantic map of the concept "dog" as
given by Pearson and Johnson (1978,
pp- 27), the semantic map will
resemble English more if a few of the
labels are changed. For example, the
class and example links (dotted and
broken lines) can be replaced with a
link commonly called "isa" (is, a). So,
we can say "a dog isa pet”, or "a dog isa
animal” Also, we can replace the
property link with "has” or "is" or
"does”. An example of each can be "a
dog has fur”, "a dog is loyal", "a dog
does bark",

That is all very well at the word level,
but, in most comprehension tasks, stu-
dents have to deal with longer units of
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Fig 3. Relations in @ Semantic Network for a Simple Sentence

discoursc such as, sentences and para-
graphs. Lindsay and Morman (1972)
have utilized Fillmore's (1968) case
grammar to expand the number and
kind of relations that can exist in a
semantic network. The first thing to
do here is to identify the basic action.
Secondly, identify the actors, (1) what
is the agent who caused the action to
take place, (2) who or what is the ob-
ject who directly affected or received
the action. An example follows:

SENTENCE: Mary lost her doll.

Action:  lost
Agent:  Mary
Object:  her doll

The action, then, becomes the focal
point around which all other concepts
in the event revolves. Schematically,
the sentence can be represented as in

@ —

Fig 4. Relations in a Semantic Network for a Complex Sentence

BEWITCHED

g

Fig. 3.

How arc complex sentences cx-
pressed schematically? Fig 4 is an ex-
ample used by Pearson and Johnson
(1978) of a semantic map of the com-
plex sentence (Fig. 4).

Because Samson was bewitched by
Delilah, he cut his hair and lost his great
strength.

Semantic maps like the one given in
Figure 2 can be used with any word
given in any language. Teachers can
use this strategy in classroom instruc-
tion to make students aware of the vast
store of knowledge they possess about
most concepts. I have used semantic
mapping cxtensively and effectively
with children, especially those who
come to school with limited
vocabularies in English. Although
they may be disadvantaged in terms of

abject

agent

cause

| object

their knowledge of English, many of
these children are rich in expericnce
and knowledge of their mother
tongue. Ordinarily with these
children, I would capitalize on what
they already know and teach them to
read through the Language Ex-
pericnce Approach (LEA). How-
ever, sometimes with certain children
who need first of all to learn to express
themselves in a language they will be
rcading in, I have found that the most
effective way to accomplish this is to
help them develop a richer vocabulary
through semantic mapping. Using
this method also provides me with in-
sights into what students already know
about a concept about to be taught, so
that I can then plan to teach what the
students do not already know and pro-
vide the "bridge" between what is new
and what is known. Hence, semantic
mapping is a valuable and informal
diagnostic tool which teachers canuse
to advantage.

Semantic Feature Analysis

Another useful strategy to use to
teach comprehension at the word level
is known as semantic feature analysis.
This involves identifying an overall
category for a group of words,
conumerating the related words,
specifying features that these words
share to show how they fit into the

agent

quality
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Comprehension
involves drawing
inferences and
interpreting
statements
according to our
perception of what
is said or written ...

overall class. The "bridge" metaphor
and semantic feature analysis are also
related in the sense that identification
of word classes and their sub-elements
can lead to the establishing of shades
of meaning and boundarics of refer-
enccs.

Semantic feature analysis is one of
the most useful classification activities
a teacher can use for classroom in-
struction, To use semantic feature
analysis, first start with some words
that children know which share some
common properties, for example,
apple, orange, mango, durian, grape,
rambutan, watermelon. List these
fruit words on the chalkboard. Then,
usc pluses ( + ) and minuses (-) to in-
dicate whether or not a word has a
given feature. Have the children fill in
the matrix, as shown in Figure §.

After this, children may be asked to
suggest more words that share some of
these features (banana, papaya, straw-
berry) and then to suggest more fea-
tures shared by some of these words
(rough skin, smooth skin, local, im-

ported). Children will then complete
the remainder of the matrix by adding
pluses and minuses. Finally, have
children go through all the words and
their features so that they can discover
for themselves that no two words have
identical meanings as even the most
synonymous pairs or clusters of words
will have different patterns once
cnough semantic features are listed.
Semantic fcature analysis is thus a
worthwhile exercise for teachers to
use with children in order that they
may learn that two words can unlybc
“similar” and not "the same as". They
will realize that the English language
is a parsimonious language as no two
words are exactly alike. This helps
children develop precise thinking
which in turn helps comprehension as
children understand the exact mean-
ings of words.

Semantic feature analysis can be
constructed with any category of
words. Teachers are advised to start
off with concrete categories that are
within the experience of pupils and
later progress to more abstract ideas.
As children improve in reading,
teachers can substitute a scale of 0 to
10, similar to that in a Likert Scale
instead of using pluses and minuses so
that even greater precision is arrived
al.

Summary and Conclusion

The two ways of developing
vocabulary or comprehension
described here - semantic mapping
and semantic feature analysis - lead
one to conclude that comprehension
can be taught by using the "bridge”
mctaphor of Linking what is new 1o
what is already known to us. Much of

our knowledge of "words”, together
with their linkages or relations can be
thought of as being stored in semantic
maps which people carry around in
their heads.

The majority of children enter school
with rich listening and speaking
vocabularies. These words they have
represent the experiences they have
encountered since birth which is dif-
ferent for each child. Hence, no two
children can be expected to develop in
the same way and possess the same
kind of concepts to represent the
world they have experienced. Most
children are proficient language users
by the time they reach school age.
thnlhcyu:alhwedmbnngaﬂlhu
experience (o learning toread, gaining
control over the process is relatively
casy and quick for most (Phinney,
1988).

The implications of this for class-
room instruction is that in order to
introduce reading to a young child
succcssfully, the teacher should match
the language of the book to the child’s
language, thus enabling the possibility
of the child's intelligent use of context.
If reading materials are within the
familiar sentence patterns to those he
uses in speech and writing, he will be
able to comprehend them much more
readily. In order to ensure that this
parallclism can be accomplished,
rcading (cachers should utilize the
child’s stories and those of his peers as
much as possible.

Another way of using words in con-
text is lo provide cloze procedure
where the child is required to fill in a
sensible word. A child’s selections
and his reasons for the selection
should be discussed. In this way, the

one few many single bunch sweet sour
sced sceds seeds
apple - + +
orange + + + +
mango - + +
durian R + +
grape + + + +
rambulan - - +
watermelon + + e

Fig5. Semantic Feature Analysis of Fruits




In order to
introduce reading
to a young child
successfully, the
teacher should
match the language
of the book to the
child’s language,
thus enabling the
possibility of the
child’s intelligent
use of context

teacher can strengthen his abilitics to
use the semantic, syntactic and
graphic clues to word recognition and
meaning. Whenever possible, new
words to be learned should be
presented as concretely as possible--
may be in pairs or clusters in which a
relationship can be recognized. As
the child’'s vocabulary develops, he
should be given practice in arranging
words in some sort of hierarchical
order (for example, synonyms, op-
posites, actions, ete.). Classroom ex-

ercises may consist of practices in
shifting from one category to another
such as, recognizing that a father may
also be a brother, son, cousin, uncle.
This type of direct vocabulary teach-
ing is strongly recommended to help a
child develop word power.

To help students increase their back-
ground knowledge, there are several
steps teachers can take. Teachers can
help students build background
before they read. The first part of the

reading lesson is the most crucial and
often the most neglected. Teachers
should ask students what they know
about the subject of a text, teach im-
portant concepts (for example,
through scmantic mapping) that stu-
dents are missing and relate subject to
the material the studcats are reading.
Teachers should also impart their own
personal to students. A
teacher’s rich background knowledge
is a repository of extensive cultural
information, a valuable resource that
should be shared with students.

In summary, let me reiterate a few
points. Semantic mapping involves
identifying words that represent con-
cepts and those that show relations
between concepts. Through semantic
mapping, we use nodes to represent
concepts and links to identify the rela-
tions between concepts. Semantic
feature analysis involves identifying an
overall category for a group of words,
enumerating the related words,
specifying the features that they share
to show how they fit the overall class.
In the hands of innovative teachers,
both these strategies can prove to be
powerful ways of developing
vocabulary to aid in children's reading
comprehension.
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ROBERT ] MARZANO, DEBRA J PICKERING AND RONAILD S BRANDT

Integrating Instructional

Programs Through

Dimensions of Learning

The "Dimensions” framework - based on general
principles of how learning occurs - can be
used to plan instruction, coordinate the use of
various programs, and select and plan
staff development activities.

oday’s teachers have available an
Tabundanoc: of practices that can
help them do a better job. Developers
have designed and tested programs
for maintaining discipline, motivating
students, applying learning theory, en-
couraging cooperative behavior,
teaching thinking skills, and so on. Un-
fortunately, many of these programs
are seen as independent of one
another, so they become bandwagons,
each an isolated movement that lasts
until the next one comes along. A
teacher tries a little mastery learning
for a while, then teacher expectations,
then cooperative learning, then teach-
ing thinking, and so on.

What is needed is a framework to
integrate these programs; a tool that
will help educators see how the
various practices relate to onc
another. With such a framework,
teachers will find it easier to blend
several different programs, and ad-
ministrators will be able to select and
present various staff development ef-
forts as a unified whole rather than as
separate entitics.

As we have worked with classroom
teachers over the last two years to im-

plement ASCD's Dimensions of
Thinking (Marzano et al. 1988), we
have begun to see how the types of
thinking discussed in that publication
can be recast into such a framework.

Use of the
framework will help
teachers blend
several different
programs, and
administrators
select and present
various staff
development efforts
as a unified whole
rather than as
separate entities.

A Common Thread: Teacher Behavior

A thread running through most staff
development programs is that
teachers® actions are expected to
produce certain types of thinking in
sindents. If a teacher increases her
physical proximity to a student who is
misbehaving, the student may realize
that he is breaking a classroom rule
and correct his behavior; when a
teacher asks a recall question, it cues
students to search their memories for
the requested piece of information.

This suggests that if we can identify
the main types of student cognitions
nceded for various learning tasks, we
can use the resulting scheme to classify
the instructional practices featured in
the leading inservice programs.

Some Principles of Learning

Unfortunately, student thinking
doesn’t occur in neat, easily identifi-
able categories. To guide our effort,
therefore, we have identified four
principles of human learning gleaned
from current research and theory.
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Principle #1: Attitudes and Perceptions
Affect Learning

Recent resecarch in motivation (e.g.
Harter 1982, McCombs 1986, Weiner
1972, 1983) indicates that a person al-
most always approaches a task with a
sct of accompanying attitudes and
perceptions that greatly influence per-
formance. When a student sits down
to read a chapter in a text for a course
she is studying, she approaches the
reading task with certain attitudes
about the value of the course, the value
of the textbook and her knowledge
and ability relative to the content
being studied. Some attitudes are con-
ducive to learning; others work against
it. If the student believes that the
course is guite valuable because it will
help her attain a persomal goal, her
attitude will positively affect her learn-
ing. Conversely, if she can't see the
value of the course, her attitude wall
negatively affect her learning,

Principle #2: Learning Involves Ac-
quisition of Two Kinds of Information

Knowledge can be divided into two
basic types: declarative and proce-
dural (Paris and Lindauer 1982, Paris
et al. 1983). Declarative knowledge is
concerned with who, what, where, and
when: for example, information about
who was involved in Watergate, what
occurred, and where and when it oc-
curred. Researchers commonly sub-
divided declarative knowledge into (in
order of specificity) facts, time se-
quences, causal networks,
problems/solutions, episodes, prin-
ciples, and concepts.

Procedural knowledge is knowledge
of "how Lo", such as how to write a
research paper. Sometimes the com-
ponents of procedural knowledge are
represented as steps that must be ap-
plied in a particular sequence; for ex-
ample, the algorithm for doing long
division. Others are much more loose-
ly ordered, for example, the proce-
dure for reading a bar graph.

Content in any field can be sub-
divided into these two main types. A
course in geography might include
concepts and principles (declarative
knowledge) about the distribution of
land, along with processes (proce-
dural knowledge) such as how to read
a contour map.

(B T e e e S S 1]
The dimensions are
most useful as a
kind of metaphor to
guide instruction.

Principle #3: Once Acquired,
Knowledge Undergoes Changes

Much recent research sheds light on
the specific cognitive operations in-
volved in the initial acquisition of in-
formation (for a review, see Anderson
1983, Estes 1982). A key cognitive
operation is activating old knowledge
and using it to make sense of new in-
formation. For example, while watch-
ing a documentary on sharks, you use
your previous knowledge about sharks
to help you make sense of the new
information.

Another cognitive operation used
when initially learning new informa-
tion is organizing the information in
such a way as to associate it and make
linkages with existing knowledge in
long-term memory. Thiz not only
helps your understanding of the new
information, but it also makes the in-
formation more retrievable for use at
a later date.

But knowledge stored in the mind is
not static. Over time it changes, some-
times quite unexpectedly, Rumelhart
and Norman (1981) have identificd
three types of knowledge change: ac-
cretion, tuning, and restructuring, Ac-
cretion refers to changes in knowledge
due to the gradual accumulation of
information. Tuning refers to the crea-
tion of generalizations about existing
information. (It is a much more global
and radical form of change than accre-
tion.) Restructuring is the most global
and most radical form of change, in-
volving the creation of entirely new
structures either to augment or to
replace the old structures.

Common to all theories of
knowledge change is the idea that to
change an existing knowledge struc-
ture, the learner must mentally

process the information in new and
unusual ways (for a review, see Vos-
niadou and Brewer 1987). For ex-
ample, when a student compares two
or morc concepts in detail, even if he
knows them fairly well, he will probab-
ly "learn” something new.

Ferhaps the most change-producing
cognitive function is the actual use of
knowledge in meaningful ways. It is
one thing to listen to or read instruc-
tions for how to use a computer word-
processing program but another thing
entirely to actually use the program to
prepare a manuscript. Only through
actual use do most people begin to
understand how the system works, as
they solve the frustrating problems
they invariably encounter.

In summary, the continuum of
knowledge development involves cog-
nitive operations that the learner uses
to acquire informalion, other opera-
tions that the learner uses to refine the
information, and still other operations
that the learner can employ to make
use of the information in meaningful
WaYs.

Principle #4: Effective Learmers Exhibit
Dispositions Associated with Critical,
Creative, and Self-Regulated Thinking.

Based in part on studies of capable
thinkers, scholars have identified
various qualities of desirable thinking,
often referred to as critical and crea-
tive thinking. Perkins (1984), Ennis
(1985), Glatthorn and Baron (1985),
Lipman (1988), and Costa (1985), for
example, cite numerous charac-
teristics of "good" thinking, including:

@ being aware of one’s own think-
ing at any point in time

@ secking accuracy in what one
docs

® operating at the edge rather
than the center of one’s ability.

Operations such as these are some-
times referred to as dispositions, be-
causc a person who has formed
desirable habits of mind is "disposed”
to behave in these ways. Dispositions
are not unconscious; good thinkers
often strive quite deliberately to meet
such standards, asking themselves,
"Have I considered other points of
view fairly?" "Have I examined enough
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alternatives?” These habits of mind,
while not innate, can be internalized
with practice and this can become part
of one’s personality.

Principles of Learning into Dimensions
of Learning

The four principles of learning can
be used to identify types of student
thought that need to occur for learning
to take place. We might call them
"Dimensions of Learning™ types of
cognition that facilitate learning. Our
portrayal of these dimensions will
imply a general pattern or sequence
(first one type of thinking occurs, then
another), but that should not be taken
literally; the dimensions are most use-
ful as a kind of metaphor to guidc
instruction. As we will demonstrate,
they can also be used to help under-
stand how various instructional
programs are similar and different.

The five dimensions that spring from
the principles of learning are: (1)
thinking needed to develop positive
attitudes toward learning, (2) thinking
needed to initially acquire and in-
tegrate knowledge, (3) thinking
needed to extend and refine

= e e A
An effective
classroom climate

is practically
invisible, but it
doesn’t happen by
chance; it is crafted
by the artful

teacher in subtle

but intentional ways.

knowledge, (4) thinking needed to
make meaningful use of knowledge,
and (5) thinking needed to develop
desirable habits of mind. Although not
a direct translation, these five dimen-
sions are adapted from the ASCD-
sponsored framework, Dimensions of
Thinking, (Marzano et al. 1988). Here
is a brief explanation of each dimen-
sion.

Dimension 1: Thinking Needed to
Develop a Positive Attitude Toward

Learning

As summarized in the first principle
of learning, an important factor in any
instructional situation is the student’s
attitude. We have identified three
categorics of attitudes and percep-
tions especially relevant to learning;
attitudes and perceptions about (1)
scll and climate, (2) sclf and others,
and (3) self and the task.

Attitudes about self and climate in-
clude the learner’s perceptions about
safety, comfort, and order in the learn-
ing situation. One of the learner’s first
concerns is often his or her own safety
and comfort. This point has been em-
phasized by learning theorists such as
Maslow (1968) and Combs (1982),
and reinforced by findings of the
school climate studies of the 1970z
(Denham and Lieberman 1980).

Another category of attitudes affect-
ing learning is attifudes about self and
others. Students tend not to learn well
unless they feel accepted by the
teacher and the other students. The
rescarch on teacher expectations
(Good 1982, Good and Brophy 1972}
has shown the importance of student
perceptions of teacher acceptance,
and research on cooperative lcarning
(Johnson et al. 1984) has shown the
importance of student perceptions of
acceptance by their peers.

The final arca of attitudes affecting
learning has to do with self and task.
The learner must believe that the task
has value, that she has a fairly clear
understanding of what is required,
and that she has the ability to complete
it; otherwise the task becomes a threat
to her sense of competence
(Covington 1983).

To provide for this dimension,
teachers need to be able to establish
and maintain an appropriate environ-
ment for learning. For example, a
teacher might reinforce effective at-

titudes about self and climate by oc-
casionally greeting students at the
door or by arranging the physical
aspects of the classroom in such a way
as to accommodate different learning
styles. A teacher might reinforce ef-
feetive attitudes about self and others
by making sure he provides equal op-
portunities for students to answer
questions (so that students have a
sense of acceptance by the teacher)
and by using cooperative learning (so
that students develop a sense of com-
munity and peer support). A teacher
might establish effective attitudes
about sclf and task by structuring tasks
for high success, using scaffolding with
students who are having difficulty, and
communicating to students a sense of
confidence in their ability to ac-
complish classroom tasks.

An effective classroom climate is
practically invisible, but it doesn’t hap-
pen by chance; it is crafted by the art-
ful teacher in subtle but intentional
ways.

Dimension 2; Thinking Needed to Ac-
quire and Integrate Knowledge

The second principle of learning dis-
cussed carlier makes a distinction be-
tween two kinds of knowledge impor-
tant to any content area: declarative
and procedural. The third principle of
learning indicates that a learner chan-
ges knowledge over time rather than
simply retaining it in the form in which
it was first acquired. Putting these two
principles together, the second
dimension of learning deals with the
acquisition and integration of both
declarative and procedural
knowledge. The mental processes in-
volved in this second dimension canbe
subdivided into three types (1) con-
slructing meaning, (2) organizing con-
tent, and (3) storing or practicing.

Acquiring Declarative Knowledge

Constructing meaning refers to using
what is already known to make sense
of what is to be learned. Research,
particularly research in reading com-
prehension, has established numerous
strategies that can be used to help stu-
dents construct declarative
knowledge. For example, in K-W-L
(Ogle 1986) the learner begins by
identifying what she knows about the
topic (K = what I alrcady know),and
what she would like to know (W =
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what I want to know). She then reads
(listens to, observes) the information
and determines what she has learned
(L = what I leamed). The strategy
involves the learner in actively con-
structing mcaning for new informa-
tion.

Organizing declarative knowledge in-
volves making distinctions among the
different types of important informa-
tion taught in a lesson (e.g. facts, time
sequences, causal networks, prob-
lem/solutions, episodes, concepts,
principles). Making these distinctions
is the key to effective learning of dec-
larative information. Specifically,
since much of the declarative informa-
tion presented to students orally and
in writing can be organized in a variety
of ways, students need to be able to
organize the content in a way consis-
tent with the teacher’s preferred
method of organization. If a teacher
does not explain his preferred method
of organization before presenting in-
formation, the instruction will lack
focus and will impose on the learner
the burden of trying to figure ont how
to organizc it.

Finally, storing information involves
representing it in long-lerm memory
in a way that makes it easily accessible

at later times. Operationally, this in-
volves use of techniques such as verbal
rehearsal, imagery, mnemonics, and
s0 on.

Acquiring Frocedural Knowledge

Two of the processes needed to ac-
quire procedural knowledge are
similar to those involved in acquiring
declarative knowledge. For example,
when first learning how to read a par-
ticular type of graph, a learner might
help construct meaning by activating
what she knows about recading other
types of charts or graphs, thus creating
an initial model of the processes in-
volved. Operationally this might in-
volve making a flowchart showing
steps in the procedure,

Storage, however, is different for the
two types of knowledge. Whereas dee-
larative knowledge needs to be stored
for easy retrieval, procedural
knowledge must be practiced to the
level of automaticity. Operationally,
this means that the learner needs to
practice the procedure long enough
that he can perform it with relatively
little effort or thought.

The second dimension of learning,
then, is thinking that helps the learner
initially acquire and integrate both

Fig 1. Extending and Refining Operations

Identifying and articulating similarities and differences
between bodies of information relative to their specific at-

Grouping items into definable categories on the basis of their at-

Infernng unknown generalizations or principles from

Inferning unknown consequences and necessary conditions from

Identifying and articulating errors in one’s own thinking or in

Constructing a system of support or proof for an assertion.

Identifying and articulating the underlying theme or general pat-

Identifying and articulating personal value and general value of

Comparing;

tnbutes.
Classifying;

Inbutes.
Inducing:

observation or analysis.
Deducing:

given principles and generalizations.
Analyzing
Errors: that of others.
Constructing
Support:
Abstracting:

tern of information,
Analyzing Value::

information.

declarative and procedural informa-
tion. Cognitively, this requires the
construction of meaning, the or-
ganization of information, and either
storage or praclice, depending on
whether the information is declarative
or procedural.

Dimension 3: Thinking Needed to Ex-
tend and Refine Knowledge

According to the third principle of
learning, knowledge continues o un-
dergo substantive change after it has
been acquired. One might say that
once it has been acquired, knowledge
is then available for extension and
refinement, which comes about
through processing the information in
new and unusual ways. We have iden-
tified eight such ways (fig. 1).

Each of the cognitive operations
listed in Figure 1 can be used to engage
the learner in such a way as to change
his or her knowledge of the content. In
a social studies class, for example, stu-
dents might compare different forms
of government (democracy and dic-
tatorship) to discover new distinctions
between them. Similarly, making
deductions, such as anticipating fu-
ture events or conditions based on
current information, can help students
better understand the information on
which the deductions are made. In a
science class, for example, students
might make deductions about whales
based on known principles about
mammals to refine and extend their
knowledge about mammals and
whales.

'We might point out that the cognitive
operations listed in Figure 1 may also
be used when initially acquiring
knowledge. For example, when first
learning about types of governments,
students may engage to some degree
in comparison, induction, deduction,
and so on. At this stage, however, most
such activity will be automatic and
relative unconscious, To extend and
refine knowledge, these operations
are used consciously, rigorously, and
with greater complexity. For example,
when students first learn aboul
democracies and republics, they might
think casually about similarities and
differences between the two. To ex-
tend and refine these concepts, how-
ever, they would be asked to list these
similaritics and differences, perhaps
using some type of graphic or matrix
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Fig 2. Processes Involving the Meaningful Use of Knowledge

Oral Discourse:

sion.
Composing:
Problem Solving:

somc obstacke.
Decision Making:
Scientific Inquiry:

those predictions.

The act of discussing a topic using speciied convention that
add clarity to and provide new insights into the topic of discus-
The act of creating a new product using known information,

The act of attaining a content-related goal by overcoming

The act of sclecting among scemingly equal alternatives.

The act of identifying underlying principles relative to a physi-
cal or psychological phenomenon, making predictions based on
those principles, and then sysiematically testing the accuracy of

representation. The difference is a
matter of degree, focus and conscious
use.

Our ultimate purpose for teaching
the various forms of knowledge is to
prepare our students to be able to use
that knowledge in meaningful ways.
As we know, one of the best ways to
ensure that students fully understand
the knowledge is to arrange for them
to make use of it at the time they are
learning it. Because something is
meaningful to a person only if it fits
with his or her goals, effective teaching
involves finding ways for students to
relate school knowledge to their per-
sonal goals.

We might note that the extending
and refining operations listed in Fig-
ure 1 are not commonly the focus of
personal goals. People don’t often
compare just for the purposc of com-
paring; they don't abstract simply for
the purpose of abstracting.

Some cognitive operations, though,
are more goal-directed. These opera-
tions, which we assign to Dimension 4,
arc bricfly described in Figure 2.

For example, we call the process for
creating something new composing.
Problem solving is a process used to
change an unacceptable situation,
decision making is used to select
among alternatives, and oral discourse
is used to clarify information.

The process of understanding physi-
cal and psychological phenomena and

then using that understanding to make
predictions about future phenomena
is scientific inquiry. In school, a student
might engage in scientific inquiry to try
to understand readers’ rcactions to
certain types of language in a piece of
writing. The student could then use
that knowledge to predict how various
types of readers might react to other
texts.

Because these processes are so
clearly goal-oriented, teachers can im-
prove student motivation by organiz-
ing instruction around them whenever
feasible. For example, in a history
class, students might compose essays
describing events that led up to the
Cuban mussile crisis. They might use
decision making to analyze Kennedy’s
reasons for blockading the Soviet mis-
sile-bearing ships. or they might
engage in oral discourse to clarify
some of the issues around the events
leading up to the blockade.

To summarize, the classroom tasks
that perhaps have the most potential
for changing existing knowledge,
especially when they are selected by
students, are those that embody the
processes listed in Figure 2.

Dimension 5: Thioking Needed to
Develop Desirable Habits of Mind

The fourth principle of learning dis-
cusscd carlier holds that good thinkers
have certain "dispositions®. These
"habits of mind" include

e being clear and secking clarity,

® being accurate and seeking ac-
curacy,

# being open-minded,
@ taking a position and defending
it,

® being sensitive to the level of
knowledge and feeling of
others,

e avoid impulsivity.

Ennis (1985) has declared that these
and similar behaviors are at the core
of critical thinking. To illustrate, the
learner might notice that she has a
tendency to make bold assertions con-
cerning topics she knows very little
about and decide to begin trying to
scarch her mind for evidence before
she speaks. Another person might
consciously strive lo communicate ina
clear fashion, checking to sce whether
others have understood his com-
munication.

Another category of such charac-
teristics is associated with creativity.
Amabile (1983) and Perkins (1984)
report that these include:

& cngaging intensely in tasks even
when answers or solutions are
not apparent;

@ pushing the limits of one's
knowledge and abilities;

e generating and following one’s
own standards of evaluation;

® generating new ways of viewing
situations outside the boun-
daries of standard conventions.

To illustrate, the learner might
notice that she tends to "coast”
through projects, expending as little
energy as possible. To correct this ten-
dency, she might "push" herself on a
project, trying to do the very best she
can.

The third category of desirable
habits of mind are those that charac-
terize self-regulated behavior. From
research and theory in metacognition
and self-efficacy (Brown 1978, Flavcll
1976), we know that people can learn
to:

e plan,




Fig. 3. Comparison of Selected Programs on the Dimensions of Learning
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ITIP. Hunter 1969, 1976, 1982

TESA. Kerman, Kimball, and Martin 1980

Cooperative learning, Johnson and Johnson 1987, Slavin 1983, 1986
Mastery Learning, Bloom 1971; Block 1971, 1985; Guskey 1985.
Models of Teaching. Joyee and Weil 1986.

Explicit Teaching. Rosenshine 1986.

Active Mathematics Teaching: Good, Grouws and Ebmeier 1983,
BTES. Romberg 1980,

Strategic Teaching. Jones, Palincsar, Ogle and Carr 1987.

Bloom's Taxonomy; Cognitive Domain. Bloom, et al. 1956

HNEOTOZEC R

Olympics of the Mind. Gourley 1981.

Future Froblem Solving. Crabbe 1982,

Project Impact, Winocur 1985.

Philosophy for Children. Lipman, Sharp and Oscanyan 1280,
CoRT. de Bono 1983, 1985,

Strategic Reasoning. Upton 1961, Upton and Samson 1963,
Tactics for Thinking, Marzano and Arrendondo 1986,

The Skillful Teacher, Saphier and Gower 1986,

AMAT. McCarthy 1980.

Teaching Styles and Strategies. Hanson, Sibver and Strong
1986.

@ be sensitive to feedback,
e usc available resources,
® be aware of their own thinking,

e cvaluate the effectiveness of
their own thinking.

To illustrate, the lcarncr might make
a specific plan of action for an upcom-
ing classroom project. As he imple-
ments his plan, he might occasionally
note if he is getting closer to or further
away from his goal and then make cor-

rections as nceded.

One of the biggest challenges
teachers face is how to help their stu-
dents develop the habits of mind as-
sociated with critical and creative
thinking. Human history leads us to




believe that young people develop
these qualities by interacting with
adults who model such behaviors and
by consciously practicing them.

For example, a teacher might lead a
discussion on a topic such as why the
Supreme Court would uphold a
person’s right to burn the U.S. flag.
Before the discussion, the teacher
might remind students of the kinds of
behaviors that help make for produc-
tive discussion. As the students ex-
pressed a variety of vicws on the issue,
the teacher would ask for evidence,
inquire about the premises underlying
students’ positions, and call attention
to inconsistencies or irrelevancies. He
might also reinforce desirable be-
haviors by judicious recognition and
praise.

The final dimension of learning,
then, is thinking characteristic of crili-
cal, creative, and self-regulated
people. Like positive attitudes toward
learning (Dimension 1), these
qualities must be fostered in an in-
direct but conscious way. Whenever
feasible, the teacher should overtly en-
courage self-regulated, critical, and
creative thought.

The thinking we calcgorize as
Dimension 5 is essential to effective
performance of the kinds of thinking
described in the other dimensions. For
example, to make sound decisions, a
person needs to exhibit objectivity and
attention to evidence; to solve
problems well, a person needs to
produce imaginative solutions
through habits of mind such as persist-
ence and commitment to high stand-
ards.

In summary, the five dimensions rep-
resent the types of thinking that
facilitate effective learning. They can
be used to plan instruction that will
improve students’ success in master-
ing school content while also develop-
ing their cognitive skills.

Using the Dimensions as an Analytical
Tool

The dimensions framework can also
be used to analyze and compare staff
development programs and instruc-
tional practices. Specifically, one can
determine which dimensions are em-
phasized in each program. Figure 3 is
an analysis of 20 differcnt programs
from the vantage point of the five
dimensions of learning.

In the figure, an § in any cell indi-
cates sfrong emphasis on that dimen-
sion, an M indicates moderate cm-
phasis and a - indicates that the pro-
gram puts relatively little emphasis on
that dimension. This is not to say that
the program or practice totallyignores
that area (although it might), but only
that in our judgment the program or
practice does not overtly deal with that
dimension. For example, Figure 3 in-
dicates that the ITIP program
(Column A) is strong in the "self and
climate" and "self and task” com-
ponents of Dimension 1 and moderate
in the "self and other" component of
that dimension. It is strong in all
aspects of Dimension 2. However,
even though some interpretations of
the ITIP program use Bloom’s (et al.
1956) taxonomy, which is strong in
Dimension 3 (see Column J in fig. 3),
the ITIP program per sc docs not
directly address Dimensions 3, 4 and
5, except that it is moderately geared
toward enhancing some of the habits
of self-regulation in Dimension 5.

In addition to being used as a tool for
analyzing various programs, the
dimensions can be used asavehicle for
coordinating the use of programs.
Specifically, it would seem highly ad-
visable that a school or district select
programs in such a way that they cover
as many dimensions (with all of their
subcomponents) as possible.

The Dimensions in Practice

This article has described the dimen-
sions as a theoretical framework that
can be used for instructional planning
and program coordination, but it is
also a working model that has been
field-tested in a number of situations.
Specifically, two of the authors (Pick-
ering and Davis) have field-tested the
framework as an instruetional model
in an elementary school for a year. Use
of the model appears to increase
students’ knowledge of content as well
as their ability to usc the array of cog-
nitive operations nceded to learn
academic content. Their field-testing
also disclosed that the teachers at-
tended to Dimensions 1 and 2 in their
instructional planning and implemen-
tation but infrequently addressed
Dimensions 3, 4 and 5.

In addition to the field-testing that
has already been done, ASCD has es-
tablished a research and development

s Tt e e T
The five dimensions
can be used to plan
instruction that will
improve students’
success in

mastering school
content while also
developing their
cognitive skills.

4




comsortium, which began in October
1989 and will end in August 1991, to
test the effectiveness of about 200
strategies that have been incorporated
in the modecl. Some 18 agencies, in-
cluding 16 school districts from across
the country, are participating in the
consortium. ASCD also offers training
in the Dimensions model as part of
their National Training Center pro-
gram each summer.

A Comprehensive Model for Teacher
Education

The Dimensions model, which idea-
tifies five general types of thinking
needed for effective learning, could
eventually become the basis for a
coordinated "curriculum” of preser-
vice and inservice teacher education.
At this point the model can be used to
identify the cognitive focus of a num-
ber of existing staff development
programs, Such an analysis allows
educators to determine how these
programs can be used in concert to
promote student learning,
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SALLY TANG

Helping Children Learn

The Role of the Media Department

Slngg;’u:lg it out in the Institute of
Education library one day when I
was doing research for an assignment
for the FPDE course, I let out a sigh
that drew smiles from cqually tired
faces around me.,

I had been reading and re-reading
the section on "HOW PUPILS
LEARN in Chris Kyriacou’s EFFEC-
TIVE TEACHING IN SCHOOLS a
book which, according to the blurb,
both student and experienced
teachers and all those concerned with
teacher education and staff develop-
ment should not miss.

'In essence, Piaget’s theory of cogni-
tive development deals with the child’s
cognitive structure through assimilation
and accommodation; this refinement is
governed by a combination of the
child’s interaciion with the environment
(with an emphasis on active explora-
tion ) and the processes of ...."

Piaget, Bloom, Kerry,... [ gave up
reading the blooming theories and
went home. What I needed was a book
on how to HELF Teachers LEARN
how to HELP PUPILS LEARN - a
simply written one. A few days later, 1
had the chance to go through key sec-
tions of the book with the friend who
had recommended the book, and dis-
cuss issues raised. And what a dif-
ference it was! I found so much mean-
ing in the book when I was able to
discuss it with someone who knew it
well.

This experience made me realise
what proper promotion of books
could do for both teacher and student.
Book promotion is an area of concern
for me because I am in charge of my
school media library.

Importance of the Media/Resource
Department

More than any other department the
Media/Resource department is the
one that can HELP TEACHERS
TEACH so that they can HELP
PUPILS LEARN. Principals who
recognise the importance of this
department and ensure that they have
sufficient suitable teachers involved in
the promotion of learning materials,
and have a large percentage of their
students hooked onbooks are the oncs
who produce independent learners
and have fewer discipline problems.
The lover of books has little time for
loitering around shopping centres and
mixing with bad company, or ex-
perimenting with drugs. He has no
need to resort to such means of pass-
ing his time. Statistics show that those
who give trouble are those who are less
academically-inclined and need to
work out their frustrations. Statistics
also show that those who read a lot do
better academically than reluctant
readers.

This is why External Appraisal
Teams always emphasize the nced for
a sustained programme of activities to
promote reading,

Enthusiastic teacher librarians who
love books are what the Media depart-
ment needs. Teachers who read only
text books cannot convince students of
the importance of books in their
development. English/Literature
teachers would be an asset in the
Media Team. They would have little
problem getting students under their
charge to act out parts of books during
Assembly periods to stimulate interest
in fiction and Literature books.

Involvement of other Heads of Depart-
ment

The Media Head should involve
other Heads of Department (HOD) in
the selection of print and non-print
material for cach department. Media
crosses all boundaries. It would be
wrong to think that selection and ac-
quisition of malterial for the Media
Library is the sole responsibility of the
Media department. It is only logical to
involve the other HODs in the selec-
tion and acquisition of resources be-
cause with their specialist knowledge
of their own discipline , they will know
what best to get for their programmes,
Furthermore, there is the question of
ownership. If HODs are involved in
this way, and their contributions ac-
knowledged, they will share owner-
ship of the Media Library Centre and
help work towards making it a success.

[ e P b g e
More than any
other department,
the Media/
Resource
department is the
one that can help
teachers teach so
that they can help
pupils learn
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Enhancing Self-image

Wilh an enthusiastic team, the
Media department can contribute
greatly to the enhancement of self-
image of pupils in the school. My
school has an annual event called
BOOK AND MUSIC WEEK which
our students always look forward to.
The last 'Book and Music Week™ we
celebrated had the theme "Towards
Creativity’. Activitics planned were
geared towards fostering team-spirit
and giving the students a chance to
come up with something original.
Every class had to participate in a con-
cert. What is more, the students were
encouraged to write their own plays,
or adapt plays, or choreograph their
own dances. There were prizes galore
for competitions and quizzes or-
ganized: we had a Mathematics quiz,
a Music quiz, and a Book quiz, a book
fair and talentime for the more musi-
cally-inclined. It was a week to remem-
ber, especially for the school’s poorer
achievers who enjoyed "doing things’
rather than studying.

Talking about the event afterwards
with our weaker girls, T realised how
much studenis dislike labelling. They
said that they liked contributing items
for the exhibition and decorating their
own class to reflect the theme without
being told by teachers what should be
done. They liked being able to think
for themselves. They liked being
placed on an equal footing with the
smarter girls, and winning some of the
prizes. They liked being "clever’.

What they said is food for thought.
It makes you realise why Roger
Mcgough wrote this poem:

Strecmin

Tm in the bottom streme
which meens Im not brigth
dont like reading

cant hardly write

but all these divishns
arnt realy fair

look at the cemetery
no streemin there,

Kyriacou (1986} also warns against
the way in which the teacher's choice
of words may contribute to the effects
of 'labelling’ pupils: the process by
which pupils come to sce themselves

What teachers
really want is the
chance to learn
from others what
really works and
what pitfalls to
avoid in our
attempts to help
our students

and act more in accordance with the
labels that teachers typically use to
describe them. He says that as well as
overt examples of such labelling, for
example, when a pupil is described as
a ‘trouble maker’, there are also covert
cxamples, such as when a pupil is
never invited to contribute to a discus-
sion or cxpecied to do better. Being
set in a low stream or band, he says,
fosters underachievement through its
effect on pupils’ attitudes and self-es-
teem.

Back in school now, after my FPDE
course, I am determined to do some-
thing for our weaker students which I
hope will boost their morale and sell-
image. 1 applied for financial assis-
tance from the Singapore Totalisator
Board to upgrade my Media Library
Centre and got $50 000.00 for the
school. Most of the money is going
towards the purchase of computers
which fellow Media Team members
and I will use to teach our Sec 3 stu-
dents, starting with our Normal stu-
dents, the Word Perfect program.
This is in line with our Pastoral Care
aims of caring for our students and
providing them meaningful enrich-
ment activities. It will be another first
for our weaker students, for computer
technology is normally associated with
the more brainy.

Later, when we are better equipped
and trained, we will venture into
greater use of computer technology to
help our students. Well-designed in-
structional programs, given their char-
acteristics such as small-step learning,
self-pacing, active participation and
immediate feedback, and overlcarn-
ing are ideally suited for students with
special needs.

Though there are books galore on
what makes for effective teaching,
what teachers in Singapore really want
is the chance to learn from others what
really works and what pitfalls to avoid
in our attempts to help our students.
HODs fresh from the FPDE course,
especially, will welcome platforms for
professional sharing, for they will find,
upon their return to school, that

There is nothing more difficult to at-
femp,

miore perilous fo condict,

OF FOFE URCertain in ity SUCCEss,
than to take the lead in the introduc-
tion

of a new order of things.

Because the innovator has for enemies
all those who have done well

under old conditions,

and only lukewarm defenders

in those who might do well

under the new.

{Bender. 19831
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FRANCIS P. HUNKINS

Sharing Our

Instructional Secrets

Explaining teaching strategies to
students allows them to derive more
meaning and enjoyment from their
classes and have greater control over

"Class, today we begin our study of
India. I have several ideas about how I
want to treat this topic. I plan to present
some information to you just io provide
background. However, in much of this
unit, I will be using teaching strafegies
that wall gllow you fo collect data and
then to organize them in particular
ways. You will decide many of your
directions of study. One method I plan
fo use quite a bit is the Taba strategy,
which has three stages: (1) concepi for-
mation, (2) interpretation of data, and
{3) application of principles. When we
use this sirategy, I will go over it in more
detail; however, let me say at this time
that the reason for using it is to allow
vou ia be more involved in processing
the information on India. Also, it will
help you assume more responsibility for
forming particular questions and decid-
ing avenues of investigation. | hope it
will make your studies more enjoyable.

"As we use a variety of methods in our
study of India, we will see many ways in
which we can investigate topics. In
learning these sirategies, we can becorne
skilled in generating our own strategies.”

his kind of talk is uncommon in

classrooms. Teachers rarely intro-
duce new units by explaining the pro-
cedures they will use and their ration-
alc. Although they discuss tried-and-
true classroom activities and various
teaching theories with their col-
lcagues, they often ignore an impor-

their own learning.

tant participant in the educational
scene - the student,

Yet students at any age can benefit
greatly from being aware of the
processes they use in their learning.
Such awareness has been identified as
metacognition - consciously being
aware of our own and others’ cognitive
operation. The key to benefiting from
metacognition is the conscious regula-
tion and direction of thought, which
requires that we step back and con-
sider just what we have been doing
cognitively. This is something that can
be taught.

Sharing Our Methodological Secrets

Most teachers emphasize specific
content in their classes. Theorists
identify this as "knowledge that" -
referring to the specific facts, con-
cepts, rules, principles, generaliza-
tions, and theories that teachers think
are important for studeats to know.
They seldom give equal time to what
theorists call "knowledge how" -
various ways of processing informa-
tion and advancing knowledge.

Even in mathematics and composi-
tion, where processes are taught,
teachers usually do not teach how to
leamn. For example, they do not take
time to help students discover that
professional mathematicians argue
over how to approach and process cer-
tain mathematical information.

Stressing "knowledge how" involves
teaching how mathematicians,
biologists, historians, or fictional
writers ask questions to furnish the
necessary [ocus for action. Asstudents
view the world from these perspec-
tives, they begin to comprehend how
one goes about learning,

When to Share Our Secrets

Teachers can reveal their instruc-
tional sccrets by directly teaching
specific instructional strategies at the
beginning of lessons; taking a class
period or more before the unit begins
to teach a strategy that is appropriate
for the particular lesson; or distribut-
ing handouts that list the steps of the
strategy, the places where il is ap-
propriate, and how to ask particular
questions at each step.

Sometimes an instructional strategy
is more cifeclive when students are
having problems with the lesson. Per-
haps, in a current events lesson, two
newspaper accounts report the same
event differently, and students are un-
sure of how to process the discrepan-
cy. Here teachers can assume the role
of consultant and use the "teachable
moment” Lo teach formally what to do.
Or suppose students read a descrip-
tion of the demise of the Mayan cul-
turc of Central America and are asked
to theorize why the culture declined at
a particular time. This is a "discrepant
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cvenl" requiring investigation, at
which point the teacher can introduce
an inquiry strategy that will enable stu-
dents to reach conclusions.

Specific Secrets

What secrets can tcachers share?
They can tell students the names of the
strategics and the reasons they are
used in certain situations. They can
schedule time to teach the steps of
specific strategics, explaining the ra-
tionale for each. They can discuss par-
ticular types of questions and how to
put them into questioning strategies.
They can also allow students time to
formulate their own questions, draw-
ing on information shared in class.

The Taba method is an inductive
teaching strategy that many teachers
know. In the example at the beginning
of this article, the teacher formally ex-
plains the mcthod to her class. She
says that the first stage of the Taba
method is concept formation, but first
tells the class that they will play a
major role in planning just what and
how they will study about India. With
the teacher's guidance, the students
pose the key questions they have about
India, note that they will primarily be
using the Taba strategy, and list some
expected outcomes of their investiga-
tions. This is part of the planning that
students need to experience and a key
aspect of executive control - the
regulation of cognition,

The students generate a list of ques-
tions about the culture of India. Some
list specific gquestions on how the
religious beliels of these people affect
their daily lives; other focus on
whether the Indian culture is modern
compared with other cultures in the
world. The teacher has the students
look at their questions to determing
types and purpose (assuming that she
has given them some formal lessons on
types of questions - perhaps a brief
version of Bloom’'s Taxonomy of
Educational Objectives with sample
questions under each category).

Suppose one student asks how the
health of Indian people compares with
that of Americans, and another wants
to know how many major languages
are spoken in India. The teacher
directs cach student to classify his or
her question and note the reasons for
it. On reflection, the first student real-
izes that her question could be an

analysis question at its highest level,
and at its lowest level a comprehen-
sion question. She decides it is a com-
prehension question. The second stu-
dent classifies his query as a
knowledge question, but onc of im-
portance in determining India’s cul-
tural diversity. The students note these
and other questions at the beginning
of the lesson as beacons to guide their
investigation.

The teacher now goes to the task of
concept formation, reviewing that this
stage has three steps: (1) identifying
and listing relevant data, (2) grouping
the data according to similarities, and
(3) labeling the categories of data. She
notes that this stage helps make sense
of the vast amount of information that
will be covered.

The students then form learning
teams for processing the information.
The teacher has provided various
types of materials: books, en-
cyclopedias, newspapers, and
magazines. She also gives them a
handout listing the steps of concept
formation, with examples of the types
of questions that can be asked at each
step. Students realize that the original
listing of data will be primarily in
response to knowledge questions such
as "What information can I gather
about Indian culture or about India in
general?"

When students have completed their
lists of data, they will have to group
them by asking questions to determine

e ety
Students at any age
can benefit greatly
from being aware of
the processes they
use in their learning.
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common attributes. Questions such as
"What items belong together?” can be
at the comprehension or analysis level.
Students who have difficulty with this
can cilher ask a fellow student or gain
specific guidance from the teacher,
who encourages them to monitor how
they process the data. This monitoring
function is part of executive control. If
students arc not getting information
that they deem uscful to their focus,
they can revise the questions they are
asking.

After the students have organized
the information into clusters, they
must ask analysis questions to deter-
mine the key attributes of the informa-
tion organized, and synthesis ques-
tions to generate labels for the mfor-
mation. Again, the teacher must have
introduced these types of questions to
students and shared the scerets of
questioning.

At the conclusion of this first stage,
the class has clustered data under the
categories of clothing, food, village
life, city life, religion,and art. The stu-
dents must now ask evaluation ques-
tions to determine if these categories
are useful. This is the third major stage
of executive control - checking out-
comes. The teacher might also ask
them to evaluate how they generated
the categories. In a class discussion,
students could share their methods of
processing the information. The
tcacher might point out that being
aware of the questions we ask helps us
remember the information and the
reason for organizing it, and discuss-
ing this phase of concept formation is
a rehearsal for the next time concept
formation is used. Structured rehears-
als of strategies result in their being
used later in similar settings (Ringel
and Springer 1980).

After the students have judged that
their categories are valid, the teacher
can directly tcach the sieps of the
second stage of the Taba strategy, the
interpretation of data, which include
(1) identifying points, (2) explaining
items of identified information, and
(3) making infcrences. The students
conlinue working in tcams, taking the
data generated in the first stage and
asking questions that will take them
through the interpretation stage. The
students are encouraged to ask ques-
tions such as "What are some impor-
tant aspects of village life in India?"
and "Why do you think such activities

Ty e e
Teachers can tell
students the names
of the strategies
and the reasons
they are used in
certain situations ...
[and] can schedule
time to teach the
steps of specific
strategies,
explaining the
rationale for each.

occur?” To shift the focus, the teacher
could ask, "How might we describe the
key features of Indian art?”

The students are then guided
through the other two stages, finally
being asked (or asking their own) syn-
thesis questions to generate inferen-
ces or conclusions about Indian cul-
ture. The teacher again takes class
time to discuss the proctdurcs, cn-
courage students to consider the
reasons for their actions, and explain
the rationalc for what she has been
doing. Thus, students realize that they
arc responsible for their learning and
that the teacher is serving as a guide
and process crilic.

The third stage of the Taba strategy,
the application of principles, is dealt
with similarly. The teacher explains
that the stage has three sets of opera-
tions: (1) predicting consequences or
hypothesizing, (2) explaining predic-
tions and hypotheses, and (3) verifying
the predictions. The students are
given time to use this information by
gither adding more depth to their un-
derstanding of Indian culture or using
their knowledge of it as a basis for
analyzing other cultures.

Learning to Learn

A multitude of other strategies is
available, and teachers should know
the specifics of many of them. But
they should also teach these strategies
to their students. By sharing their in-
structional secrets with students,
teachers will enable them to be more
capable, efficient, and satisfied
learners.
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NORA REDDING

The Empowering

I earners Project

In Aurora, Colorado, the secret is out. Teachers
are sharing their knowledge about learning and
thinking with students to help them become

In a quest to make schooling more
effective, educators can choose
from myriad solutions and programs
designed to "fix it". Our distnct, to
date, has offered classes in Madcling
Hunter’s Instructional Theory Into
Practice, Teacher Expectations Stu-
dent Achievement (TESA), Assertive
Discipline, writing across the cur-
riculum, thinking skills, 4-MAT,
cooperative learning, learning styles,
cognitive learning styles, peer coach-
ing, reading in the content areas, and
others.

To coordinate these disparate en-
deavors, we searched for a framework
that would validate having differing
people attacking the same problems in
differcnt ways. Wc sought a banner
that would unite our cfforts. Finding a
common link proved elusive until we
turned our attention away from the
programs and what teachers do and
onto our students and the process of
learning.

Now our rallying cry has become,
"Let’s empower our students with
knowledge about how learning oc-
curs." We call our program the Em-
powering Learners Project, and our
goal is to share with our students what
we as professionals know about learn-
ing and thinking. It doesn’t matter,
then, whether a teacher is using
TESA, writing across the curriculum,
thinking skills, or learning styles. Our
teachers tell their students what ap-
proach is being used, explain why, and
help them assimilate and apply that
knowledge in becoming independent

autonomous learners.

learners.
Empowering our students essentially
means four things: (1) teaching stu-

dents what enhances and what im-
pedes learning; (2) helping them
recognize and further develop their
own personal learning strengths; (3)
teaching them specific thinking and
lcarning strategies; and (4) passing on
the responsibility for learning to them.
e e S e ]
It doesn’t matter
whether a teacher is
using TESA,

writing across the
curriculum,
thinking skills, or
learning styles. Our
teachers tell their
students what
approach is being
used, explain why,
and help them
assimilate and
apply that
knowledge.

Learning Enhancement

First, we want our students to learn
which behaviors and attitudes inten-
sify learning and which inhibit it. They
should know how novices differ from
skilled learners and should be able to
identify the characteristics of effective
thinkers. A few representative ex-
amples will illustrate the variety.

The Huntermodel. Teachers provid-
ing anticipatory set should also teach
(1) the importance of focusing atten-
tion before attempting tolearn and (2)
the need to access prior knowledge in
order to link new information to what
is already known. Whether they use
the term anticipatory sets with students
is unimportant. What is important is
that teachers explain what they are
doing and why. For another example,
teachers using closure should explain
how an immediate review of new
learning increases retention. Their
students should understand that by
rclating new information to personal
interests, experiences, and needs in as
many ways as possible, they are creat-
ing links to that information that will
help them recall and apply it later.

Writing across the cwmriculum, Stu-
dents who arc asked to do mapping,
webbing, or graphing activities should
know that effective learners organize
information in personally designed
structures for storage in memory.
They should also appreciate the
power of "chunking" (organizing infor-
mation in packages for efficient recall
and use) and understand how the
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graphics they create help chunking to
occur,

TESA. Teachers trained in TESA
should explain to their classes why
they persevere when a student doesn’t
respond immediately. Their students
should know some critical differences
between skilled and unskilled
learners; for example, the skilled
learner beheves she can suceeed:
therefore, even when the answer isn't
apparent or the first solution doesn’t
work, she keeps trying. On the other
hand, if the problem isn't easy, the
unskilled learner believes he can't do
it and gives up too soon. What's more,
students should be able to identify -
and celebrate - examples of effort and
perseverance in their own behavior
and in that of their classmates.

Feer coaching. Pcer coaching docs
not involve students directly, but it of-
fers another opportunity to teach
about learning. When the peer coach
comes to observe, the teacher can ex-
plain the purpose of the visit: to pro-
vide feedback to help her be self-
reflective and analytical about her
work. She can become a living ex-
ample of the importance of planning,
monitoring, and reflecting on perfor-
mance.

The second area of concentration in
our project involves (1) making sto-
dents aware that different people have
different learning styles and strengths
and (2) helping them recognize their
own strengths and develop additional
ones. As with all the other goals of
Empowering Learners, cach teacher
will include whatever information is
relevant to the instructional theory or
strategies he uses. The following ex-
amples illustrate what we have done.

Learning styles. Teachers
knowledgeable about learning styles
can share useful insights about learn-
ing strengths with their students. They
can help students understand ele-
ments of their styles, such as:

# environmental preferences (At
what time of day or in what type
of lighting do I learn best?);

@ structure preferences (Do 1
learn best from an authority fig-
ure, with friends, or by myself?

E—ses et e e gt
We believe teachers
should give

students choices -
not necessarily in
learning outcomes
but in methods of
reaching them.

DoIworkbest in a free environ-
ment or in a highly structured
setting?);

® modality strengths (Am I a
visual, auditory, tactile/kines-
thetic, or emotive learner?).

® cognitive strengths (Am I a
holistic or an analytical thinker?
Do I categorize broadly or nar-

rowly?)
Onece a student has identified her

own preferences, she can learn how to
adapt learning tasks to her strengths
and how to reinforce her areas of
weakness.

Cooperative learning. One of the pur-
poses of working in small cooperative
groups is to learn from and help one
another, not only in learning content
but also in developing learning
strengths. Teachers can stress the
power of perceiving, representing,
and communicating information in
different ways. They can encourage
siudents to teach each other from their
special and particular perspectives.
For example, a visual learner might
represent information with a picture
or chart, the auditory learner can ex-
plain the information in her own
words, and a kinesthetic learner can
add rhythm or movement to his
presentation. Each can then explain to
the others how he conceptualized his
demonstration and help his
classmates develop the ability to do
likewise.

Writing across the curriculum.
Teachers can point out the different
ways writing tasks can be used to sup-
port modality preferences or cognitive
strengths. For example, as a memory
device, visual learners might be en-

couraged to draw illustrations, while
auditory learners can rewrite informa-
tion for a younger person. Holistic
thinkers can turn sequential informa-
tion into pictures, symbols, or Venn
diagrams, while analytic thinkers
might compose hierarchies, flow-
charts, or webs. Further, teachers can
stress that matching the writing ac-
tivity to the style of the student can
enhance the learning of difficult
material and that practicing casy
material through a learning style
weakness can help develop new
sirengths.

Thinking skills. Teachers trained in
thinking skills instruction can also ad-
dress learning strengths. For example,
the deep processing lesson from TAC-
TICS for Thinking (Arrendondo and
Marzano 1986) teaches how to store
new knowledge in memory for in-
creased retention. The student learns
to represent the information in four
ways: visually, through self-talk, with
sensory details (sounds, smells, and so
on), and emotionally. As students
learn the technique, they can also
learn about modalities and how the
four components relate to different
learning styles. They should then un-
derstand that deep processing is a
method of using their modality
strength and at the same time
strengthening arcas of weakness.

Specific Learning Strategies

The third goal of the Empowering
Learners Project is to teach specific
lcarning and thinking strategics. In
this instance, a guideline for teachers
is to be sure, whenever giving an as-
signment, that students know the
specific thinking strategies required to
complete it. In addition to naming and
providing direct instruction in them,
teachers should help students an-
ticipate how those strategies might
transfer to other classes and to situa-
tions outside school. Here are some
examples.

Reading in the content areas.
Teachers who have learned reading
comprehension methods should not
keep that knowledge a secret from
their students. When conducting a
pre-reading activity, such as having
students pose questions for an upcom-
ing reading assignment, for example,
they explain the purpose of the ac-




tivity. Their students learn that
predicting and posing questions serve
to focus the reader’s attention,
promote access to prior knowledge,
help define main points, and raise the
reader’s level of cngagement. After
students understand the strategy, their
teachers can help them anticipate
other uses for it, for example, when
viewing a documentary or listening to
a lecture.

Thinking skills. The teacher who in-
structs his students in critical thinking
should do more than teach strategies
such as detecting errors in logic,
evaluating evidence, or checking for
support. Knowing how to check for
evidence or justify a claim is not
enough if a student is wildly impulsive
or closed-minded. The teacher should
also convey that critical thinking is dis-
positional in nature. That is, certain
dispositions, such as the tendencies to
scek clarity and accuracy, resistimpul-
sivity, and remain open-minded,
promote the use of eritical thinking,
The teacher should also help his stu-
dents anticipate situations in and out
of school in which critical thinking is
important, for example, making con-
sumer choices or political decisions.

Responsibility for Learning

The last goal of our project is to pass
on the responsibility for learning to
our students. We attempt to do this
through pep talks, choices, and
rewards. Pep talks can range from the
cliche ("You can lead a horse to water
... ") to the highly personal ("I never
realized my own responsibility for
learning until ..."). One teacher hung a
banner of a quotation from her pep
talk above the chalkboard: "The
primary cause of learning is the ac-
tivity of the learner’s own mind." Stu-
dents discussed and then wrote their
reactions to this sentence. They
agreed almost unanimously that even
the best teaching could not make them
learn. They realized that their own ef-
fort or lack of it would ultimately
determine their level of suceess.

In addition to pep talks, teachers
should give students choices - not
necessarily in learning outcomes but
in methods of reaching them. Once
students understand something about
learning theory, they can easily ex-
plore how to approach a learning task.

e = RS o o — i
Once students
understand
something about
learning theory,

they can easily
explore how to
approach a learning
task.

With the freedom to choose strategies
and activities effective for their par-
ticular learning styles, they are more
apt to assume responsibility for their
own learning.

Last, teachers can recognize success
with rewards. These might range from
verbal reinforcements ("I noticed you
really stuck with that difficult problem
- good perseverance!”) to points on a
test ("Describe the learning strategies
you used to prepare for this exam.").
Students can also be encouraged to
reinforce each other. For example,
members of cooperative learning
groups can evaluate each other for use
of effective strategies or point out a
learning strength they noticed in a
classmate.

Pep talks, choices, and rewards
should occur often throughout the
year. Frequent reminders will create a
climate in which students think of
themselves as powerful, autonomous
lcarners and, as a result, begin to as-
sume responsibility for their own
progress.

Breaking Old Habits

One year into the program, interest
in the Empowering Learners Project
hasspread widely among our teachers.
However they are finding the
philosophy easier to agree with than to
put into practice. Thinking of students
as dependents is a perspective difficult
to replace. Even though they agree
students should understand the
process of learning, the old habit of
keeping secrets persists.

For example, one teacher reported
negative effects from using extended
wait-time in class. Asked what ex-
planation she had given her students

for making this change, she replied, "I
didn’t tell them what 1 was doing."
Her staff development instructor
protested, "But that’s the whole point
of Empowering Learners - letting the
students in on the strategies of learn-

mg.

"We can’t do that,” she replied. "We
would teach ourselves right out of a
jobt"

Nevertheless, some teachers are
finding that when they explain the
learning principles on which class ac-
tivities are based, students begin to
sense their own potential and become
more active in their own learning, In
onc case, an entire class suggested to
their teacher how he should revise the
course for the following year. In
another, a group of freshmen became
so involved in their science class that
they began calling their teacher in the
evenings to ask technical questions.

Thus far in the program, we have
secn improvement of instruction. Ex-
plaining the theory base to students
has helped teachers become more
strategic, more awarc of the link be-
tween their instruction and the result-
ing learning of their students.

The ideal is still to come - improve-
ment of Jeaming. As onc teacher said,
"The Empowering Learners Project
isn't about my doing my job better. It's
about teaching my students to do their
jobs better." That’s exactly it.
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KENNETH STOTT

Using the Outdoors:

A Different Approach to
Manager and Management

Development

Outdoor Management Development provides
a powerful and stimulating tool for
learning where effects of decision are

There is growing interest in the use of
outdoor components in management
programmes. This arficle examines
what Outdoor Management Develop-
ment is and the processes involved, and
describes the work which i currently
taking place in Singapore in the educa-
tion field.

szr the past fifteen months, some
casual observers in Singapore
may have seen mature men and
women climbing trees, tcaring maps
and crawling under bushes. On one
occasion, they may have even seen
them trying to balance precariously on
planks and eventually falling into the
sca. Some of these observers may
reasonably have asked what all this has
to do with making people better at
their jobs, be it school principals,
leaders of voluntary organisations, or
managers from commercial and in-
dustrial concerns.

The system of training, of which such
above may form a part, is called Out-
door Management Development, or
OMD for short. It uses outdoor exer-
cises to help managers develop their
skills. It is no surprise that participants
arc often seen to be enjoying themsel-

felt with immediacy

ves: OMD is intended to provide a fun
way of learning in a pleasant and chal-
lenging environment.

OMD is also a very serious business
- it has Lo be in view of the organisation
and extensive resource commilment
involved. The system has to be scen
essentially as the development of
managers (iraditionally undertaken in
the classroom) but using the outdoors
as a powerful and stimulating caviron-

h

2
Decisions, decisions

ment. "Classroom teaching we can
neatly allocate (relegate) to an ap-
propriate memory file ... physical and
real experience is more likely to per-
turb" (Mossman, 1982). By pulting
people in problem situations which
are very real in themselves (as op-
posed to paper cxercises in the class-
room) the effects of decisions are felt
in a real way. For example, a group of
school principals was given the task of
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navigaling some unfamiliar terrain.
Some critical decisions had to be
taken about directions and time. Had
the decisions been inappropriately
conceived, they could easily have been
lost for over four hours. The conse-
quences would have been at least un-
comfortable. Under these circumstan-
ces, learning is intensified and it is
argued by leading exponents of the
systems that learning is a speedier
process than by any other method of
training.

Unlike more conventional forms of
iraining, this system tends to expose
individuals, since the circumstances
generally dictate that they cannot hide
from their participating colleagues
nor from situations which the exer-
cises provide. In some exercises, par-
ticipants may be under extreme pres-
sure, operating with unpredictable
people and unpredictable events, and
these may simulate the conditions
under which they work as managers in
their own organisations. From these
situations comes clear data about per-
formance, and this can be used as a
basis for feedback and questioning.

Programme focus

Most OMD activities focus on the
development of process and interper-
sonal skills. The exercises are
designed to relate to processes in-
volved in management jobs, and to

employing intellectual, physical and
emotional skills in harmony. Mossman
(1983) identifies two different levels:
‘manager development’ which con-
centrates on individual performance,
and 'management development’
which looks at collective performance.
The latter focus may be particularly
relevant to those organisations which
send a complete management team on
a programme 5o that they can consider
their working relationships. It is ar-
gued that an understanding of
colleagues’ behaviour in high pressure
situations will help managers under-
stand each other better at work when
difficult tasks emerge. So, for ex-
ample, a school which genuinely uses
its management team to manage the
school may go on a programme
together in an attempt to acquire a
fuller understanding of colleagues and
their preferred behaviours.

Progressive challenge

OMD programmes which are skilful-
ly designed make learning a progres-
sive experience. Managers may be not
only at different stages of personal
development, but their managerial
roles may have substantially different
emphases. For example, for a manager
with a highly complex role, such as that
of a school principal, to deal with
simple problems which have estab-
lished successful solutions would

School principals discovering the inadequacies of their planning process

hardly be challenging. It would be bet-
ter to focus on a simple problem to
which there is no clear solution. In this
way, the manager learns how to work
with colleagues in evaluating potential
solutions and how to implement them
effectively. As skill emerges in dealing
with solution uncertainty, managers
may then be presented with increas-
ingly ambiguous problems. This clear-
ly parallels the situations at the top of
organisations (particularly schools)
where the work is complex, environ-
mental demands uncertain and where
there is much ambiguity in terms of
problem definition and solution.

An OMD programme reflects these
progressive development needs. In the
carly stages, an exercise might
demand that participants cross an
obstacle using some materials which
are provided and within a given time,
Later, the problem itself may be made
more complex and the solution uncer-
tain. For example, participants may
have to handle a mass of apparently
unrelated information. Codes and
cryptic clues may be used and these
can only be deciphered when they ar-
rive at various locations. They may
then need to set up a system of respon-
sibilities and procedures in order o
manage the task. Such an exercise
would test assumptions and call on a
host of organisational interpersonal
skills, as well as demanding a need to
prioritise effectively.

OMD objectives

There are several objectives which
OMD might attempt to achieve. Cres-
wick and Williams (1979) talk about
results being achieved at personal,
managerial and team levels whilst
Muossman (1982) identifics:

(i) personal growth

(i) manager development

(iii) team development

(iv) ~management and organisation
development

(v) assessment

Those who have taken part in
programmes may well support several
of these objectives but it is important
that the desired outcomes are iden-
tificd before the learning experience is
designed. Whilst personal growth may
be seen as integral to manager
development, the rather vague nature




of claims such as °the building of
leadership qualitics” may do little to
support the notion of OMD having a
direct effect on performance in the
workplace.

Programme patterns

The pattern of courses is also a vital
consideration. The work currently
being undertaken in OMD by the team
from the Institute of Education is
based on Kolb et al.’s (1971) four stage
model of experiential learning. The
first stage *concrete expericnce’ isTep-
resented by the outdoor exerciscs
which yield learning data. The second
stage ‘reflection/observation’ is
covered by discussion and reviews of
what took place. These may be sup-
ported by observations from
facilitators and co-participants and by
the use of video. The next stage
‘abstract conceplualisation’ is ef-
fected through reference to ap-
propriate theory by reinforcing con-
gruence and identifying preferable
practice. The final stage 'active
experimentation’ refers to the state-
ments of intent about revised practice
in the next cxercise or in the
workplace.

This well established framework has
been highly successful in dirccling the
focus away from the physical activity
{used simply as a vehicle for learning)
and firmly towards the transposition
of learning to managerial practice. In
order to improve the whole process
for some learning objectives, the In-

If we go that way, weﬂ' end up in Banglok

stitute team has added a stage at the
beginning which might be called
*preparation’. This is closely related to
the "active experimentation’ stage and
presents conceptual frameworks in
which the concrete experiences might
be better managed.

Resource demands

The claims to the success of OMD
are very persuasive, but manager
development has to be effective and
fast in relation to other methods in
order to justify the resource commit-
ment. There are demands in terms of
personnel, facilities, equipment and
time. The right people have to be in-
volved in the design and deliveryof the
programme. The key designers must
have expertise in outdoor exercise
design and in manager development.
The consequences of inappropriate
exercises (from either a safety or
learning cxperience viewpoint) are
too serious to be taken lightly. Group
facilitators (those who work with small
groups of participants, observing them
and guiding their evaluation discus-
sions) must have a thorough under-
standing of the processes involved and
the way in which learning is
heightened before, during and after
the experience. Their part in review-
ing exercises is of utmost importance
and Mossman (1982) claims that the
quality of review hinges on the skill
and sensitivity of supervising staff.

Locations also have to be ap-
propriately sclected and equipment

must be safe. The time involved in set-
ting up outdoor exercises is consider-
able. If maps are used, referenceshave
to be checked meticulously and visits
to locations have to take place to en-
sure everything is in order. The desig-
ner also has to decide on the ap-
propriate level of difficulty of the ex-
ercise. If it is too simple, total success
can yield little learning, whereas if it is
impossibly difficult, participants can
become so demoralised that they are
not willing to learn in the review ses-
sioms.

Effects on managerial practice

The key to the success of OMD lies
in its effectiveness in fulfilling chosen
objectives in terms of improved per-
formance in the workplace, although
it has to be said that this transaction is
difficult to substantiate. Nevertheless,
those providers and clients who have
had an extended association with the
mecthod claim intuitively that it works
and that it has a considerable effect on
the workplace. In the absence of any
proven linkage, OMD practitioners
have opted for a review and reflection
process which attempts to transpose
lcarning on the programme to the
work setting through ‘intention’. The
methods used have generally encom-
passed self-assessment, peer feed-
back, application of conceptual
frameworks to illuminate simulated
experiences and discussions to iden-
tify linkages between exercise ex-
periences and those in the jobs. Some
OMD exponents choose to enhance
the last of these by using training staff
from the client organisation to share
the facilitator’s role.

Wide interest in OMD

Because it is unigue, it has attracted
a great deal of attention from the
media, particularly in countries like
the UK where OMD is enjoying great
financial success. "Such coverage how-
ever tends to focus on the physical
aspects of various courses and conse-
guently to feed the 'macho’ mythology
which has unfortunately begun to sur-
round these programmes” (Beeby and
Rathborn, 1983). This may be due in
large part to the association of OMD
with approaches like 'Outward
Bound’ and "Adventure Education’.
There are similarities but there are
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also immense diffcrences and in the
interests of clarifying the focus of
OMD for prospective participants, it
may be worth drawing the distinction.

Outward Bound is a highly success-
ful organisation startcd during the
second world war and which pursues
such worthy ideals as increasing young
people’s maturity, confidence and ex-
perience. It also promotes the notions
of service to the commumity, a par-
ticularly worthwhile feature in the
south-cast Asian context. In many
people’s minds, it is still associated
with early morning runs and a Spartan
regime, connecting a healthy body
with a healthy mind. Adventure
Education, in which OMD has its
roots, uses challenging outdoor pur-
suits with potential danger and a
strong technical emphasis to offer
decp personal and social awareness
expericnces. There is a substantially
different emphasis in OMD; "Adven-
ture is used as an educational vehicle
... in an effort to realise specific objec-
tives ... in relation to the individual’s
personal development and the work
situation" (Williams, 1980).

Because of this work-related cm-
phasis, OMD can accommodate

managers of all ages, shapes and sizes,
and programmes can be “tailor made’
for the client group’s capabilities and
learning objectives. In practical terms,
this involves the designer meeting the
client organisation to discuss the sorts
of outcomes which are sought. This
partnership approach can only en-
hance the potential benefits of such
programmes by ensuring that objec-
tives arc appropriately directed and
significantly real to the organisation.

OMD with Singapore educationalists

Since late 1989, some innovalory
work has been taking place with
educationalists in Singapore using the
OMD approach. A group of manage-
ment lecturers from the Institute of
Education has been collaborating with
clients such as the Ministry of Educa-
tion in an attempt to improve scnior
management capabilities in the ser-
vice. Managers, including principals,
vice principals and heads of depart-
ment, have been given the opportunity
to develop skill in planning, decision
making, teamwork and leadership
using the method. The objectives of
such programmes have mostly been

directed at improving managerial per-

Things always seem much easier on paper

formance in the selected topic area.
The reactions of participants have
generally been favourable, and the
limited research which has accom-
panied the programmes has indicated
a deeper knowledge of strengths and
weaknesses, and an increasing under-
standing at the end of the programmes
of how improvement might be ef-
fected.

The limitations of such rescarch are
recognised and there is a strong case
for extending the scope of investiga-
tion to performance in the workplace.
The initial findings however arc en-
couraging, and with organisations in-
creasingly recognising the importance
of providing development oppor-
tunities for their managers (both in-
dividually and corporately), it seems
the outdoor experience, with its
stimulating and productive im-
mediacy, has a valuable part to play in
this process.
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RON BRANDT

On Leadership and Student Achievement:
A Conversation with Richard Andrews

Gains and losses in students’
test scores are directly related
to teachers’ perception of their
principal’s leadership.

've known for a long time that

good schools had good prin-

cipals, but we didn't know what that
really meant.

And now you do?
If we define the good principal as

someone who provides instructional
lcadership for the school, yes. One of
the reasons earlier rescarchers didn’t
discover as much as they might have
was that they weren’t asking the ones
who supposedly were being led: the
teachers. Our research has focused on
teachers’ perceptions of the leader-
ship of their principals - and we’ve
found some interesting things.

But how do you know the teachers’ per-
ceplions are accurate?

Because they correlate with in-
cremental growth in student academic
achievemeni.

So you've got both professional judg-
ment and data?

That's correct, and they're both
valid. Rescarchers may mistrust per-

ceptions, but in a sense the only reality
is perceived reality - and people’s per-
ceptions of their surroundings have a
powerful influence on what they do.

How does your research relate to the
literature on effective schools?

The foundation of our work is
Ronald Edmonds’ hypothesis that
school charactenstics are related to
student achievement and that they can
be observed ex post facto. Ron's work,
of course, was mostly observational:
first locate schools with high achieve-
ment, then look to see what you find in
those schools that correlates with the
achievement. We've gone about it by
systematically gathering data from 100
schools over a three-year period,
measuring the growth in achicvement
of individual kids within those schools.
Another difference is that Ron was
oriented to the equity issue, so he
focused almost exclusively on
socioeconomic status. He didn’t deal
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with black kids as such, for example.

Our research includes both the
socioeconomic and the ethnic factors
- but it also goes beyond them to look
at the incremental growth of all kids.
We certainly want traditionally under-
achieving kids to achieve at a faster
rate than those who have traditionally
achieved well, but we’re also finding
schools where students from all
groups do better than they ordinarily
would.

How is that related to principal leader-
ship?

First I should explain that, based on
teacher perceptions and other data,
we have identified three differcnt
kinds of schools. One group, which we
call "high profile" schools, have prin-
cipals who in the perceptions of
tcachers are strong instructional
leaders. According to teachers’
reports, the schools are also charac-
terized by having high expectations,
frequent monitoring of student
progress, a positive learning climate,
and goal clarity. There’s another
group of schools where teachers say
those things are not present. We call
them "low profile” schools. The third
group of schools is in between, or the
average schoal.

When we first analyzed the achieve-
ment scores of the 100 schools, we
found similar patterns in all of them.
‘White kids were generally at about the
62nd percentile in mathematics, while
on the average black kids were at
about the 47th or 48th percentile. But
when we analyzed their incremental

two years later, we could see
changes for students from both groups
in both reading and mathematics. We
plotted where each child had been in
the spring of "82 and where he or she
was in the spring of "84 - and we've
done that in two succeeding years:
spring of '83, spring of *85. If a student
began at the 60th percentile in mathe-
matics and if two years later his score
was still at the 60th percentile, that was
zero incremental growth. If it was at
the 62th percentilc, that was two per-
centile points of incremental growth,
which divided by two is onc point per
year. We did that for all kids within
every ethnic and socioeconomic group
in the school.

We found highly significantly dif-
ferences in achievement between stu-

dents in high, average, and low profile
schools, For example, in the high
profile schools, the incremental
growth for black kids® achicvement in
math was over three percentile points
for the two-year period, while in the
low profile schools they actually lost
ground at nearly the same rate. White
kids in the high profile schools were
going forward at nearly one-and-a-
half times what would ordinarily be
expected, but in the low profile
schools the white kids were going
backward in mathematics just as the
black kids were.

Your design seems unusual. Haven't
most researchers tended to look at

group, rather than individual, growth?

In general, yes. The one segment of
education that has looked at in-
cremental growth over specific time
periods is special education. For a
special education student, teachers
gather baseline data and compare

subsequent evaluations against the
baseline data. It’s not a question of
what other kids are doing; in a mulii-
handicapped child it may be the flick-
er of an eyelid that’s the first step of
incremental growth. I think general
. e T e P
We might say that
where teachers have
very positive
perceptions of the
quality of their
workplace, they are
more productive, so
we see incremental
growth in student

achievement.




education nceds to learn something
from that.

In Bact, the schools in your study probab-
Iy don't keep their records that way.

They don’t. As in most districts, they
get back the average level of achieve-
ment; they get the number and per-
centage of kids in the upper three,
middle three, and lower three
stanines; they get normal curve
equivalent scores on cach student; but
they do not get incremental growth
SCOres.

Let’s be clear about this. You are saying
that in schools with strong instructional
leadership, individual student scores go
up over time.

That is correct. Remember that our
characterization of these schools as
"high profile" is based directly on
tcachers’ perceptions of the quality of
their workplace. We might say that
where teachers have very positive per-
ceptions of the quality of their
workplace, they are more productive,
50 we see incremental growth in stu-
dent achievement.

We might think that extrancous vari-
ables, such as whether the school
building is new, old, or whether the
district spends $2,500 or $4,000 per
pupil, would be the primary deter-
minant. Those things may play a part,
but what is far more important is the
quality of the rclationships with other
human beings in that environment.
And since the principal is in the best
position to influence that, we would
expect his or her leadership to be an
important variable, and sure enough it
is.

Yould you explain how you assessed
teachers’ perceptions of their prin-
cipals?

We began with an effective schools
questionnaire that measures nine
characteristics of the school. We
asked collaborative teams of practic-
ing teachers, principals, and college
professors at the University of
Washington to read the literature ona
particular characteristic, such as
strong leadership. Then we asked
them, from their experience in schools
and from the literature, to generate a

measure; we didn’t tell them how. We
did a factor analysis on all the items
they came up with. We ended up with
96 items, of which 18 measure the in-
structional leadership of the principal
(see sidebar). We have field-tested
those items in urban, suburban, and
rural districts and found them to be
extremely consistent and reliable. For
example, with 125 teachers rating 61
principals in the spring of 1984 and
then a ycar later, the test-retest
reliability for the strong leader factor
was .72, so we'te dealing with very
stable perceptions in the minds of
teachers, concerning the leadership of
the principal.

What do these items deal with? What is
it that teachers perceive as instructional
leadership?

I can even tell you what tcachers con-
sider highest priority because we've
identified 21 outstanding principals
through a triangulation process - that
is, they not only score high in teachers’
perceptions, but they're also regarded
as leaders by their peers and by their
superintendents. We've then gone to
the teachers who work with those prin-
cipals and asked them Lo select from
our 18 items the characteristics that

iz e S o == -
One of the reasons
earlier researchers
didn’t discover as
much as they might
have was that they
weren’t asking the
ones who supposedly
were being led: the
teachers. OQur
research has
focused on teachers’
perceptions of the
leadership of their
principals - and
we’ve found some
interesting things.
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Having visited all
these principals,
having been in their
schools, I can say
without qualification
that whenever the
spark of leadership
emerges within their
teachers they see it
and nurture it.

are most important and state why. The
results surprised me.

First is being a visible presence in the
school. Now, that is comtrary to what
to what has been found in exemplary
studies such as John Goodlad’s Study
of Schooling. The conclusion from
these studies has been that in the typi-
cal school, teachers don’t want their
principal in the classroom. I think this
shows the difference between the typi-
cal school and schools with principals
who are exceptionally strong instrue-
tional leaders. In these schools, 78 per-
cent of the teachers say they go to the
principal with instructional matters or
concerns. They seek these principals
out; they want them in their class-
FOOMS.

The second most important thing
their principals do, according to these
teachers, 1s set avision for their school.
These principals don’t sit around wait-
ing for someone to tell them what their

school is supposed to do; they have a
definite idea about the purpose of
their school.

And they get the resources to help
their teachers deliver, Teachers tell us
that when they go to their principal
with an idea, he or she knows about the
resources, is well versed in the litera-
ture, and knows people who can pro-
vide staff assistance and development.
The principal’s response is. "That’s a
good idea. I've heard about a pro-
gram,” or "1 know so and so. I'll put you
in touch with her. We’ll find a way for
you to do that." One thing these prin-
cipals do is arrange for their staff
members to be staff developers for
others in their school.

How can one individual - even the ap-
pointed leader - have so much influence?
One of the criticism of early effective
schools research was that other factors
might not have been taken into con-




sideration. Maybe in certain schools cir-
cumstances permitted the principal to
be a leader while in others, the school
may make the leader rather than the
leader making the school.

We have schools that are good even
though they don’t have a principal who
is a strong instructional leader; how-
ever, we do not have any which have
attained excellence. One school, for
example, has such a strong staff that it
has in the last four years spawned
three principals: teachers who have
gone on to become principals in other
schools. And all three have close to
being strong instructional leaders in
their first one or two years as principal
in a new school, which is tough to at-
tain. We’re talking about a very potent
group of teachers - but the school was
unable to become a high profile school
until it was assigned a principal whom
the teachers perceived was an instruc-
tional leader.

We have some examples where a
principal is regarded as a strong in-
structional leader, moves to another
school, and in two consecutive meas-
urcments is reported as a strong in-
structional leader by the teachers in
the new school: the school moves into
the high profile category. That tells me
not that the principal makes the
school, but that the school was unable
to achieve excellence without that
kind of principal.

By “strong leader;” are you implying an
autocratic style?

Not at all. The leaders we're talking
about know how to empower people
and yell, "Charge." They are both
generals and sheepherders. The ones
I call sheepherders collect around
them a group of people that is in some
ways like a sheepherder and his dogs.
I don’t mean to imply that teachers are
sheep or that the principal trains the
dogs and call the shots - it's not a
perfect metaphor - but there's a team
that works closely together that
"guides” the rest of the staff. In my
analogy, the dogs do much of the work
of keeping the whole group together
and moving in the same direction, but
the sheepherder is crucial to the
process. The principal has to be the
keeper of the dream and shepherd, if
you will, the direction.

Now, in the case of the new principal

who made such a difference, if you talk
to teachers in the school, some will say
that the new principal didn’t do any-
thing; they did it all themselves.
Others, though, will say they were
trying to do it themselves before, but
they couldn’t pull it off. What was
needed was for the right principal to
provide that facilitative force.

Some researchers - [ think of Russell
Gersten and Doug Camnine - contend
that while schools do need instructional
leadership, it doesn’t necessarily have to
be provided by the principal. Some
people are good at getting others to do
what they're not good at. T guess you're
saying that in itself is a form of leader-
ship?

The point is that the principal who
simply sits back and says, "Okay, I'll let
you do it" is not providing leadership.
That’s a leadership vacuum the
teachers are having to fill,

How about the notion advanced by Al-
bert Shanker and others that schools
should be run by lead teachers rather
than by principals?

I think that unfortunately Mr
Shanker is arguing from circumstan-
cesrather than from ideals. As near as
I can determine from listening to him,
his position has been arrived at strictly
from a monetary standpoint. He says
we can’t afford to increase every
teacher’s salary by $10-20,000 a year,
so we're going Lo have to increase
teachers’ salaries selectively. To get
around the merit pay issue, he would
increase the respomsibility of some
teachers, call them lead teachers, and
pay them for the increased respon-
sibility. Well, it’s a nice idea, but if
teachers’ perceptions of the quality of
principal leadership is the single
greatest predictor of incremental
growth in student achievement, that
approach could depress student
achievement for the sake of increasing
a few teachers’ salaries.

But of course you're talking about the
way schools are organized now. A di-
ferent model could work quite differently

Yes, there’s the hospital model, for
example. You know: you have the ad-
ministrator, and then you have the
professionals who make the profes-
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We found highly
significantly
differences in
achievement
between students in
high, average, and
low profile schools.
For example, in the
high profile schools,
the incremental
growth for black
kids’ achievement in
math was over three
percentile points for
the two-year period,
while in the low
profile schools they
actually lost ground
at nearly the same
rate.




Dimensions of Instructional Leadership

Percentage of Teachers

Whé Strongly
Agree or Agree

Strong Average

Weak

Leader Leader Leader

RESOURCE PROVIDER

11

Promotes staff development activitics
for teachers

1.2 Is knowledgeable about instructional resources

13 Mobilizes resources and district
support to help achieve academic goals

14 s considered an important instructional
resource person in the school

INSTRUCTIONAL RESOURCE

21  Encourages the use of different instructional
strategics

22  Issoupht out by teachers who have
instructional concerns or problems

23  PBwaluation of performance helps to improve
teaching

24  Aszists faculty in interpreting test results

COMMUNICATOR

31 Improved instructional practice results from
disrussion with the principal

3.2  Leads formal discussions concerning instruction
and student achievement

33  Uses clearly communicated criteria for judging
stafl performance

34  Provides a clear vision of what the school is all
about

35 Communicates clearly to the staff regarding
instructional matters

36  Provides frequent feedback to teachers
regarding classroom performance

VISIBLE PRESENCE

4.1  Makes frequent classroom obscrvations

4.2 [s accessible to discuss matters dealing with
instruction

43 Isa “visible presence” in the building to both
stalf and students

44  Is an active participant in staff development

9555

B9
T2

TBTe
54%

B3

92%
68%%

2%

45

AT
54%
52%
5%

8%
475

35%

499
415
635
495

3%
68%0

64%

41%
33%

%

5%
25%%
17598

256
17%
17%
17%
17%

18%

17%
667

4650
50%a

Above are 18 statements on which teachers rate their principals asinstructional leaders.
These statements are randomly distributed among 78 other items on the effective
schools instrument used to measure teachers’ perceptions of positive learming climate,
staff dedication, early identification of student learning problame, fraquent monitoring
of student progress, high expectations, multicultural education, sex equity, and cur-
riculum continuity.

To obtain the complete instrument, technical and administration manuals, and a
sample data set, send a check for $25.00 made out to the University of Washington 1o
Mr Jerry Bamburg, Self-Assessment Study, M206 Miller Hall, DO-12, University of
Washington, Seattla, WA $8195.

sional decisions. But in that model,
there is not just a leaderless group:
there is a lead doctor. Well, in most
schools we already have a person who
can run the building; we call that per-
son the head secretary. So let the head
secretary run the management func-
tions of the school and have the person
who sits in the principal’s chair be the
lead teacher. The principals we see
who are strong instructional leaders
are already lead teachers. They have a
keen understanding of curriculum and
instruction, and they are respected for
their ability to communicate at three
different levels: one to one, in small
groups, and beyond that to the district,
the public, the educational com-
munity, and so on. I see no difference
between that and the lead teacher
concept.

Furthermore, we run the risk of
creating a more bureaucratized form
of governance and organization in
clementary schools. High schools al-
ready have a problem because of their
bureaucratic structure: the principal,
assistant principals, department
heads, teachers. Appointing lead
teachers in clementary schools creates
similar layers of bureaucracy that will
diminish productivity and inhibit
change.

Are you saying you are skeptical about
the whole idea of differentiated levels of
responsibility within the teaching
profession?

Yes, T am convinced that we have to
improve teachers’ perceptions of the
quality of their workplace, but I'm not
convinced that the solution is to create
lead teachers. Instead, let’s create ex-
emplary sites staffed by highly
qualified professionals where
teachers and principals from other
schools can go for inservice training
and development - where we put fu-
ture teachers, and future principals, to

do their internships.

Let me ask about it a different way. Does
leadership by the principal prevent
teachers from being leaders?

Quite the opposite. Having visited all
these principals, having been in their
schools, I am quite confident that
whenever the spark of leadership
emerges within their teachers they sec
it and nurture it. Ann Licherman calls




it "Expanding the leadership team.” 1
predict that when we get more good
qualitative research, we’ll find that
strong instructional leaders expand
teachers’ roles in two ways: first by
their leadership within their own
classroom, which is their primary
responsibility; and second, by using
their creative ideas, their experience,
and their enthusiasm to bring the
larger organization to its ultimate level
of cfficacy.

Let's talk about how to use this research
knowledge. Maybe we should start with
how it's already being used.

One exemplary application is the
Mercer Island, Washington, school
district, where Wilma Smith, the su-
perintendent, has implemented a
clinical supervision model for prin-
cipals. (Sce Smith and Andrews, pp.
34-37.) Clinical supervision of the
principal mecans that the principal’s
supervisor does clinical observations
of the principal in the school, the most
important of which is clinically observ-
ing the principal at the same time the
principal does a clinical observation of
a teacher.

It sounds like an interesting program.
How does it reflect your research?

The research identifies four sub-
dimensions of lcadership: principal as
resource provider, instructional
resource, communicator, and visible
presence. The communicator
category includes both creating the
mission, or vision, of the school, and
communicating clearly with teachers
about classroom instruction. If a su-
pervisor never observes the principal
intcracting at that level, the supervisor
has no knowledge about the instruc-
tional leadership capability of the
principal.

What are some other ways of using this
research?

We're currently working with 64
school districts in the state of
Washington who are using a self-study
process we develop. The effective
schools instruments are used to gather
baseline data. Staff members at each
school use these data to develop a
three- to five-year school improve-
ment plan and then use the instru-

ments again each year to get formative
information about how they're doing.
The instrument includes the 18 items
that measure the instructional leader-
ship of the principal

Induding perceptions of teachers?

That's right. In each of these 64
school districts the data are being fed
directly back to the school. The prin-
cipal sits down with the teachers lo
look at a profile showing the teachers’
perceptions of his or her leadership,
along with eight other effective
schools characteristics.

That must make some principals pretty
uneasy.

It does. It's interesting that many
principals belicve they are better in-
structional leaders than their fol-
lowers think they are. The exciting
thing for us is to see a principal - who
has found out what teachers really
think - get beyond that initial level of
anxicly and say, "Okay, what am [
gonna do?" Our first suggestion is to
find out why the teachers feel that way:
"They say you don’t communicale
criteria clearly in judging their perfor-
mance. The only way to find out what
that means is to go out to talk with all
of them. If you don’t want to talk with
all of them, get the ones you fecl most
comfortable with and have a real
heart-to-heart chat. When you've
cataloged what they tell you, you've
got your growth objectives. Later you
go back and get feedback: "How am I
doing?”

A self-help process like that isn’t totally
new, but it's unosual for it to be tied
directly to student achievement. That's a
good reason for principals to pay atten-
tioa to it

Yes, except that some are afraid that
high profile schools may be preoc-
cupied with student academic
achievement: "Is it just thump, thump,
thump, basic skills, basic skills?" Jerry
Bamberg and 1 have been exploring
that question, and we’re finding that
the answer is no. In regard to the four
basic purpose of schooling, the high
profile and low profile schools are
much alike. They all say the first
priority is basic skills; they all say the
second goal is citizenship; the third is

Frankly, I never
anticipated that we
would find such a
powerful relationship
between leadership
of the principal and
student outcomes.
After all, the
principal is one step
removed from the
direct instruction
process. But what we
found is that the
teachers’ perception
of their work
environment is so
important, the power
of the principal’s
leadership so
pervasive, that it has
a measurable impact
on student learning.




We have some
examples where a
principal is
regarded as a
strong instructional
leader, moves to
another school, and
.. is reported as a
strong instructional
leader by the
teachers in the new
school ... That tells
me ... that the

. school was unable
to achieve
excellence without
that principal.

self-concept; and the fourth is meeting
the individual needs of cach child.

Beyond that, though, are differences
in four important areas. One is higher-
order thinking skills: nearly twice the
number of staff members in high
profile as in low profile schools say
that’s one of their goals. Another is
learning to lcarn for life. And the third
is academic excellence: not just recy-
cling the basic skills but moving on to
broader aspects of education. The
fourth is a stronger commitment to
multicultural education in high profile
schools. The low profile schools are
the ones preoccupied with basic skills
because their students are not master-
ing them.

You say high profile schools want to go
beyond basic skills to academic excel-
lence, but your research is still based on
standardized test scores.

That’s correct.

Because you don have any other ac-
cepted measures?

But also because we use the test
scores differently. As I mentioned, we
use residualized gain scores, and that’s
how we've found that instructional
leadership is especially important for
low-income and black students. If we
look at students as a whole, the
greatest single predictor of future
achievement is prior achievement, but
for black kids in our study schools the
greatest predictor of future achieve-
ment is not prior achievement but
strong leadership of the principal.

Suppose 'm a principal in Iowa or
Arkansas. It's fine that you're doing all
this in the state of Washington, but what
can I do with what you've learned about
leadership?

The first thing I'd suggest is to pick
up the challenge that Ron Edmonds
gave: disaggregate your student
achicvement data by ethnic group and
socioeconomic status. Otherwise you
can't know whether yvou have an effec-
tive school or not.

A second step is to start measuring
incremental growth of individual stu-
dents within each school, not across all
schools. I don't care what measures

you use. If you say, "Basic skills aren’t
all that important to me," how about
critical thinking skills? There are
measures for that - measure it!

But how about feedback? How can prin-
cipals find out about teachers’ percep-
tion of their leadership?

Our instrument is not copyrighted; it
was developed with state funds and by
working with the public schools, par-
ticularly, the Scattle School District,
so anyone can use it. If they want us to
do the statistical analysis, we offer an
assessment service for what it costs ns
to do it. But they can hand score it, if
they wish. Let's improve schools;
that’s our objective.

Frankly, I never anticipated that we
would find such a powerful relation-
ship between leadership of the prin-
cipal and student outcomes. After all,
the principal is one step removed from
the direct instruction process. But
what we found is that the teachers’
perception of their work environment
is so important, the power of the
principal’s leadership so pervasive,
that it has a measurable impact on
student learning,

Richard L. Andrews is Chair, Policy,
Governance, and Administration,
University of Washington, College of
Education, Seattle, WA 98195. Ron
Brandt is ASCD’s Executive Editor.

Reprinted with permission from
Educational Leadership (Sep 87).




CARRIE KOJIMOTO

The Kid’s-Eye View

of Effective Principals

When someone asks them, children
have a lot to say about effective - and

She goes in the cafetenia to see if
evervbody is doing right and not throw-
ing trash on the floor and throwing milk
on people’s heads and putting food in
people’s shirts and pants. And she
makes sure you have no animals, like
lizards, in the trays running around.

- A third grade student discussing his
principal.

Despim an increase in their respon-
sibilities not directly related to
children, school leaders are often
cngaged in one-on-one exchanges
with students (1). This finding comes
from an extensive study of principals
conducted by the Far West
Laboratory for Educational Research
and Development. Through hundreds
of hours of observations and inter-
views condueted in 12 schools, we saw
first-hand the kind of juggling act prin-
cipals perform as they handle many
pressures and demands from their dis-
trict offices, communities, and staffs.
As part of the same study, we gueried
107 students to obtain their percep-
tions of their principals.

Although children have received lit-
tle attention in educational research
literature, their comments in this in-
stance are highly descriptive and
sometimes insightful about the
principal’s role. The principals whom
students find to be helpful:

@ create and maintain a safe and
orderly environment;

ineffective - principals.

@ enhance students’ self-esteem,
sense of responsibility, and
ability to get along with others;
and

® help students grow academical-
ly.

Looking at what students have to say

about principals can help educators
understand what children’s nceds are
and how those needs can be cffectively

met at the school level,
The Interviews

To obtain a representative sample of
each student population, we asked
principals to consider the gender, eth-
nicity, and grade level of the students
they recommended for the interviews,
In addition, we asked them to choose
students who represented each of five
participation-style categorics:

Said one sixth-grader about her pnnﬂpm’. "She s m:-r in her office like some prin-
cipals are. She just gets around.”
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Looking at what
students have to say
about principals can
help educators
understand what
children’s needs are
and how those needs
can be effectively
met at the school
level.

academie, social, rebellious, depend-
ent, and isolated (2).

‘With both parents’ and teachers’ ap-
proval, we asked students to describe
what their principal did, their personal
interactions with the principal, and
what a "perfect" principal would do.
We also asked them to compare
former principals to their current one.
We posed the guestions in various
ways and in different orders depend-
ing on the student’s age (3). The fol-
lowing is based on the comments of 37
elementary school students.

The Importance of High Yisibility

When asked "what does your prin-
cipal do?" students in all schools
reported seeing their principal walk-
ing in the halls, on the playground, and
in the lunchroom; talking to teachers
and students; and visiting classrooms.
In other words, these principals con-
stantly "cruise” the school and do not
conduct business just from behind
their office desks. An "academic”
sixth-grader spoke of his principal:

She just comes around the school and sees
what we're doing and stull, or she goes out on
the playground and sees how we are playing.
She's around; she's not always in her office like
some prncipals are. She just gets around.

Students generally gave high marks
to principals for maintaining this kind
of high visibility. Circulating frequent-
ly connotes to youngsters that the prin-
cipal knows what is going on in the
school generally and is interested in
what students are doing specifically.

Principals who "hide out in their of-
fices," on the other hand, were charac-
terized as unfriendly, lazy, and
uninterested. For cxample, students
made these criticisms:

At some of the places [ went, the principals
didn't really talk to the kids; they just kept to
themsehves and stayed [in their offices].

We didn’t have assemblies with [the other
principal]. She'd have one of the office atten-
dants have the assemblies, and she wouldn't
come in hersell, She'd never show her face. She
never walks around to the classroom ar noth-

ing

In addition to emphasizing the im-

portance of highly visible principals,
the students also discussed the need
for safety and order, social require-
ments, and personal and academic
guidance needs. In the following sec-
tions, we discuss those three types of
needs and illustrate how students felt
that active principals met them.

Meeting Needs for Safety and Order

The "cop assigned to a beat" is one
image active principals projected to
youngsters. When kids saw their prin-
cipal "cruise”, they reported that the
principal was making sure that they
obeyed the rules, got to classes on
time, and didn’t get into fights or
damage the school grounds and build-
ings. For cxample, several students
described their principals’ routine be-
haviors in the following ways:

S’mden.!s mcaHed situations whem a antipﬂ-f offered advice about classwork wh:k
making rounds on the playeround.




I see him outside sometimes, dunng the
winter, trying to make surc that boys and girls
den’t throw snowballs at other people.

She looks out the windows to see kids don’t
g0 out in the desert, because long ago, [ think
Tuesday a long time ago, we saw a big bull
snake. And she docsn't want us to go on the
desert anymore. She helped us learn about not
throwing rocks and not going out on the desert
catching horny toads, cuz there's a lot of
snakes.

When she's in the awditorium, she's talling
to us, having a meeting. When she's in the
classroom, she's announcing something or
checking on us, talking to our teachers. When
she’s out on the playground, she’s watching us
making sure everything is okay.

Student observations correspond
with those made by field researchers
who noted principals reprimanding
students for making noise and running
in the hallways and who descnibed
principals maintaining the clcanliness
of the school yards and cafeteria. Al-
though a few rebellious youngsters
viewed the principal’s supervision as
an obstacle, most students regarded
the seemingly constant presence as
reassuring.,

Meeting Social Needs

In discussing what principals did as
they "cruised” that made them not only
visible but accessible, youngsters
pointed out that safety and order were
not the principal’s only concerns.
Qualities that further distinguished a
"good” principal in their minds were
what one youngster described as "nice"
and "caring." Another student, a rebel-
lious one, commented:

She'd be everywhere, in the halls and elass-
rooms. She really didn't spend very much in the
office with conferences and stuff. She really
took her time on kids, and she didn't take
advantage of us.

Either in discussing their own prin-
cipal or in envisioning a "perfect” one,
students preferred a principal who
tried to learn about and meet their
needs and develop positive relation-
ships with them. Kids from all sites

emphasized the importance tothem of

face-to-face, one-to-one exchanges,
beyond mainly group-directed
monitoring acts discussed. According
to students, effective principals per-
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[The children]
expressed a clear
preference for
principals who
counsel and mediate,
who actually listen
to the kids’ ideas
and evaluate that
information before
meting out
punishments.
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formed three types of activitics that
met their social needs.

1. Hi-bye/passing time with students.
‘When asked "Have you ever talked to
the principal?” many students recalled
"conversations" during which the prin-
cipal said "hi" and "bye" and the child
returned the greeting. This simple act,
accompanied by a smile, is apparently
very important to students. Children
felt recognized as people, as their
comments illustrate:

When I say hi to people, I like them to
respond back. When I say hi to [the current
principal], she says hi. But when [ said hi to
[my former principal], she just looked at me
and rolled her eyes the other way, so T just
walked away.

[The principal| always says hi and she smiles,
Ilike her so much when she does that. It makes
you feel like she knows what she's doing and
knows who you are.

Hi-byes, then, let students know that
their principal recognized their exist-
ence. They were particularly
cherished by children typified as iso-
lated. The following comment by a
fifth-grader demonstrates their im-
portance, "She helped me by saying
hello because 1 don’t have many
friends."

Principals who took the time to
engage in brief, informal chit-chat and
acknowledge students’ birthdays also
made favourable impressions on
children. Said one fourth-grade social
student:

He was a very good principal. He liked to play
with the kids, like more than just talk or just
say a couple of things, and everybody knew
him. He had a thing like he'd pick you up and
twirl you around, and he'd always remember
your name and stuff.

A sixth-grader, categorized as iso-
lated, doubted whether the principal
knew her name. She recalled that in
kindergarten, the other principal
"came to class and talked to us in-
dividually, so I felt I knew him."

2. Counseling studenis about social
behavior. Principals who took the time
to project a friendly and concerned
demeanor made a difference to kids,
Students emphasized the value of the
principal acting as a counselor, at-
tending to their emotional or

psychological needs. Youngsters felt
more comfortable approaching them
wilth their social concerns or
problems. For example, one girl, a so-
cial fifth-grader, described her-prin-
cipal as a "nice uncle.” She elaborated
with this comment:

If there's a problem during school and it's
invelving your social life and it's bothering you,
like your friends don’t like you for some reason
anymore, he'll talk to you and try and work it
outl.

The principal who uscd a counseling
approach was particularly important
to dependent or isolated kids. For ex-
ample, a dependent child in an urban
school admitted some of his conversa-
tions with the principal stemmed from
the fact that he got into fights with
other kids. He considered these talks
helpful because:

She's helped me to understand the problems
of the other people, and she told me that other
people don't understand your problems. You
got to try to understand them. You got to really
try hard.

Remembering how the principal had helped settle a fight, a student remarked that

“she's a good problem solver.”

Another student who felt "the whole
school relationship was not that high”
offered this suggestion:

I would really like our school to have a
counsclor. Because ... we have a lot of kids here
at our school that T know have records. And
they probably have family problems and .. they
need somebody to talk to ... And I think if kids
know that they had somebody to talk to about
school or their teachers or their punishment or
how they're feeling or their parents or their
friends, or anything like that, I think there
should be somebody that they can come to.

This dependent sixth-grader did not
expect the principal to fulfill that role,
but she felt that someone providing
counseling and personal guidance
would improve her school.

3. Mediating and governing discipli-
nary matters. Resolving disciplinary
problems is such a common activity for
principals that students immediately
assumed they'd done something
wrong when the principal sent for
them. Likewise, many principals com-
plained that most of the youngsters
they came into contact with were those

50




who were sent to the office because
they were in trouble.

However, children not only accepted
that aspect of the principal’s role, but
also acknowledged its importance.
They expressed a clear preference for
principals who counsel and mediate,
who actually listen to the kids® ideas
and evaluate that information before
meting out punishments, For example,
a fourth-grader’s appreciation for the
way the principal listened to his ex-
planation comes through in his recol-
lection of a disciplinary office visit:

When I got in trouble once, cuz we were
playing tetherball and [ forgot 1 wasn't sup-
posed 1o be out because [ forgot onc of my
books. As T was out playing and she called me
in. She called me in for this thing and talk to
mie cuz [ got in trouble, and she asked me why
I did all this stuff and all these questions [like]
why I did it and when did I do it. She listened
like she had 40 years. She was really interested
in what you had to say. She wouldn’t turn her
head or if someone came in, she'd sort of
ignore them just to listen to you,

Remembering how his principal had
helped settle a fight, another student

remarked that "she’s a good problem
solver,"

Last year, me and a sicth-grade girl got into
a fight and she won. Well, it was actually my
fault, but I was trving (o, well, okay, we were
calling all these sixth-grade girls these names,
and we kept on calling them and then, finalky,
they got mad. And so this one girl, Cheryl, she
came in, and she knocked me down, and I tned
to get up. Everytime I'd get up, she'd knock me
down. 50 we had (o go to the principal’s office.
It wasn't that bad of a fight. I was just crying
because | was mad. She didn’t just say, "Don’t
ever do it again." or something mad. She just
tafled it out with them.

By contrast, students criticized prin-
cipals who yelled at them or showed
little desire to understand situations.
They saw the importance of a prin-
cipal being firm and consistent, but
they were emphatic in their negative
opinions when a prinaipal was indif-
ferent to their viewpoints or treated
them unfairly.

Students expressed positive regard
for principals who punished fairly and,
on other occasions, had positive con-
tact with them. The positive interac-
tions reassured them that they were
not disliked as persons. For example,
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Students generally
gave high marks to
principals for
maintaining ... high
visibility.
Circulating
frequently connotes
to youngsters that
the principal knows
what is going on in
the school generally
and is interested in
what students are
doing specifically.

a rebellious student looked as his pre-
vious year in school as his worst: "['d
gel into trouble almost every day.” But
things are different under his new
principal: "This year, I haven't got in
trouble, you know, hardly at all.” He
attributed the change in part to how
his new principal relates to him.

When I got into a fight, he would talk to both
of us, and he'd find out what happened, and
then he'd decide what be would do and most
of the time, he just tells us, you know, to stay
away from cach other, or you know, stay on the
bench. He doesn't get mad. He just, you know,
talks normally. When he tells me to stay away
and sometimes, when he tells me to do that, he
helps - he does stuff with me. Like you know,
we talk, tell jokes and stuff at recess.

Meeting Needs for Personal, Academic
Guidance

Children praised principals who
kept their schools safe, demonstrated
concern for them personally, and were
firm but fair in disciplinary matters.

But they also spoke highly of prin-
cipals who contributed to their
acadcmic growth. When asked how
principals had helped them learn or
what an ideal principal would do, stu-
dents described situations in which a
principal became personally and
directly involved in their learning.

Students also recalled sitpations
during which a principal offered ad-
vice about matters related to instruc-
tion while making rounds of the
school:

® In the classroom: "One thing I
do like about [the principal] is
that he does come in to observe
the classroom. I really think
that’s good."

® On the playground, during lunch
or recess: "I ask him to [help]
with spelling, cuz I'm not a very
good speller. So I ask him to
like, you know, to help me spell
words and with dates and stuff.
If I need something, it's usually
at recess, like after we had a
spelling test, I spelled this way,
I want to make sure it's right or
something."

& In the principal’s office: "He
used to help me a lot. Like if 1
had trouble and my teacher
didn’t explain it too well. I'd go
up there [to the principal’s of-
fice), and I'd ask him, like with
math and stuff ike that and he'd
help me."

When kids considered one principal
more helpful than another, it was often
because of the praise and compli-
ments paid them in their academic
pursuits.

[My other principal] would call some kids
from the first grade and have 'em go in and
read 1o him, and if you read really good, he'd
give you a cookie. One of these big, gigantic
chocolate chip cookics.

When [ was smaller, in kindergarten, [ used
to think that schools were a bore, and then, 1
think it was first grade, [the principal] started
saying, "You're doing much better in your
work, Angela, the teachers tell me” and stuff
like that, and I'would think, "Oooch.” And then
after he would go outside and [do] stulf with
us, and | thought that was nice. He would make
us feel better just to come to school. He didn't
just [say that to] me, he did [that for]
everybody.
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Students also felt that the principal
could improve instruction in their
school by obtaining better books for
the school library and offering ad-
vanced students a more challenging
curriculum.

The Value of Principals’ Actions

Students’ perceptions about prin-
cipals commonly referred to three
kinds of impact that resulted from
principals’ activities: safety and order
in the school, the potential for positive
influence on their self-csicem, and as-
sistance and encouragement for their
academic growth. Students’ com-
ments, which rarely have been tapped,
are useful because they can help prac-
titioners understand youngsters'
needs. Their remarks offer en-
couragement to harried school
leaders by reaffirming the value and

importance of principals’ actions.
Notes

(1) See Ginny Lee, David Dwyer,
Nikola Filby, Bruce Barnett, Bracha
Alpert, Brian Rowan, and Carrie
Kojimoto, Understanding the
Principals’ Contribution to Instruction:
Seven Principals, Seven Stories. (San
Francisco: Far West Laboratory for
Educational Research and Develop-
ment, 1985).

(2) We define the five participation-
style categories of students as follows:

o Academic students are task
oriented and cooperative in

class; are not discipline
problems.
e Social students value

friendships more than school
work; may create minor dis-

ciplinary problems through fre-
quent interaction with class

peers.

® Rebellious students are reluc-
tant lcarners; may be very bright

When asked how
principals had .
helped them learn
or what an ideal
principal would do,
students described
situations in which
a principal became
personally and
directly involved in
their learning.

or disadvantaged learners; fre-
quently create disciplinary

problems.

® Dependent students arc task
oricntcd; hope to please; are
frequent hand-raisers who re-
quire constant teacher feed-
back; are frequently rejected by
peers.

® [solated students interact little
with peers; rarely participate
orally in class; are never dis-
cipline pmblems tend to “fade
into woodwork”; may be ex-
traordinarily shy.

(3) For a full report on this proce-
dure and others used in this feld
study, see David Dwyer, Ginny Lee,
Bruce Barnett, Nikola Filby, and

Brian Rowan, Methodology: A Com-
panion Volume for the Instructional
Management Frogram'’s Field Study of
Principals, available from Far West
Laboratory for Educational Research
and Development.
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PF MILLINGTON

Humour in Education

Teachers can exploit humourous
siutations to enhance teaching

reud, (1927), writing about

humour said, "not everyonc is
capable of the humorous attitude. It is
a rarc and precious gift, and many
people are even without the capacity
to enjoy humorous pleasure that is
presented to them”. Few people today
would agree with Freud that humour
is a rare gift. The few psychoanalysts
who have since written about humour,
all agree that it is of great value and all
hold it in high regard, but Freud
worked mainly with "mentally" dis-
turbed people and in normal people
humour is not rare; it is enjoyed by all.
The significance of humour to human
behaviour is its close link with effective
communication at a level beyond that
of the direct, conscious and arguable.
Humour leads, through the absurd, to
constructive, creative thinking. It also
tells us of our hidden or unconscious
tendencies.

Many people can only deal con-
sciously with their inner, secret fears
when the absurdity in life’s expericn-
ces can be expressed in humour.
Humour also helps us to explore the
absurd when we need new ideas. As de
Bono (1982) pointed out, we need
mechanisms to take us away from
familiar well-worn paths of thought if
we arc to rcach new conclusions. One
of these mechanisms is humour, When
we have laughed, we also sce the sen-
sible idea within the absurd. His ex-
ample, asking - What would be the
advantages in flying an acroplane up-
side down when landing?, led a child
to suggest that it would be ad-
vantageous for the pilot to be able to

and learning

see the ground just before wheel con-
tact. Incidently, when adults were
asked the gquestion no positive out-
comes arose. For many years en-
gineers have been designing cockpits.
It took the absurd question to get a
"new” idea which could be incor-
porated when adapted into normal
aircraft.

Al the end of his long paper "Pour
une metapsychologie de 'humour”,
Bergeret (1973) points out that the
more intense emotional states in
patieats are seldom resolved through
humour. Frequently, one finds that it
is when something is ESSENTIATLY
important to the person’s sclf that it is
too risky, even too dangerous, to make
jokes about it. If the way I perceive

myself is seriously challenged I will
tend to defend rather than examine
the challenge. We suffer, we tolerate
our position, even when to do so is
illogical. To question ourselves by as-
king questions that appear absurd is to
beg for ridicule. To do so needs
relationships with others that are sup-
portive not destructive.

Classroom Humour

Teaching within one’s home allows a
certain type of humour to pervade the
social relationships among family
members. Teaching someone else’s
children, or other adults, places the
teacher in a position of vulnerability,
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elevated position of responsibility.
Paraphrasing Heimann (1950) we
might propose that teachers feel guilty
when they become conscious of per-
sonal feclings towards their students.
Consequently, they aim at becoming
completely unfeeling and "detached",
s0 avoiding any emotional response.

Trying to trace the origin of the idea
of a detached teacher has been dif-
ficult. There may be some reported
research in the literature but I haven’t
found it. The notion that a good
teacher remains emotionally
detached, restrained and competently
in charge is, however, onc¢ that per-
sists. It is held, perbaps most strongly,
by students and parents.

It is difficult to imagine, during the
course of continuing teacher-student
relationships, that some situations,
however rare, do not arise which
stimulate humour and prompt smiles
and even laughs in both teacher and
students. Teachers, however, seem Lo
fecl more at ease when helping sto-
dents with closed, impersonal
problems and technical difficulties.
Humour distracts from the sequence
of information being presented by the
teacher, They fail to share humour,
and hence, fail to go beyond the overt
emotional states m students. It is al-
most as if they are afraid that pleasure
will produce a class with uncon-
trollable manic excitemcnt with which
the teacher has colluded. Quiet, well
controlled classes are prized;, noisy,

excited, motivated classes are frowmed
upon. It seems that teachers are afraid
that humour will divert them from the
tmkoftmhmgandbmngmnmbc
competent teachers.

They have no difficulty recounting to
colleagues the problems, even dis-
asters that occur in classes but become
overtaken by shyness as soon as they
feel the wish to say that a particular
student made them or the class smile.
Perhaps cven more so if onc of the
students exhibits personal attraction
implying more than a safe teacher-stu-
dent relationship. Is a class in which
students laugh and smile with the
teacher proper and respectable? Can-
not the teacher usc humour to bring
emotional absurdity into conscious-
ness and so deal with it?

On the other hand, the modern, well-
trained teacher rather than trying to
avoid cmotion in the class, pays a great
deal of attention to the feclings of stu-
dents. Teachers are becoming more
and more aware of their own feelings
that develop within the classroom
which are communicated to and by
students.

Humour's Paradox

Itisimportant to distinguish between
wil and humour. Wit always has an
element of aggression in it. Humour is
the recognition of the absurditics ex-
perienced in life and always has a part
directed at self. Paradoxically,
humour is a very serious matter, As
Grotjahn (1987) points out, "wit is re-
lated to sadistic aggression. Humour
is related to the acceptance of human
suflering and melancholia. Humour
does not lead to loud laughter, but to
the sad smile of the great clown.” All
"good" humour is directed against the
self, it turns insult into victory, for the
secret of masochism is "victory by
defeat”, (Reik, 1941). Humour, as a
silent acceptance of suffering, is es-
sential to human existence. It is
present to a degree in most of the
stories passed from person to person.

The Humour in Failure

Failure and then learning from mis-
takes is a normal experience. While
trying our best, we still fail. It is impor-
tant, then, for a student to learn to
cope with the suffering of failure if
learning is to continue. When the suf-

fering is denied or repressed, a stu-
dent will begin to learn less and less
effectively. If more work is placed on
such a student, it only increases resis-
tance to succeed. Soon the student will
be overwhelmed, so confirming his
failure. As a failure there is nothing
the student will do to improve, He is
confirmed in his own state.

It is interesting, perhaps, to note the
large number of modern texts on
teaching methods which advocate
positive rather than negative feedback
to students. This is in itself a good
direction with pleaty of research
evidence to support it. However, if this
is allowed by tcachers to permit them
to avoid the task of dealing with
deeper emotion then the teacher fails
too.

The teacher can only succeed by be-
coming awarc of the moment when
absurdity occurs and allow an image to
form in the mind, even though the
imagc may appear to be erelcv:nt.
The image that is conjured up in the
mind, the image which makes us laugh
or smile il we are free to catch it, is a
precious portrait of a difficult situa-
tion in which we are painfully stuck.
Oaly if we can laugh at the seriousness
with its paradoxical clements can we
reach a deeper level of understanding.
To try to do it out of time or context is
hard work. It lives only in the moment.
It has its impact for the student only
then. We know when we have ex-
changed a meaningful communication
by the joy of expression that comes

EEEEmeumsw e Se e pa e
It seems that
teachers are afraid
that humour will
divert them from
the task of teaching
and being seen to

be competent
teachers




within that instant of time, that mo-
ment of understanding at a deeper
level.

To recreate a situation that has been
missed is almost impossible. The em-
pathy that exists between the teacher
and pupil is an ephemeral quantity.
Once it has slipped by, the next oppor-
tunity will not be the same; humour
and decp communication are infre-
quently juxtaposed. This implies that
the relationship between teacher and
student must be unobstructed. The
teacher must not be embarrassed, the
student should be free to accept. As
Bion (1967) wrote, "This is the crux of
the situation, the more unobstructed
the relationship ... the more subtle it
is."

It follows that humour cannot be
planned. Farce and wit may be
planned and introduced into the lec-
ture, talk or conversation in a class but
humour is the product of the moment.
Thus, the teacher who sets out to
amuse the class takes onthe role of the
buffoon. The effect is not the same.
What is remembered from wit or farce
is nol understanding but the cvent
which produced it. The interchange
that produces humour is seldom
remembered, because the satisfying
closure of some problem has been ef-
fected.

Pasquali (1986) suggested an anal-
ogy with dreams. He proposed that it
is the satisfying dream that cannot be
remembered because it is the one
which effects closurc of a problem. He
gocs on to colarge the analogy by
saying "..as dreams are the repre-
sentation through images of the never
ending multitude of eventsin the inter-
nal world, similarly humour is the
transformation in images of affects
(emotions) and fanlasics.” An ex-
ample of this might be:

A student begins to altack me by
saying: "You didn't allow us enough to
time to prepare a good report so no
matter how hard we work, we can only
expect criticism.”

I respond by saying, "Time for stu-
dents is something they must learn to
managc. Anyone can produce a good
report if they have enough time, the
skill I am looking for is a good report
in a short time.”

"This is not fair,” someonec says,
"Whatever we do, you simply go on
reducing the time." This last attack
provokes in me a vision of a lizard.

I say, "At this moment in time [ am
tll.mh.ng of a lizard who when his tail
is chopped off simply grows another,
and, each time the tail is stronger than
before.” They all laugh. We are all able
to scc our own absurdity. I tell them
that next time we will agree a
reasonable time for the report.

What underlies such a scenario are
the teacher’s desire and need to
produce "better” students and the
students’ needs and desires to meet
the challenges made by the teacher. In
both, their desired feclings were being
frustrated. The students thought they
were being unfairly treated. The
teacher thought the students had given
up trying to be better students. At the
same time, they want to share a com-
fortable relationship, but, returning to
the previously expericnced comfort-
able relationship without removing
the present problem is impossible for
both. Humour assisted the process.
Without humour, the conflict, 1
suspect, would have remained. At the
very least it would have destroyed the
previously enjoyable relationship.
They might have accepted the "rule of
authority" - this is the way it will be
donc! But emotionally they would

We know when we
have exchanged a
meaningful
communication by
the joy of
expression that
comes within that
instant of time, that
moment of
understanding at a
deeper level

have distanced themselves from the
teacher, making further effective com-
munication difficult if not impossible.
Lecarning would have regressed to
"learning by order”; what you give us
we will learn, The resolution through
humour enabled both the teacher and
the students to gain eminently satisfy-
ing resolutions whilst maintaining
their good working relationship.

Aren't we all absurd, really?

Humour and absurdity go together.
Not the absurdity of the comic strip
but the illogical absurdity of our per-
sonal needs. Children all go through a
stage of development where they con-
front absurdity by making fun of situa-
tions (Wolfenstein,1950). They deal
with the deepest and most distressing
feelings through play: death, illness,
loss, aloneness, insecurity, impotence,
incompetence, and continuing
change, and come to terms with them.,
As we enter adulthood there is an in-
herent assumption that aduolls, par-
ticularly teachers, are never absurd.,

Fear of many things - loss of face,
physical hurt, illness, even death - is
always with us. Yet, despite this
knowledge, anxiety aboul the con-
tinuity and security of self persists,
even into old age. Children can deal
with such fears and anxieties by ac-
cepting that life is theirs. They play at
being immortal while accepting their
vulnerability. "You're dead” in a
child’s game is simply a way in which
the notion of the fearfulness of death
is brought into consciousncss without
having to be dead. The notion can be
examined. Yet adults, fully endowed
wilh these tools are not able to play as
children. By not searching for the mo-
ments of absurdity, the moments of
humour in life, by being perpetually
serious, they allow illogical decisions,
fcars and anxictics Lo perpetuate.

Avoidance is the way many
deal with continuing fcars and intcnsc
anxiety. Legends and myths are
another way adults deal with these
personal fears. Invoking a God who
interferes in our life is another. Some
experiences hit at the very centre of
self-identity, but by avoidance
stralegies we can perpetuate our own
fantasies and myths and go on as
before. The consequences, however,
are to deny change for the better.

For many adults, including teachers,




humour is something they get from
others. They are afraid to see the
humour in their own life. They attempt
at all times to be logical, to have safe
ideas. So they fail to see the illogical
parts and because all illogical state-
ments are absurd, they miss the
humour in the moment.

In somge societies, to confront absur-
dity directly is often impossible. To
raise daring political questions, or
guestions relating to beliefs or faiths,
or even to get a person to change
somcthing significant to sclf (e.g ad-
mitting a lic) can only be done by
presenting the absurdity inherent in
the situation in the form of humour.
Some of the cartoons in daily papers
set out to do just this. In education, a
typical absurdity perpetuated by a stu-
dent is to believe everything said by a
teacher. There is no guaraniee given
with a teaching diploma or a subject
degree that the person holding them
will always speak only the truth, the
whole truth and nothing but the truth.
Yet students and parents continue to
accept unchecked what teachers tell
them. Similarly, students seldom cross
check "facts" contained in textbooks
but repeat them without question.
Often teachers will mark something
wrong because the argument is wrong
or illogical. The conclusion can still be
correct even if the argument is wrong.
Is there not humour in that too? The

T e o e Yo
As teachers we
should strive to
make learning as
fascinating as it is
for pre-school
children

teacher perpetuates the myth of only
having a right conclusion when the ar-
gument is right by failing to see the
absurdity in their own position.

Learners have problems too

Learning can become, and for some
is, a full-time task. The learner must
follow his motivated direction of ex-
ploration to an end point. To stop
deprives him of the enjoyment of
learning. When, however, the direc-
tion and speed of learning is under the
control of others, the process can be-
come frustrating and often over-
whelming. Ceasing to learn is a simple
way out of the dilemma. Every excuse
will be found not to study, eventually
not to rcad, and not to listen. The
person grows to rely solely upon per-
sonal experience and messages from
those that are "trusted” and this infor-
mation then goes unchallenged.

Persecutory anxiety in facing over-
whelming demands is a common state
among students, much more common
than many would believe. Yet we, the
teachers, persist in perpetuating mas-
sive syllabuses and out of date testing
systems (examinations) demanding
memory rather than understanding,
As teachers we should strive to make
learning as fascinating as it is for pre-
school children. As Carl Rogers
(1967) so strongly pointed out, the
overwhelming action upon children by
the education system, as currently
presenied throughout most "ad-
vanced" countries of the world,
destroys their restless, spontancous,
ccaseless curiosity - Why?, How?,
When?.... Tell me about.... It imposes
syllabuses and timetables to which all
must adhere.

I have a vision of a large number of
students crushed by a huge pile of
books, examination papers, and
timetables on top of which are a com-
mittec of teachers and politicians ad-
ding more and more to the pile. They
are shouting to the world,
"Look!...Our students are the best.
They are truly excellent”. Some httle
distance away is a small group of
children talking to one another. One is
saying "Didn’t you know there is noth-
ing wrilten in that pile of books and
papers ? The words have all been
taken out by the teachers."
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LAUKUM LENG

Diagnosis of Pupil Weaknesses
in English Language Skills
Through an Analysis of Cloze Passages

Tr:ache.rs of Yuhua Secondary
School generally feel that remedial
lessons for weaker pupils were neces-
sary to improve their performance in
the various subjects. However Englich
language teachers found it very dif-
ficult to identify specific areas where
pupils are weak in. Their general
informal observations of pupils’ per-
formance and written work by pupils
were their only sources of data on
pupil weaknesses.

At a departmental meeting, some
English language teachers expressed a
desire to learn how to make use of
cloze passages for further insight into
the English language ability of their
pupils. The cloze passage is a common
item in English langnage tests and is
also used to measure the reading level
of pupils. As test data on cloze pas-
sages were readily available, teachers
could analyse them in order to obtain

information on pupil weaknesses and
to plan remediation and classroom
teaching accordingly.

QOur approach was very simple. The
individual responses of pupils to 11
cloze passages used in Sec 1 and 2
Express and Sec 1 to 3 Normal Mid-
year Examination papers for English
language were recorded and class
scores computed. We also compute
the percentage of correct responses
for each passage as well as the per-
centage of pupils giving correct
responses to individual items. All ac-
ceptable answers were considered as
correct, as the ‘exact-word’ method
"does not seem to reflect the student’s
language competence as well as the
information yielded by the accept-
able-word method” (Hinofotis, 1980).
Ttems where pupils had difficulty with
were highlighted and possible
obstacles faced by pupils were specu-

lated on.
Findings

Analysis of cloze passages for diag-
nosis of pupil weaknesses. It was
generally felt that the method was fair-
Iy simple and straightforward. How-
ever, a more thorough picture could
be obtained if a series of cloze pas-
sages arce used instead of only one or
two examples.

Wealknesses of pupils. It was found
that pupils were generally weak in
vocabulary rather than grammar. In
fact, the passages that tested grammar
were well done. Although tense and
grammar errors were found, these
were not as prominent as those in
vocabulary. The analysis showed that

.most of the pupils did have a fairly

reasonable amount of grammar ex-
pectancy skills. Mistakes in

ThE: Pe-.r'?c:rm ance
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The Diagnosis

vocabulary included idiomatic expres-
sions (¢.g. shaping up) and collocation
of words (e.g. consultation with). The
difficulties faced by pupils seemed to
centre around the following areas: un-
familiar vocabulary (e.g. ceric gur-
glings), unfamiliar registers or very
formal styles and multiple embedding
of concepts in complex sentences.

Implications

The analyses showed that valuable
information could be obtained to help
identify pupils’ weaknesses. Teachers
are encouraged to use a battery of
cloze passages for the diagnosis of
their pupils’ English language prob-
lems. They could do this either collec-
tively as a class or individually for
those pupils who have problems with
English language.

The results showed that our pupils
need more exposurc to a wider
vocabulary and a greater range of writ-
ten styles. One solution could be to
expand on these areas through com-
prehension exercises, the reading
programme and the choice of books
for the pupils. Schemes of work
focused round themes could be used.
Identification of vocabulary around
these would be of great assistance to
teachers. Sentence combining exer-
cises in class could also be used to give
pupils more exposure to more com-
plex structures. As most of our pupils
do not use English informally outside
school, they are not very fluent in the

language. Collocation of words and
idiomatic expressions taught in class
are not reinforced through regular
use. Therefore our pupils need to use
English language more so that they
could be more active users of English
language. Every opportunity should
be given to them to use English lan-
guage both during lessons and outside
the classrooms. An enriched English
language environment in the school
will greatly enhance the pupils ac-
quisition of greater proficicncy in

English language skills,
Conclusion

Though not a very sophisticated in-
strument, the analysis of the cloze pas-

sage is a good start for teachers who
want to gain further insight into their
pupils’ weaknesses. They could use
the analysis/diagnosis to confirm per-
ceptions obtained through informal
obscrvations of their pupils and the
written assignments completed by
them.
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LIM LEE HEAN

Current trends in mathematics
learning: problem solving

Adapting Approaches and Materials to
Enhance Success in Learning

Iﬂdgmda for Action: Recommenda-
ions for School Mathematics of the
19805, the National Council of
Teachers of Mathematics gave strong
impetus to improve problem solving
instruction by stating that problem
solving must be the focus of school
mathematics in the 1980s, and that
"the definition and language of prob-
lem solving in mathematics should be
developed and expanded to include a
broad range of strategies."

The revised mathematics syllabus for
the New Education System (Sin-
gapore Ministry of Education, 1990)
states that "the primary aim of the
mathematics curriculum is to enable
pupils to develop their ability in math-
ematical problem solving ... The con-
ceptualization of the revised cur-
riculum is based on a problem solving
framework.”

The growing interest and concern
about problem solving amplifies the
significance of such an approach in
mathematics teaching and learning.

What is problem solving?

Paolya, the renowned mathematician,
states that "To have a problem means
to scarch consciously for some action
appropriate to attain some clearly
conceived but not immediately at-
tainable aim. To solve a problem
means to find such an action.” A prob-
lem exists when one is confronted with
the perplexing difficulty of not know-
ing immediately how to proceed.

Know-how in mathematics is the
ability to solve problems - not merely

routine ones but those requiring some
degree of independence, judgement
and creativity.

Heuristi

I believe that to teach problem solv-
ing successfully, we must teach
strategies. "The teaching actions
sclected for problem solving must be
consistent with one’s view of how
problem solving is learned” (Bourne,
Ekstrand and Dominowski, 1971).
The teaching actions which are
adopted can be based on an informa-
tion-processing point of view. Using
this approach, the problem solver
O ey s P
Know-how in
mathematics is the
ability to solve
problems - not
merely routine
ones, but those
requiring some
degree of
independence,
judgement and
creativity.

sclects from a variety of different
problem solving strategiecs. The
primary goal of the teaching actions is
to develop the ability to search among
and evaluate alternatives when solving
mathematical problems.

Concomitant to this goal is the need
to make pupils aware of strategies that
arc useful in solving mathematical
problems and to develop their abilities
to utilize these strategies.

Pupils can be encouraged to apply
the following features of the Guess
and Check strategy: make an "edu-
cated" guess at the solutions, check the
guess against the conditions of the
problems and use the information ob-
tained to make a better guess. A
guotation from George Polya
goes,"Certainly, let us learn proving,
but also let us learn guessing."

The use of tables or lists facilitates the
systematic organization of informa-
tion and thoughts. Models, like draw-
ings, serve as aids to intuition or to
organizing the information for prob-
lem understanding. This could further
suggest another strategy which can
then be applied to solve the problem.

Elimination which involves the selec-
tion of clues and the use of reasoning
as a strategy for problem solving can
also be introduced.

The following techniques can further
help pupils to simply problems:

@ reword the problem using a
familiar context or simpler
numbers to help discover the
most effective operation;
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@ divide the problem into distinct
sub-problems which can be
solved separately or in se-
quence, adopting Rene
Descartes’ "Divide each prob-
lem that you examine into as
many parts as you can and as
you need to solve them more
easily”; and

@ begin with a simpler case of the
problem and work through suc-
cessive cases until a general
method is found.

Affective considerations to problem
solving involve the desire for solution,
the confidence that the obstacles can
be overcome, and the belief that their
problem solving skills are adequate. It
is thus imperative that there be a
deliberate gradual development of
teaching-learning complexitics.

Adapting Problem Solving Materials

In our local context, most of the
textbooks and supplementary books
contain materials that strongly em-
phasize an algorithmic approach to
the learning of mathematics, and as
such they cannot be adequately used
to implement fully a problem solving
approach.

The following sets of non-routine,
problem-solving questions were
materials gleaned from a variety of
sources and modified accordingly, to
cater to the needs and interests of the
students in Henderson Secondary
School in the Leamning of PATTERNS.

Set 1:"What Comes Next?" introduces
pupils to the concept of pictorial se-
guences which involved a specific pat-
tern.

Sct 2:"Fun with Paper” and "Desk Ar-
rangement" consolidates the learning
of the topic with the use of a table as
an organizer.

Set 3:"Route Challenge* and "Route
Challenge**" extends the learning of
PATTERNS in problem solving,

Set 1: What Comes Next?

Hello! Welcome to the world of
beautiful PATTERNS...

Look at the different diagrams in Fig
1. Can you see a pattern for each?
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Fig. 1 What comes next?

Think about it and add in the next
one for each of the patterns.

Set 2 Question 1: Fun With Paper

You are given a large sheet of paper.
Tear it in half. Place the 2 picces of
paper one on Lop of the other and tear
them in half again. This gives 4 pieces
of paper. Place them on top of onc
another, and tear them in half again.
How many pieces are there?

Have fun ... continue tearing, count-
ing, recording and thinking,

After 10 such tears, how many pieces
of paper do you have?

After n such tears, how many pieces
of paper are there?

Set 2 Question 2: Desk Arrangement
You have been selected as the group
leader of the Henderson Secondary
One Students Council Committee,
You have arranged for a meeting in-

volving representatives from every
secondary 1 class in the school hall this
coming Saturday. There are a total of
6 secondary one classes in the school.
Each class has 2 representatives,

In accordance with tradition, the
class representatives would be scated
at aserics of class desks, placed end to
end so as to form one table.

What is the minimum number of
desks required to scat all the secon-
dary one reprcsentatives, given that
one side of a desk only be only oc-
cupied by one representative?

How many desks are required for
sealing n representatives?

Set 3 Question 1: Route Challenge*
Henda and Sonia are very good
fricnds. They arc both working on a
joint mathematics project for the
"1991 Henderson Mathematics and
Science Exhibition.” It was agreed that
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Fig2

Henda would go to Sonia’s house to
work on the project.

Fig 2 figure shows where Henda and
Sonia live in the neighbourhood.
Henda is adventurous and likes to ex-
plore. She is determined that on her
way to Sonia’s house, she would try a
diffcrent route each time. She also
decides to travel only north and east.

How many different routes can
Henda take to get to Sonia's house?

Set 3 Question 2: Route Challenge**

Now, let's try another interesting
problem. Take a look at the Fig 3. If
you are allowed only to move along the
directions as indicated by the arrows,
how many different routes are there
from point @ to *?

In presenting the materials, there
was the conscious choice of words like
"Henda" (set 3), and "Sonia" (set 3),
"Henderson Secondary One Students
Council committee" (sct 2), "1991
Henderson Mathematics and Science
Exhibition” (sct 3) to enable the stu-
dents to identify with the material
There was also a deliberate effort in
greater usage of "personal words"
(Flesch 1986) to motivate pupils.

Furthermore, the sequence was
carefully considered to enhance the
possibility of sucecess. The first set of
problems was thus relatively simple.

I also find it effective to use the fol-

@ discuss methods which did and
did not lead to a correct solu-
tion;

@ relate the problem to previous
problems;

Fig3

o discuss special features of the
problem; and

¢ after the completion of each set,
elicit from pupils a summary of
the key aspects to reinforce

their learning.

*Looking back” in problem solving is
"...an intcgral and essential com-
ponent that offers unlimited oppor-
tunities ..." (Taback 1988).

Conclusion

I believe in stimulating our pupils to
become active learners and the teach-
ing of problem solving strategies will
enable them to become actively in-
volved in their learning,

Problem solving permits pupils to
learn and to practise heuristic think-
ing. Considering the transfer of learn-
ing that takes place, the tcaching of
problem solving skills and strategics is
necessary in real Life.

The approach also provides an alter-
native to the usual textbook teaching
process. Problem solving is a catalyst
for the kind of learning whereby we
can train the pupils to learn and think
by themselves. Besides getting valu-
able experiences in problem solving,
the wonder and beauty of mathe-
matics would also be conveyed in the
process.

"The mathematician’s pattern, like the
painter's or the poet’s, must be beauti-
Jul; the ideas, like the colour or the
words, must fit together in a har-
monious way. Beauty is the first test:

there is no permanent place in the world
for ugly mathematics.”
G H Hardy
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ZAIBUN SIRAJ

They Dared to be Different
in a Week of Non-Traditional Teaching

Alternative methods can
motivate students to

achieve higher learning outcomes

The idea of introducing a "Non-
Traditional Teaching Week" at
Ngee Ann Polytechnic was obtained
from an article which appeared in the
journal of the Association for Educa-
tional and Training Technology. Both
Oxford Polytechnic and Bristol
Polytechnic in Britain had organised
successful Teaching Innovation
Weeks in 1987 and 1988. The
Polytechnic of Central London also
organised a successful Teaching In-
novation Week in 1988,

The first Non-Traditional Teaching
Week was held from November 27 to
December 2 1989 and the second was
held from 5 - 10 November 1990, Prior
to both weeks, a notice was prepared

and distributed to all members of the
academic staff at the Polytechnic. The
notice outlined the and ad-
vantages of the excrcise and provided
examples of innovative teaching
methods. Staff members were re-
quested to use atleast one novel teach-
ing method during the week and to
submit a brief description of their in-
novation to the Educational Develop-
ment Centre. The write-up was Lo in-
clude any peer or student cvaluation
of the innovation.

The main purpose of the exercisc
was to help stimulate lecturers to look
at their teaching methods and to try
out some innovations. The experiment
was valuable for the following reasons:

They dared to be different

1. Lecturers tend to get set in their
ways and, in the course of a
programme of teaching, sometimes do
not stop to think of alternatives to
well-used methods.

2. Many of the traditional methods
do not promote the sort of qualities
that industry and commerce require of
graduates; the lecture in particular en-
courages passivity that is inimical to
active and enterprising minds.

3. The whole exercise was enriching
and enjoyable for all concerned.

During the week many lecturers ex-
posed their students to novel ap-
proaches. For example, in Business
Law, a panel of students prepared and
conducted the tutorial. In a class on
the Principles and Practice of Life In-
surance a debate was held on a topic
related to the syllabus. This was fol-
lowed by a talk by a visiting expert on
the topic. A simulation exercise where
students as managers in a production
committee had to develop a promo-
tion plan to market their product was
conducted by a lecturer teaching Sales
and Promotion. Lecturers teaching
enginceering subjects like factory
automation, engineering drawing,
electronics and process instrumenta-
tion used small group activity, prob-
lem solving activities and student
presentations.

Adfter the first week, twenty-one sub-
missions were received from the




Better staff-student relationship

academic staff and they were com-
piled into a handbook, the first collec-
tion in a planned series of handbooks
on non-traditional (or, alternative)
teaching methods. A second hand-
book based on the innovative methods
adopted by the staff during the 1990
non-traditional teaching week is cur-
rently being compiled. The submis-
sions revealed a higher level of inter-
cst, commitment and learning from
the students.

The learning that took place was
more fun and the students seemed o
cnjoy themselves. They were also
more attentive. There was greater stu-

Lecturers tend to
get set in their ways
and ... sometimes
do not think of
alternatives to
well-used methods

dent participation and the learning
was student-centred. Attention was
focussed on the students and less on
the lecturer. Many of the mcthods
provided the lecturers with a better
assessment of the understanding and
comprehension that their students
had of the topics.

There was opportunity to apply in-
formation in different situations and
to acquire skills in information gather-
ing. The students bad to select, edit
and organise the information, all use-
ful skills for their future cmployment
in industry and commerce. Many of
the methods used enabled the stu-
dents to develop their communication
skills, in particular, to make good and
effective presentations. Students were
also able to develop the technique of
asking questions and to improve their
skills at discussions. In doing all these,
their self-confidence was further
developed. The methods also en-
couraged the development of team-
work and cooperation, problem-solv-
ing skills, lcadership skills and
creativity.

The students interacted in more
varicd and informal ways with the lec-
turer and this, in turn, contributed to
better staff-siudent relationships. Re-
search studies bave revealed that stu-
dents learn better when they have a
better relationship with their lec-
turers.

The "Non-Traditional Teaching
Week" offered the opportunity for
stall to demonstrate the use of effec-
tive and innovative instructional prac-
tices: teaching approaches that actual-

ey = - e v s |
Non-traditional
teaching methods
enable students to
interact in more
varied and
informal ways with
the lecturer and
this contribute to
better staff-student
relationships.

Iy work; that do not necessarily require
a dramatic revision of a lecturer’s
teaching repertoire; that do not neces-
sarily demand additional or unique
supporting resources to sustain their
operation; and, most importantly, that
are capable of motivating students in
ways that causc them to achieve higher

learning cutcomes.

Zaibun Siraj is Head, Educational
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WILLIAM M. GRIFFIN

Read Aloud Week at

Collicot School

Community leaders in Milton, Massachusetts, donated
more than 50 hours of excitement and enthusiasm
when they read aloud to students at Collicot School

n one of the largest back-to-school
Ipartu:rship efforts ever in our town,
100 community leaders visited Col-
licot School, Milton, Massachuseits,
to read aloud to our students. During
Read Aloud Weck, these volunteers
gave more than 50 enthusiastic hours
so that each classroom would have at
least one visiting reader every day.

Most of us in elementary education
have long believed that reading aloud
to our students is worthwhile, if for no
other reason than that they enjoy it.
But when Jim Trelease, author of the
Read Aloud Handbook, spoke to our
Parcnt-Teacher Organization, he em-
phasized the value of reading aloud to
young children to strengthen their lan-
guage development, the growth of
their imaginations, and their love for
literature. He also explained the long-
term academic payoff for students
who had been read to as youngsters. In

short, he provided the authoritative
evidence for what we had sensed.

Following that PTO presentation,
teachers began including read-aloud
time in their lesson plans; but we all
felt the need to do more, to somchow
involve the community and the
parents. We began with the idea of
contacting people our students would
not usually think of as "readers”. By
bringing in dentists and priests and
politicians, we hoped to show our stu-
dents that reading is important to
adults other than their parents and
teachers.

We drew up a list of people to invite,
a wish list that included the Vice-
President of the United States. While
waiting for responses to our invitation,
we collected books from our school
library, from the public library, and
from our homes. The Student Council
donated $50.00 from their school store

profits to purchase additional books
for the week.

We followed up our RSVP deadline
with phone calls (the Vice-President
was busy), then invited more readers.
We publicized our plans in the local
newspaper and appealed for more
volunteers. We filled all but two of the
106 time slots, in many cases matching
volunteers with favorite books they
specifically requested.

The enthusiasm and ingenuity of our
visiting readers surprised both faculty
and students. One volunteer wrote an
original story with a horse for the main
character; on the day of the reading a
companion brought a horse to school,
complete with glasses and a school bag
on his back. A local police officer read
to the 2nd grade from the back of his
police wagon, a parish priest con-
ducted singing as a pre-reading ac-
tivity, and a pediatrician read the
poetry of Shel Silverstein.

The spirit of Read Aloud Week has
lingered with us. Teachers began using
their planning periods to read aloud to
cach other’s classes. The local cable
TV company taped readers cach day
and showed an hour’s worth of tape
each night. Collicot School's first
Kead Aloud Week was such a success
that we are planning to make it an
annual event.

William M. Griffin is Principal, Col-
licot School, Edge Hill Road, Milton,
MA 02186.
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